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Abstract

The aim of this paper is to delve into the crosscurricular approach that will aid the students of
the first grade of the Greek state high school to explore the Greek and English language in order
to trace similarities and differences between the two subjects concerning vocabulary,
morphology, pronunciation, grammar and pragmatics. In this way, the learners will develop
transferable learning strategies which will render them autonomous learners. Furthermore, the
concept of Multiple Intelligences will be fully capitalized on in the sense that the teaching
methods employed in the classroom must correspond to the students’ preferences and fend for
all learning styles. Tentative suggestions are introduced for ameliorating schooling that will be
appropriate to learners’ needs for independence and social development as well as for
redetermining the teacher’s role as a facilitator rather than a transmitter of knowledge.
Keywords: Crosscurricularity, Learning Strategies, Young Learners, Fostering Learning
Autonomy.

Introduction
For the sake of our discussion, it is imperative to adopt a definition of the term “learning

strategies” in order to clarify what they encompass and how they can be inculcated in students.
Coyle and Varcarel (2002, p. 424) admit that despite the existence of abundant research on the
importance of learning strategies in the learning process, the experts have failed to reach a
uninanimously accepted term for the notion of strategy. Thus, various conflicting or overlapping
terms have been coined with reference to strategies:

e Wenden (1987) talks about learning behaviours,

e (O’Malley and Chamot (1990) refer to thoughts and behaviours, whereas

e Oxford (1990) prioritises the affective dimension of learning strategies.
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Even though it is evident that consensus is difficult to be achieved, in this paper we will
follow the perception that strategies are specific techniques that individuals use to ease
acquisition, storage, retrieval and use of knowledge (Oxford and Schramm 2007, pp. 47, 48).

Classification of Strategies

In an effort to clarify the taxonomy of strategies, Cohen (1996) distinguishes strategies into
strategies for language learning i.e. grouping together and strategies for using language namely
retrieval and rehearsal strategies. The retrieval strategies entail recalling stored knowledge
whereas rehearsal ones involve experimentation with target language structures with a view to
tracing the one that fits best in each learning context. Compensatory strategies (i.e. guessing
from the context, using synonyms) which aid the learner to make up for missing knowledge are
considered to belong to both language learning and language use strategies by Oxford (2003).
In an attempt to support her view, she contends that useful as they may be for language use
compensation strategies of any kind are also indispensible for language learning.

Finally, Cohen (1996) further differentiates language learning and language use strategies
into cognitive and metacognitive ones. Cognitive strategies embed identification, retention,
storage and retrieval of appropriate components. Metacognitive strategies refer to planning our
next move, solving a problem, testing the efficacy of the solution, revising and assessing the
outcome.

Importance of Strategies: Literature Review

Given the importance of strategies to the expand students’ learning capacity, the need for
strategy training has been stressed by various theorists (Willing, 1987; Vogely, 1995; Oxford,
2001) in order to empower students to develop awareness of these cognitive tools which will aid
them to become independent learners. This need for strategy training has been substantiated by
a host of research revealing statistically significant correlation between strategy use and
language performance, pinpointing that more able learners apply strategies to a greater degree
than their low-proficiency counterparts (Oxford & Nyikos, 1989; Green & Oxford, 1995; Dreyer
and & Oxford, 1996; Goh & Foong, 1997; Mochizuki, 1999; Sheorey, 1999; Wharton, 2000,
Griffiths, 2003; Lan & Oxford, 2003; Peacock & Ho, 2003; Psaltou-Joycey, 2003).

When young learners are involved strategy training should reflect methodology focusing
on how these children think and learn languages. Coyle and Varcarel (2002, p. 455) recommend
“a supportive and affective learning environment”. Such an encouraging learning milieu is
ensured through taking account of different learning styles and intelligences (Gardner, 1983;
1999) and promoting learning across the curriculum.

The usefulness of applying crosscurricularity in the young learners’ language classroom is
also stressed by Brewster, Ellis and Girard (1992, p. 37) who claim that crosscurriculatity aids
children to learn how to learn by developing thinking strategies, study skills and continuity of
learning throughout the curriculum. In the Greek reality Matsaggouras (2003) highlighted the
contribution of crosscurricularity to the synthesis of knowledge and the evolvement of the
students’ critical thinking.
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Relating Crosscurricularity to Multiple Intelligences

The key concept of the crosscurricular pedagogy is the synthesis of school knowledge by
abandoning the separating lines of the school subjects which compartmentalise knowledge
boosting, consequently, a multifuctorial analysis of concepts that entails different subject areas.
At the same time, its goal is the promotion of the learners’ abstract reasoning, learning strategies,
discovery of knowledge and socialisation through cooperation (Matsaggouras, 2003).

Crosscurricularity is in alignment with the Multiple Intelligences Framework as presented
by Gardner (1983, 1999). Instead of one unified type of intelligence Gardner (1983, 1999)
corroborated that there are several types of intelligence and learners exhibit different
combinations of intelligences, which must be accommodated in teaching. He identified the
following kinds of intelligence:

Students with “linguistic intelligence” employ language in a creative mode, while those with
“visual intelligence” need to see to assimilate knowledge. “Bodily-Kinaesthetic” learners need to
move and touch things in order to learn, “interpersonal” students want to collaborate with others
while “intrapersonal” ones opt for individual work. “Musical Intelligence” helps us to identify
rhythm and relate it to knowledge and “logico-mathematical intelligence’ refers to numbers,
deductions and abstract thinking. Finally, “Naturalistic intelligence” embeds interaction with
nature.

The crosscurricular approach is beneficial to the learners by advancing the multiple
intelligences through the link of the different disciplines. Consequently, foreign language learning
and mother tongue teaching are not constrained to language learning only but they also
incorporate interpersonal and intrapersonal communication, rational thinking through
comparison and problem-solving by making deductions.

Suitability of Crosscurricularity to Teaching Young Learners

Having discussed the contribution of crosscurricularity to the advancement of the different
frames of mind that the learners possess, this section will probe the efficacy of the cooperation
of the Greek language and English language across the curriculum to assist young pupils to
promote their critical thinking and acquire learning strategies.

Crosscurricularity is in compliance with the way young students think and learn. Young
learners are still developing socially, cognitively and physically and require teaching methods
appropriate to their needs.

Children require social interaction in order to access and process knowledge (Vygotsky,
1978). Vygotsky’s (1978) theory of Zone of Proximal Development (ZPD) highlighted that children
can ameliorate their performance through the cooperative interaction between themselves and
a person more knowledgeable than themselves, namely the teacher or a more capable peer. In
the crosscurricular framework, this collaboration and reinforcement can be attained by assisting
learners to find ways to spot information and trace links, that is similarities and differences while
working on L1 and L2.

Bruner (1975, 1978) contended that learners need “scaffolding”, that is aid by the teacher
and more capable peers so as to be empowered to perform better. A very significant factor in
engaging students to collaborate with others rather than work on their own is by putting forward
the importance of group work. The profit of pair and group work must be clarified to young
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learners in order to involve them actively in the learning process and raise their expectations
during the incorporation of crosscurricular activitities concerning L1 and L2.

This active participation of learners in the learning process offers them the potential to
become constructive and increase knowledge and intelligence (Wood, 1998). Only in this way,
will children unfold their creativity and take on responsibility of their own learning process.
Taking this notion a step further, Brewster, Ellis and Girard (1991) suggest that teachers facilitate
students to discover knowledge instead of presenting it ready to them. This discovery is a focal
issue to the fostering of learner autonomy. In comparing and contrasting L1 and L2 the students
are given the opportunity to elicit rules and patterns and thus expand their metacognition.

Children need to feel safe in the environment where they learn (Williams, 1998). Their
preferences and developmental level are of utmost significance and must be taken into account
and promoted. Motivation is also a key element in an encouraging learning milieu (Grabe &
Kaplan, 1996). Translated into the classroom setting, this stance calls for providing a positive,
enjoyable atmosphere whereby students can work through synthesising information from the
two subjects and gaining insight into the interrelations of the two languages.

Crosscurricularity offers them the opportunity to collaborate in an encouraging framework,
whereby they discover knowledge, they cooperate actively in the learning process through the
connection of the two subjects as in real life.

The Crosscurricular Component in the Greek Educational Reality: Defining New Educational
Aims and Redetermining the Teacher’s and Learner’s Roles

This part of the paper will centre on the Greek educational context and its accordance with
the interdisciplinary approach. Besides, it will present the philosophical assumptions of the new
national curriculum which was based on the crossthematic framework and will specify its
aspirations of requiring the learners to find interactions, influences and variations between the
Greek and English language.

Various social, political, financial and cultural changes have taken place lately both at a
national and an international level, which along with sweeping advances in technology
necessitate the restatement of the general goal of education (Government Gazette 303/13-03-
03:3733).

In this vein, the traditional role of school constrained solely to the passive transmission of
knowledge is being questioned. As a result, the Greek school is demanded to determine new
priorities with the aim of assisting the students to evolve holistically (ibid: 3734) as follows:

1. to ensure the opportunities that will provide all learners with the ability to develop
emotional stability, critical thinking, as well as willingness for initiative and
cooperation.

2. toempower students to critically access the technological innovations of information
and communication and simultaneously give equal learning opportunities to all
people.

3. to sustain the spirit of the European citizen without affecting negatively the national
identity and cultural heritage, though.

These educational priorities and the students’ holistic development could be best realised
through the application of the crosscurricular approach. Karatzia-Stavlioti (2002, pp. 56-59)
corroborates that the European Union following the global tendencies, selected alterations in the

5
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educational systems of its member states recommending new curriculum orientations based on
the crosscurricular approach. Therefore, the Greek Ministry of Education assigned to the former
Pedagogical Institute with the design of the new Crosscurricular Unified Framework of
Programmes of Study and the individual/discrete Analytical Programs of Study for the
compulsory education, namely the primary and junior high school (Government Gazette, FEK
303/ 13-3-2003).

It is worth pinpointing that Matsaggouras (2003: 48-50) opts for the term inter-disciplinary
approach rather than crosscurricular since the separate subjects are kept in the Greek curriculum
as the basic structures of organising school knowledge.

The linkage between crosscurricularity and teaching is set in terms of reconceptualising
foreign language and mother tongue learning as a means for real life communication through the
interaction of the two subjects.

Furthermore, there is also a redirection of the role of the students and the teacher. In the
crosscurricular context, the role of the student changes from a passive recipient of knowledge to
a critical thinker who develops the ability of “learning how to learn” (Williams, 1991, p. 206) and
monitors his own learning strategies and general learning process through experiential learning
(Nunan, 2004).

Moreover, Matsaggouras (2003) stresses that one of the major targets of crosscurricularity
is student-centredness in that the learners are trained to take decisions either individually or
cooperatively, get involved in planning the activities they will engage in and eventually receive
practice at evaluating both the product and the process of their learning according to the preset
aims. The new national curriculum with its emphasis on the crosscurricular aspect favours self-
development through personal and group exploration, because its foundation is learner-
centredness (Nunan, 1988) and task-based learning. Thus, the learners’ needs and preferences
are placed in the centre of the curriculum.

Finally, the teacher’s role is redefined abandoning the position of a judge to adopt the
fruitful post of a facilitator who aids students to reach knowledge and develop learning
strategies. Only in this way will the learners manage to become “learners rather than learners”
(Byrne, 1988, p.26).

The Present Study
The Theoretical Framework

The proposed approach may be applied in the first or second grade of the Greek junior High
School as young learners have different learning styles and face certain difficulties in learning an
L2. Greek Language and English are the subjects to be ‘cross-examined’. What is more, we
compare the Greek and English language at a linguistic level focusing on morphological, lexical
and phonetic differences and similarities in loans by raising students’ awareness through various
texts and contexts. Based on the findings that underlie the “utility of morphological analysis as a
vocabulary acquisition strategy—regardless of language origin” (Bellomo, 2009, p. 1), as well as
that “general L2 motivations are mostly affected by factors related to students’ pronunciation
skills” (Kusey, 2010, p. 4) and that vocabulary has a significant role in both the L1 and L2
acquisition context (Graves, 2006) we study morphology, vocabulary and pronunciation. Our aim
is to promote Learning Strategies (i.e. guessing, recognising), to fully exploit Multiple
Intelligences, to redefine the teacher’s role as well as to create critical thinkers.
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The main principle of the proposed approach is to engage students into abstract thinking
gradually moving from easy patterns to difficult ones. Therefore, according to the pedagogical
principle of graduated difficulty, we start our crosscurricular approach with morphology as its
patterns are easily recognisable in both languages. Next we move on to vocabulary where
patterns are more obscure than they are in morphology, but still easily identifiable and eventually
we work with pronunciation. Finally, we are based on deductive (top-down logic) as well as
inductive reasoning (bottom-up logic). In particular, aiming at driving our students to abstract
reasoning we help them reach a conclusion by themselves either from general statements or
from specific examples.

The Practical Part
e Morphology

Based on studies of children’s lexical innovations which reveal that children use quite often
morphological generalisations (Lowie, 1998), we work deductively and students are given various
examples in order to come up with the rule. We start with Greek patterns as we want to
encourage them. Furthermore, as attitudes and motivation largely affect the students’
achievement (Masgoret & Gardner, 2003), we give them technical words that they are familiar
with in order to motivate them.

Examples:

English Greek
Surf oepdapw /serfaro/ -suffix
google yKouykAdpw/ guglaro/

From these words they can easily form the following rule: “In Greek the words are
assimilated by adding a suffix”. In doing so, our students also learn that if they do not understand
a word, they should first try to guess its meaning by decomposing this word into recognisable
parts (morphemes) and arrive at its meaning on the basis of these parts. So, they are encouraged
to use the knowledge of word analysis they have gained in Greek. Undoubtedly, the strategy a
student will employ in this situation depends on a range of interrelated factors, such as the
frequency of this word, its decomposability along with the student’s level. Therefore, the choice
of the examples to be given is critical. Concerning the above examples students of first grade are
familiar with the verbal suffix —dpw and understand its meaning: somebody is doing what the
root of the verb means.

Next the students are given Greek loans in English. For example:

Greek English
ABANntnc/athlitis/ athlete (without the —s)
Apvnoia /amnesia/ amnesia

Students have already been taught that the English language does not exhibit a variety of
suffixes. So they easily form another rule regarding the English language: “In English most loan
words remain intact”.

e Vocabulary

In this phase we work deductively. So we start with the rule and we ask our students to

find similar words. The rule they are given with is the following one:
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“Even though some words are loan words they display a different and sometimes opposite
meaning” and additionally they are offered some examples:
English Greek
Empathy=ability to understand other peoples’ feelings eumadeia= strongly disliking sb
Sympathy=feeling sorry for sb cuunadeia= liking sb
Next, they are asked in groups, as this exercise is more difficult than the ones regarding
morphology, to find a certain number of words (e.g. 10 words for each group). They are provided
with certain links on modern literature and they are advised to use their dictionaries, both the
Greek and the English one.

Then they are given the following rule: “The process of borrowing words may function both
ways”.

Greek English
Mwooa Language
MetayAwooa Meta-language

We explain to our students that in Greek we say “yAwooca” whereas in English they say
“language”. The English borrowed the prefix ‘meta-’ from Greek and created the term
metalanguage. Then the Greeks borrowed this word again from English and they formed the term
“netayAwooca”. Thus, the process of borrowing words may operate reciprocally. Additionally,
knowing that researchers have indicated a noteworthy connection between vocabulary
knowledge and reading comprehension (Carver, 1994), students are asked to study various texts
(pedagogical and scientific articles would be appropriate as many of their terms are loans from
Greek) and to trace similar words.

The above approach promotes the meaningful learning process in lexical acquisition.
Contrary to strategies for rote learning vocabulary, the significant step of our methodology
emerges in that the cognitive factors coincide with the main steps students are prompted to take
in acquiring familiar words.

e Pronunciation

Finally, we move on to more abstract reasoning procedures than the previous ones
studying pronunciation. Furthermore, there is considerable evidence showing that phonology
plays a structuring role in both first and second language lexicons (Ellis, 2003).In this respect.the
students are given various words with a view to eliciting the rule, that is even though the words
are written in English in exactly the same way as in Greek, the English do not pronounce sounds
which do not exist in their language either in the beginning or in the middle of a word (i.e. ps, gn,

pn)

English Greek

Pneumonia (silent p) TIVEUHOVIQ
Psychology (silent p) puxoloyia
Physiognomy (silent g) duoloyvwpia

After being exposed to various examples students are asked, either in pairs or in groups, to
find similar words from a certain text that provided by the teacher (depending on the subject we
are working with, e.g. health, education).

Next the students get insight into other pronunciation patterns like: Even though |ch|is
pronounced /ts/, in loan words from Greek it is usually /k/, whereas in words of Greek origin

8
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English prefer to use the compound |ph| as /f/ instead of the letter |f |. They are given relevant
words in order to understand the rule.

Examples:

English words Greek loans

Chair, cheerful BUT  chronology, chemistry
Fur, fat physics, phobia

Then, they are asked to find similar patterns. It is a quite pleasant procedure and students
find it interesting and challenging.

Discussion and Teaching Implications

The most striking difference between L1 and L2 learning is that L1 learners have to
discover everything about language whereas L2 learners bring knowledge about language with
them to the task (Ellis, 2003). L2 learners do not have to rediscover the phonological,
morphological and/or lexical principles which operate in early L1 word learning. Rather, learners
are called upon to seek for any connections between L1 and L2 that will help them apply any
similarties on the specificities of the L2. After all, research shows that complete deletion of L1 in
L2 situation is not appropriate ( e.g. Larsen-Freeman, 2000; Nation, 2003). On the contrary, when
used appropriately, the use of L1 can be very beneficial (Brown, 2000).

Furthermore, the growing literature on self-directed learning in the area of L2 education
connects learner autonomy to success in language learning. ‘Successful’ or ‘expert’ or ‘intelligent’
learners are regarded those who have learned how to learn. As Wenden (1991: 15 in Gan, 2004:
389) states

“They have acquired the learning strategies, the knowledge about learning, and the
attitudes that enable them to use these skills and knowledge confidently, flexibly, appropriately
and independently of a teacher.”

Additionally, Critical Literacy (CL) is now a core component of Greek secondary school, both
in Greek and English curricula (http://dschool.minedu.gov.gr/). Therefore, being literate involves
more than decoding and passively absorbing text (Freebody and Luke, 1990). In response to this
emphasis, it is vital for English as a Foreign Language (EFL) educators to identify the points of
contention with L1 as well as the possibilities for promoting students’ critical co-engagement
with Greek and English texts.

Under this light, learners in the secondary education context should not be exposed to
strategies of rote learning, which to a greater extent, limit the use of alternative learning
strategies. Rather they should be motivated to use strategies which require deeper cognitive
processes. At the same time, as teachers having to manage changes in the secondary school
curriculum both in content and delivery, we realise that cross subject collaboration contributes
to the synthesis of knowledge and the evolvement of the students’ critical thinking. Through the
suggested approach language awareness is taught. Critical thinkers are developed within the
framework of redefining schooling. The student’s role changes. Instead of being a passive
recipient of knowledge he/she becomes an active participant. Thus, learner autonomy is
fostered. Besides, developing learner autonomy means that learners are prepared to define their
own goals, take risks, and experiment with new materials (Psaltou & Sougari, 2010: 389). The



MULTILINGUAL ACADEMIC JOURNAL OF EDUCATION AND SOCIAL SCIENCES

Vol. 2 No. 1, 2014, E-ISSN: 2308-0876 © 2014 KWP

teacher’s role also changes as from a transmitter of knowledge he becomes a facilitator of the
learning process.

To be more specific, students are prompted to identify the influence of one Language on
the other, to differentiate between the two languages, to use language for critical thinking, to
gain insight into Greek and English and, also, to practise literacy across the curriculum.
Furthermore, Multiple Intelligences are fully capitalised at a linguistic, logic mathematical, visual,
interpersonal and, finally, intrapersonal level as student social development is achieved through
cooperation. Additionally, various learning strategies are developed. To start with, students’
metacognition is promoted as they are stimulated to plan their next moves, to solve problems
concerning morphology, vocabulary and phonology in Greek and English, to test the efficacy of
their solution, to revise and assess the outcome.

Concerning strategies students use a number of reading strategies as they are advised to
guess meaning by using all the information available in a text, to notice links to similar words in
their first language, namely Greek, to use a dictionary, to distinguish patterns and to group them
for easier learning. As it is in the academic arena that students will come across an influx of
content specific vocabulary throughout the curriculum, either for L1 or L2, recognising frequent
roots and affixes that transfer across the disciplines can support students as they make sense and
attempt to retain the meanings of new words. It is truism that in order to read effectively learners
need different types of knowledge, such as semantic knowledge, lexical knowledge, grammatical
knowledge and phonological awareness.

“Cognitive and language processes of literacy operate with knowledge and skills at many
different levels, and successful literacy is the integration of information from each of these
processes in the larger process of making sense of written text”.

(Cameron, 2001:123)

Additionally, they develop rehearsal strategies, in other words strategies for practicing and
comparing various language structures, as well as retrieval strategies, which means strategies to
call up language material from storage, along with compensatory strategies that help students
elicit and classify the new knowledge. All in all, in response to the lack of students’ awareness of
the cognitive tools and strategies available to them, the explicit teaching of how, when, and why
students should employ L2 learning strategies is greatly attained to a great extent (Cohen, 1998).

Finally, the implications about teacher-training are that those who train teachers must
continue to prepare them for collaborative working. In doing so, as we have shown, teachers will
be able to apply it in their classes in order to help their students meet the aspirations of the
school curriculum planners whilst at the same time be mindful of meeting the demands of a
reshaped curriculum.

Concluding Remarks

While the reported literature provides substantial support for engaging in collaborative
working as well as learning and teaching strategies, there are certain limitations. At the moment,
the strategies and the teaching methods suggested in this article must be considered as working
hypotheses. Empirical evidence is needed in order to justify our claims in favour of using the
suggested strategies and activities to achieve the proposed goals for the Greek and English class.
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Abstract

The aim of the present study was to investigate the role of two consonant coda clusters of first
language Persian, second language English and third language French in the acquisition of French
syllable structure when learners have achieved different levels of L2 proficiency. The purpose of
this study was to find errors due to transfer of the syllable structure from the L1, i.e., Full
Transfer/Full Access or L2, i.e., L2 Status or the combination of L1 and L2 into L3, i.e., the
Cumulative Enhancement Model and find the role of typological similarities between L3 and the
previously learned languages i.e. Typological Primacy Model. This study also investigated the role
of L2 proficiency in acquiring a French syllable structure. To carry out the study, 30 Persian L3
French candidates at Tehran University who participated at Oxford Placement Test and French
Placement Test were selected. In addition, two types of tasks were prepared to measure the L3
learners' ability in the perception and production of French syllable structure. The results showed
that similarities between L3 and previously learned language and L1 played a role in the
acquisition of L3 syllable structure. The results further proved 'Full access/ Full transfer' and
'Typological Primacy Model.

Keywords: Syllable Structure, Acquisition, Coda Cluster, L2, L3.

Introduction

Nowadays the use of more than two languages has become a normal part of daily life for
most human beings, and there are a lot of researchers and linguists interested in multilingualism
to check and find some evidence to test both SLA and linguistic theories. However; research on
L3 acquisition has reached its peak to the extent where, Aronin and Hufeisen (2009, p.2) call it
"coming of age of trilingualism".

The aim of this study was to find out which language, L1 or L2, has the most effect on the
acquisition of the third language (i.e. L3). Moreover; this study sought to find out whether the
typological similarities and the level of proficiency have any effect on learning syllable structure
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of L3 or not. It should also be mentioned that the participants were Iranian native Persian
speakers who were quite proficient in L1. However, they are not native speakers of English and
French. Therefore, their English and French proficiency were tapped. In this study, two groups of
subjects, lower intermediate in English proficiency group and upper intermediate in English
proficiency group participated. Both groups were lower intermediates in French.

This paper is organized in the following way. In section Il and Il the researcher introduces
the concept of L3 acquisition and a brief background about it. Section IV presents the
methodology of the study under investigation. In section V and VI the results and the conclusion
are discussed respectively.

Theoretical Background of L3 Acquisition

Bilingual and multilingual individuals present a different type of linguistic competence as
compared to that of monolinguals (Grosjean, 1989; Cook, 1995; Jessner, 1999). Much of the
current study suggests that learning a third language is not the same as learning a second one
(Jessner, 1999; Cook, 1995). Herdina and Jessner (2002) stated that acquiring more than two
language systems leads to the development of new skills such as learning how to learn; moreover
it facilitates subsequent additional language acquisition as learners use metalinguistic awareness
to explore the cognitive and linguistic mechanisms underlying language.

There have appeared four major hypotheses to account for third language acquisition: the
Cumulative Enhancement Model (CEM, Flynn et al. 2004), the L2 Status Factor Hypothesis (LSFH,
Bardel & Falk 2011), Typological Primacy Model (TPM, Rothman and Amaro, 2010; and Rothman,
2010), and the Full Transfer/ Full Access Hypothesis (FT/FA, Schwartz and Sprouse 1994, 1996;
White, 2003). The CEM (Flynn et al. 2004, Flynn 2009) suggests that all the previously learned
languages can be transferred into the Ln. The L1 or the mother tongue acts as a default language;
that s, it istransferred into the L3 if it is available in the L1, and in case the structure is not present
in the L1, then they transfer from the other languages.

According to Bardel & Falk (2011), "The L2 status factor hypothesis implies that the L2 can
supersede the L1 as a source of transfer, because of a higher degree of cognitive similarity
between L2 and L3, than between L1 and L3" (p. 61).The L2 status factor has its origin in Williams
and Hammarberg’s study on L3 acquisition of the lexicon (1998) where it was explained as a
general tendency to activate a previously learned (second) language, rather than to activate the
L1 in the acquisition of a third one. Bardel and Falk (2007) found in their first study that the same
holds for the acquisition of L3 syntax.

The proponents of the TPM (Rothman and Amaro, 2010; and Rothman, 2010) believe that
the typological proximity is the extent to which two or more languages share the similar features
and determines the source of transfer in L3 acquisition. To put it in other words, transfer may
take place from the languages which are typologically closer to the L3. Unlike the CEM model,
the TPM considers both the positive and negative transfer from the language which is
typologically closer to the target language.

Finally, according to the FT/FA Hypothesis (Schwartz and Sprouse 1994, 1996; White, 2003),
L1 determines what will be transferred into L3 acquisition. The proponents of this hypothesis
believe that the UG is there in acquiring any new languages to help the learners with the syntax
of that language. This behavior might lead to either target-like structures or non target-like
structures; this is what distinguishes this model from the CEM (see also the results from Rothman
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& Cabrelli-Amaro 2010, where both the L2 status factor and the CEM are supported). Contrary
to the findings of Pinto (2013) and Bardel and Falk, in this paper, we will demonstrate that there
is no impeding role for the L2 in the L3 acquisition, and the L1 plays a significant role in acquiring
the L3, which is in line with the FT/FA Model.

Persian, English and French Syllable Structures
Persian Syllable Structure

Persian is regarded as a syllable-timed language and the syllables occur at regular intervals
of time; therefore, the amount of time it takes to say a sentence depends on the number of
syllables in the sentence, not on the number of stressed syllables as in stress-timed languages
like English and German. However, Persian syllables always take one of these patterns (i.e., CV,
CVC, or CVCC) presented in Table 1 below:

Table 1. Persian Syllable Structure

Persian syllables Examples Meaning
CvV /ba/ with
cvC fbag/ garden
CVCC JzE=ng/ bell

English Syllable Structure

English is considered as a stressed-timed language and the amount of time it takes to say a
sentence depends on the number of syllables receiving stress. In English, possible syllable
structures can be represented as (C) (C) (C) V (C) (C) (C) (C) .This means that English permits up
to four consonant clusters finally and three initially. For example, in a word like scrambles
/skreemblz/three consonant clusters together at the beginning and four at the end to produce a
CCCVCCCC syllable. Consonant clusters can occur in both syllable-initial (onset) and syllable-final
(coda) positions in English; moreover, unlike many languages like Turkish and Persian, consonant
clusters in English are not limited to two consonants, but they permit up to three consonant
clusters initially and four finally.

French Syllable Structure

French like Persian is classified as a syllable-timed language in which the syllable is used as
a basic timing unit. That means that each syllable gets equal time, whether it is stressed or not.
Vowels are never reduced. French permits up to three consonant clusters initially and three
finally. It can be presented as (C) (C) (C) V (C) (C) (C). Moreover, the consonant-vowel pattern of
French syllables contrasts with English syllables which tend to end with a consonant (CVC).

Learning French supra segmental syllable structure may pose some potential problems for
Persian French L3 learners. The challenges are due to the differences between English and
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Persian on the one hand and English and French on the other hand and particularly in the way
that they are different from each other in terms of syllable structure. Herein, the contexts under
study are highlighted in Table 2

Table 2. Persian, English, and French contexts

Context L1 Persian L? English L3 French
L1=12=L3(TPM) bl Jt=bl/ Pllvabl/ /pezibl/
L1=L 21 3(CEM) -t Jnavaftf Jwa: Jtf @
L1#12=L3(L2status) K¢ @ [Iekt/ fektf
L1=L3#L2(FA/FT) sm’ ftalasmyf @ Jma'tlarialism/

According to the first context, the coda cluster of '-bl' is existent in Persian, English, and
French. And it is assumed that this similarity is an indispensible part of learning second or third
language and can facilitate learning L3. This context can play an important role to determine the
role of Typological hypothesis.

Another difference among these languages is with regard to the coda cluster of '-ft' which
is possible in Persian and English while it is not permitted in French. This context is an insightful
hint to guide the researcher to come upon Cumulative Enhancement Model hypothesis.

Moreover, the status of coda cluster of '-kt' is another factor which differs in the languages
under study. Both French and English allow '-kt' in coda position while the use of this context in
Persian is not permitted. This context is an insightful hint to guide the researcher to come upon
L2 Status Factor Hypothesis.

The last property of coda cluster which differs among these languages is the status of '-sm'.
This context is acceptable in Persian, English, and French but with different pronunciation; in
English it is pronounced /-zm/ while in Persian and French pronounced /-sm/. This context is an
insightful hint to guide the researcher to come upon Full access/ Full transfer Hypothesis.

It should be borne in mind that Persian speakers are second language learners of English
and learning French as a third one. This study investigates the role of transfer in learning syllable
structures by two groups of learners, if there is any, and determines which one is more affective,
L1, L2 or both.

Methodology
Participants

This study was undertaken among BA French language learners in Tehran University. The
participants of this study consisted of 30 Persian native speakers who were in initial states of
French acquisition. The age of the subjects ranged between 18 and 27. All of the participants
were picked up among 70 learners who took part in French Oxford Placement Test and English
Quick Oxford Placement Test. Furthermore, there were two types of experiments: an Oral
Judgment Task (OJT) and a Production Task (PT).
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Experiment 1: Oral Judgment Task

This type of test was used to gather some information about learners' competency and
underlying system. The test was constructed by considering the coda cluster under study
mentioned in section 3.3 of this study. It consisted of 24 items out of which (a) 6 items were
allocated to two consonant coda clusters possible in all three languagesi.e. TPM, (b) 6 items were
included for the permitted coda cluster of L1 and L2 /[t/.i.e. CEM. (c) 6 items consisted of coda
cluster of /kt/ which is allowed in L2 and L3 contexts. i.e. L2 status factor and finally (d) 6 items
were considered L1 and L3 i.e. FA/FT. At this stage, the subjects were asked to judge and
determine the existent and nonexistent sounds in French by choosing the right choice if the item
was correct, incorrect choice if the item was incorrect, and if they were in doubt they would
choose the option ‘1 don't know'. Table 3 shows the distribution of the test items in the OJT.

Table 3. Distribution of Test Items in OJT

Items Mumber of ltems Items’” Mumber
Coda cluster in all three languages b 1,47,10,14,18
Coda cluster in L1 and L2 ] 36,1217 21, 24
Coda cluster in L2 and L3 b 2,8 11,15, 19,22
Coda cluster in L1 and L3 ] 59,1316, 20,23
Total 24

To illustrate the task, the coda cluster of / kt/ which is possible in English and French is
pronounced /kat/ which is existent in Persian. "Directe"----- /diRekat/, the participants were
asked to judge whether the pronunciation of the word heard was acceptable or not in French as
follows:

a. correct b. incorrect c. | don't know

Experiment 2: Production Task

In order to compensate for the possible deficiencies of the OJT and also to tap the learners’
performance, the second test which was a Production Test (PT) was administered. The test was
in the written form and the subjects were asked to read aloud a 24-item list containing the words
selected and the subjects were recorded and transcribed by two judges in order to achieve
reliable judgment. In this test, four coda cluster under study namely, /[t /, /kt /, /sm/ and /bl/
were included. The following table illustrates the distribution of the above-mentioned clusters in
the PT:
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Table 4. Distribution of Test Items in PT

ltems Mumber of ltems Itemns’ Mumber
Coda duster in all three languages 6 15,10, 14,17 21
Coda clusterin L1 and L2 B 47,1216, 20,24
Coda clusterin L2 and L3 6 26,11, 13,18 23
Coda clusterin L1 and L3 B 3,89, 1519 22
Total 24

To illustrate, the word "despotisme" was pronounced by some of the subjects as
/despatizm/ which is not permitted in French and it is only existent in English. However, some
other participants pronounced it correctly as /despatism/.

Results and Discussion

For analyzing the data, the performance of the two groups in each test was compared on
the property of French syllable structure by using descriptive and inferential statistics. The
groups’ mean percentages for each variable were calculated and between groups comparisons
were carried out by using mixed between-within subjects ANOVA. Having collected the data, the
researcher used Kappa Measure of Agreement to find out the extent of agreement between the
two judges who rated the production test.

Table 5. Kappa Measure of Agreement

Value Asymp. Std. Approx. Approx
Error” T . Sig.
Measure of Agreement Kappa BBl 136 3.696 2000
M of Valid Cases 30

a. Not assuming the null hypothesis.
b. Using the asymptotic standard error assuming the null hypothesis.

As it is shown in Table 5, the Kappa Measure of Agreement Value is .661 with a significance
of p<.0005. Therefore, the above value, according to Peat (2001, p.228), represents a moderate
agreement. This can be used as an indication of inter-rater reliability.

To address the research hypotheses, an attempt was made to merge the results obtained
in the production and oral judgment tasks to arrive at unified results. To this end, the merged
data were subjected to data analysis. Table 6 displays the descriptive results.
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Table 6. Results of the Proficiency Groups in the Merged Tasks

TPM Upper Intermediate  76.2821 13.54269 13
Lower Intermediate  72.5490 16.86463 17

Total 741667 15.37370 20

CEM Upper Intermediate  53.2051 12 04662 13
Lower Intermediate  47.0588 15.85185 17

Total 497222 16.30107 30

Listatus  Upper Intermediate 698718 12 51779 13
Lower Intermediate  32.8431 16. 78877 17

Total 48 8BRS 23 B4630 a0

FTFA Upper Intermediate  31.4103 1409042 13
Lower Intermediate 705882 13.21485 17

Total 53.6111 23 B4128 a0

The above table indicates that the participants had the highest level of accuracy in TPM
context (M=74). The lowest mean performance belonged to the FT/FA context where the lower
intermediates outperformed the upper intermediates with a mean difference of 39.17. Such a
result verifies the role of L1 in the acquisition of syllable structures for the lower intermediates
not the upper ones. The subjects did not differ to a high extent in CEM and L2 Status contexts
(See Figure 1 ). The mean performance for the CEM and L2 status contexts was 49.72 and 48.88
respectively.
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Figure 1. Participants' Performance in All the Contexts Across Both Tasks
The multivariate test results, as displayed in Table 7, shows that there was a significant
interaction effect for context and level [Wilks’ Lambda=.131, F (3, 26) =57.384, p=.000]. There
was also a significant effect for context [Wilks’ Lambda=.263, F (3.26) =24.242, p=.000]. The test
of between subjects effect further showed that proficiency level did not play a significant role in
the acquisition of syllable structure in L3 (F=0.496, p=0.487).

Table 7. Results of Multivariate Test for Both Tasks

Effect Walus F Hypothe Error Sig. Partial
sis df df Eta
Squared
Conmtext Pillai's Trace 737 24 242" 3000 26000 000 737
Wilks" Lambda 263 24 242° 3000 26000 000 J37
Hotellimg's Trace 2.797 24 242" 3000 26000 D00 737
Roy's Largest Root 2797 24 242" 3000 26000 000 737
Context * Lewvel Pillai's Trace 869 57.384° 3000 26000 D00 B9
Wilks" Lambda 131 57.384"° 3000 26000 000 -BB&9
Hotellimg's Trace B.621 57.384° 3000 26000 D00 -BE&9
Roy's Largest Root B.621 57.384° 3.000 26000 D00 BE&9

a. Exact statistic
b. Design: Intercept + Level
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The mere indication of a significance effect for the context variable does not tell us which
contexts were significantly different from each other. Therefore, a post-hoc analysis using
Bonferroni adjustment was conducted to find out which contexts were significantly different
from each other. The results are displayed in Table 8 below. The numbers 1 through 4 in the
following table stand for TPM, CEM, L2 Status and FT/FA respectively. The highest mean
difference across the context was for context 1 (TPM) and 2 (CEM) which reached 24.28. The
lowest mean difference; however, belonged to contexts 3 (L2 status) and 4 (FT/FA) which was
less than 1 (0.36).

Table 8. Pair-wise Comparison of Results for All Contexts Across Both Tasks

() ] Mean Std. Error 5ig.” 95% Confidence Interval for

Conte Conte Difference (I-) Difference®

xt xt Lower Bound | Upper Bound

1 2 24284 3774 2000 13589 349499
3 23.058" 3.662 A000 12661 33.456
4 23.416 4063 A000 11.882 34951

2 1 -24284" 3774 2000 -34 999 -13.569
3 -1.225 5.021 1.000 -15.480 13.029
4 - 867 2652 1.000 -8.396 6661

3 1 -23.058" 3.662 A00 -33.45%6 -12.661
2 1225 501 1.000 -13.029 15 420
4 358 4277 1.000 -11 783 12500

4 1 -23.416 4063 LEL] -34 951 -11.882
2 Be7 2652 1.000 -6.661 8.356
3 -.358 4277 1.000 -12 500 11.783

Based on estimated marginal means
*, The mean difference is significant at the .05 level.
a. Adjustment for multiple comparisons: Bonferroni.

The data displayed in the above table indicate that context 1 (TPM) was significantly
different from the rest of the contexts (p= 0.000). However, contexts 2 (CEM), 3 (L2 status) and
4 (FT/FA) were not significantly different from each other (p>0.05). The participants had the
highest level of accuracy in the TPM context (M=0.74) whereas their mean performance in CEM
and L2 status contexts was roughly 0.50 which indicates that their interlanguage status exhibited
variability and lack of consistency. However, as revealed in the means plot in Figure2 below, the
FT/FA account can be verified as the lower intermediate subjects performed significantly better
than their upper intermediate counterparts with a mean difference of 39.17.
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Figure 2. Means Plot for All the Contexts Across Proficiency Level

Conclusion

The results of the study proved that L3 group used their knowledge of L1 in L3 acquisition.
In other words, in case of similarities between L2 and L3 (i.e. L2 Status Factor hypothesis), the
upper intermediate proficiency group was found to perform higher than the lower intermediate
proficiency group. This implied that the significant better performance of the upper intermediate
proficiency group was correlated with their higher L2 proficiency level which caused them to take
their L2 as a source of transfer. On the other hand, in case that there were similarities between
the properties of L1 and L3 (i.e. Full access/ Full transfer), the lower intermediate proficiency
group outperformed the upper intermediate proficiency group, since it appeared that due to
their insufficient knowledge in L2 English, they took full advantage of their native language and
transferred the properties of L1 into L3.Although proficiency groups acted differently on contexts
of this study; however, the overall results of the two groups’ performance on French syllable
structure showed no significant difference between the performance of the two groups which in
turn reflected the fact that L2 proficiency had no effect on the acquisition of French syllable
structure.

Furthermore, the findings of this study did not prove the CEM hypothesis proposed by Flynn
et al., (2004). Since the participants did not use their knowledge of L1 and L2 cumulatively in
learning L3 French syllable structure. In addition, in this study the L2 status factor proposed by
Bardel & Falk (2011) was rejected.

On the whole, the results of this study confirmed "Typological Primacy Model" proposed
by Rothman and CabrelliAmaro (2010) and the "Full access/ Full Transfer hypothesis" proposed
by Hakansson et al. (2002).Moreover, this study rejected "L2 status Factor hypothesis" proposed
by Bardel & Falk (2007) and the CEM proposed by Flynn et al., (2004) and disconfirmed the effect
of L2 proficiency on learning L3 French syllable structure.
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Abstract

The present study records the level that employability and professional fulfillment in the
globalized post-modern social era should be considered in the formulation of educational aims.
The purposefulness of the gravity in the professional dimension of the given knowledge and in
the labor market priorities/needs for employment is justified. It is maintained that the strategic
keystones during the stage of preparation should be based first on the instillation of the cognitive
and technical skills which the profession demands and second on the formation of the
psychological and social traits of personality.

Keywords: Profession, Education, Aims, Skills, Society.

Introduction

The determination of education aims starts from the antiquity and continues until today to
capture the interest and to raise the concern first of the scientists in the fields of Pedagogy,
Sociology, Anthropology, Philosophy, Psychology, Economics, comparative and cultural studies,
second of the political officials and third of every concerned citizen.

Plato is the first intellectual who systematically delved into education, presenting an entire
educational system, which he founded and developed in his two longest works, the Republic and
the Laws. His educational philosophy is grounded in his vision of the ideal state, wherein the
individual is best served by being subordinated to a just society. Within this context, he asserts
that it is the formal education’s responsibility first to identify children’s skills and natural abilities
and second to significantly improve these skills and abilities, in order to prepare every person for
the suitable profession and generally for his/her duty in the society as a citizen (Resp, 327a-330c,
433a, 519e-520a, Menex, 238c, Criton, 51b-c).

The educational concepts of Plato’s student Aristotle are detailed mostly in the
Nicomachean Ethics and in the Politics, in which the philosopher introduces a unified educational
system, aiming to develop the natural skills of the individual, enhance his talents so as to
accomplish the education of a man as an individual and mainly as a good citizen (Pol. 1260b 15-
18, 1337a 21-30). The cultivation of the soul, the implementation of ethical behavior and the
pursuit of virtue will safeguard both the individual’s serenity and stability of the city. Only thus,
happiness as the ultimate educational goal can be achieved (Pol. 1310 a12-17, 1334b 24-26).
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At the same period of time, Isocrates analyses his educational thoughts mainly in Against
the Sophists and Antidosis. He maintains that education should focus on the development of
sound judgment and on the shaping of wisdom, in order to enable people to confront the
hardships of life effectively and to adopt opinions which contribute to the implementation of
excellent acts (Soph, 17, Nik. 41, Antid, 184, 271). The orator, considering that the only way to
secure peace and prosperity in Greece is the moral reform, appears as a devotee of the moral
purpose of education, through which the shaping of a virtuous, selfless and honest individual can
be achieved (Antid, 281).

Thenceforth, through the ages, investigating the role and purpose of education has become
a fairly attractive topic among the scientific community. In our era an agreement -in general
terms of course- has been reached concerning the aims and functions that the formal education
should undertake and implement. Among the almost endless, as White noted (1982: 2), list of
aims, we can include socialization, skills transmission, spiritual development, shaping of
personality, instilling moral values, facilitation of professional and social role selection and
undertaking.

However, an intense debate is developing regarding two aspects: first, priorities given and
second means selected or processes followed or policies implemented. As far as the first aspect
is concerned, many argue that educating children is as much a matter of shaping character as of
imparting knowledge- some believe in a balance between intellectual and practical achievements
or between the arts and the sciences- many consider individuality or personal autonomy as of
first importance, while some stress art and culture or moral character and others promote the
stimulation and guidance of self-development, the development of potentialities and the growth
of understanding- also, many argue that the main role of education is to take over responsibility
for the socialization or the citizenship process primarily carried out within the family- moreover,
several scholars speak of the needs of ensuring a literate and numerate workforce, emphasizing
on the purposefulness of the professional dimension of the given knowledge and on excellence
within specialisms.

This last dimension was acknowledged by prominent sociologists. Specifically, Durkheim
(1983) argued that in industrialized society education provides the opportunity to learn skills that
will place the individual in an advantageous position for the future- he concluded that one of the
ways to maintain the division of labor is that schools should sort students into skill groups,
encouraging them to take up employment in fields best suited to their abilities. Similar was, more
than half a century later, Parsons’ approach (1954), who stated that an important education
purpose was to inculcate certain technical skills and requirements and separate out potential
workers for different points of entry to the labour market. He argued that occupational decision
making occurs when people have achieved first an accurate understanding of their individual
traits, second knowledge of jobs and the labour market rational and third an objective judgement
about the relationship between their individual traits and the labour market. Generally, since the
1960s a gradually growing understanding among scholars concerning the fundamental role of
education to the reinforcement of employability has been observed. In such a theoretical
direction, Eliot (1965: 69) advocated that education aims mainly to prepare a child to make a
living (for a vocation), to equip him/her to be a good citizen, to develop his/her powers and so
enable him/her to enjoy a good life. Three decades later, Taylor (1997: 15) noted that high quality
secondary provision is an essential basis for the vocational and specialized education and training
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necessary for the competitive success of individual countries within world economies. More
recently, Winch (2002) recognized the development of a particular conception of education,
which involves a significant vocational aspect, with two aims: individual fulfillment through
employment and social well-being through economic prosperity.

The gradually growing body of literature arguing for the pivotal role of secondary education
to to the reinforcement of employability made Zinser (2003) conclude that there is general
consensus that career skills should be taught in high schools. On the contrary, Cohen (2006)
recognized a lack of consensus on the desired content and aims of basic and secondary education,
as many schools do not sufficiently emphasize such skills. This estimation seems to reflect more
the reality, while the scientific community has not unanimously concluded yet to the education
level that the instillation of employability skills should be implemented. Even though it is
becoming increasingly important for graduates to be able to apply the knowledge and skills
learned in education institutions to the workforce (Crebert et al. 2004a), surveys consistently
show that, because many high school graduates do not meet employers’ standards in a variety
of academic areas as well as in employability skills, they are not prepared to enter the workforce
(Brown, Hesketh and W.illiams, 2003; Crebert et al. 2004b; National Association of
Manufacturers, 2005; Peddle, 2000; Peter, Hart Research Associates, 2005). Thus, Harpe’s et al.
(2000) conclusion that the existing undergraduate programs are not producing graduates with
the skills required in order to be successful in their careers is valid.

Educational Aims in the Post-Modern World for Professional Fulfillment

Education, considered as the keystone for a country’s progress and development, cannot
be excluded from the current trends and not stay in line with the varied demands and high
expectations of modern society. In the postmodern globalized world and the “information
society” (Bell, 1973) educational systems cannot remain unchanged- education policy should be
established under the careful consideration of the existing social reality. The more decisive
implications of globalization for education lie, according to Morrow and Torres (2000: 35), in
three areas. First, the changing role of the state in the global, informational economy in response
to the failures of the previous welfare-state. Second, neoliberal pressures to develop educational
policies that attempt to restructure postsecondary educational systems along with
entrepreneurial lines, in order to provide flexible educational responses to the new modes of
industrial production. Third, a related call for the reorganization of primary and secondary
education and teacher education along lines that correspond to the skills and competencies
ostensibly required by workers in a globalizing world. Indeed, the expectations specifically about
the role of workers in society naturally and inevitably make more necessary first the linking of
national education policies and plans to employment under a neoliberal framework and second
the adaptation of educational objectives to market demands for new skills and types of work
which will be applied to the globalized work environment. It is necessary, therefore, that the
objectives of the typical formal education should become more flexible and adjustable to new
data, by equipping learners with the skills to manage globalization demands and to survive in the
competitive labor market. Especially as far as the second part is concerned, which of course stems
largely from the first, it is necessary to promote the employability of each trainee as a main task
in education through the transmission of the skills required in the workplace (Shavit and Muller,
1998).
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The division of labor and specialization of roles and duties is an important characteristic of
developed societies. A malfunctioning educational system would be one in which individuals are
not assigned the most appropriate role, and will hence lead to inefficiency. This implies the need
to prepare young people for different roles and to assimilate different kinds/types/dimensions
of knowledge and skills which are required by the specific roles they will undertake. This
preparation procedure is directly related to the function of skills transmission, which is one of
the main purposes of education, and includes the acquisition of specific knowledge and skills
which result (in the context of social division of labor) in specific occupations leading to two
outcomes. First, this function of skills transmission enhances the national economy and creates
better conditions of life, as in the globalized economy the creation of educated manpower/work
force reinforces the competitive advantage of states (Brown et al. 1997: 8). Generally speaking,
the economic aims of education (even from its early level) are as legitimate as any other aims,
and by no means should be downgraded. Second, the level of usefulness of the transmitted skills
determines the degree of achievement of the individual’s professional and social aspirations, as
the rapidly changing conditions in the workplace demand the update of knowledge. Only under
this condition can the individual increase the odds of improving his/her professional and social
status in accordance with his/her career requirements and expectations.

Employment in the post-industrial society is characterized by the growth of the tertiary
sector of services comparing with the secondary industrial production sector, first as far as the
number of employees and the percentage of GDP are concerned and second as far as the general
restructuring of jobs is concerned:- this restructuring along with the scientific and technological
development contributed to the liberation of man from the direct production process and to the
subsequent undertaking by him the role of supervisor, designer and developer of the overall
production process. The result of this stage of social evolution in macro-social level is the radical
change in the economic, professional, political and cultural structures of society and also the
shaping of a new reality, which, as noted by Kelpanides and Vrinioti (2004: 71-72), has lead to
two necessities. First, to the acceleration of the preparation of human resources to undertake
scientific and technological roles. Second, to the preparation of the non undertaking scientific
roles society members for the assimilation of new knowledge and technologies, in order become
active users of the potential opportunities offered by their society. A necessary condition,
however, for the use and exploitation of these opportunities is at least a basic level of literacy,
which of course nowadays is far higher than ever before.

As far as the first necessity is concerned, namely the adequate preparation of young people
for the undertaking of scientific and technological professional roles, the orientation of
education, according to Castells (1996: 204, 229), should not stem from the needs of the post-
industrial economy, but from the needs of the dissemination of information (informationalism).
This reality has lead to the gradual decline of the traditional manufacturing employment and to
the significant increase of work that require specialized academic knowledge. In this
development and through the internationalization of markets and the reduction of national
borders, it is observed that a remarkable salary difference (mainly in multinational companies
with a large workforce) between well-trained skilled workers and unskilled exists in countries
with standardized, stratified and professionally orientated education system (Zakhilwal, 2000).
Moreover, three things can be observed: first, the factor “qualifications” reduces the risk of being
unemployed and increases, in a situation of unemployment, the chances of a quick finding o new
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job (Gangle, 2003). Second, there is a closer connection between the level of education and the
quality of the first job- third, the level of labor mobility is usually lower in scientifically trained
employees (Pollmann-Schult and Mayer, 2004).

Of course, in today's globalized labor reality, the changing of working environment is not
an uncommon phenomenon even for a scientifically qualified individual. Therefore, education
should promptly prepare young people for the possibility of following flexible career paths during
their working lives (International Labour Organization, 2000). As eloquently noted by Bauman
(1998: 147-148), “the flexibility of work seeking means freedom to move where the most fertile
meadows are and abandonment of the litter and waste scattered in the land of the previous
working settlement, in order to be cleansed by the indigenous.”. Thus, in response to the rapidly
growing labor requirements and opportunities, the adaptability and flexibility and the capacity
of efficiency and creativity in different working environments are considered as a means for the
prevention of unemployment, especially in highly competitive societies (Burbules, 2000: 22).

At the same time, as the economic development of post-industrial societies and the
consequent reinforcement of employability in these societies relies on the use of technology
(mostly computer science) and physical and mathematical sciences, emphasis should be given in
preparing young people to act in that type of society. Such preparation presupposes the
acquisition at list of the basic and general knowledge of these sciences, the access to and use of
computer and the development of e-business. Moreover, as the world of work undergo
significant changes so quickly and is becoming so demanding, competitive and complex, only the
continuous monitoring and learning of the changes, the updating of knowledge and generally the
updating of people’s cognitive readiness for the changing conditions in their professional field
can lead to the improvement of the occupational and social status in accordance with the
requirements of their career (Delors, 1996; Scottish Office, 1998: 4; Wilms, 1996). Of course, the
objective of the school (integrated into the world of information and technology and into the
knowledge society) is not only the learning of the adequate management of knowledge and
technology, but also their critical, analytical and synthetic utilization, that will deliver new ideas,
innovative actions and will lead to increased productivity and enhancing employability (Baumol,
2002).

The creative participation of the individual in the occupational group and its efficiency is
not only a result of the acquisition of specialized skills (i.e. cognitive and technical skills necessary
for the exercise of a profession) but also of the shaping of personality characteristics (namely the
acquisition of broader social skills and competences). Thus, education should not aim only to
instill profound scientific knowledge, but also to include elements that shape and develop
behavioral characteristics, values and principles, to create social incentives in order to facilitate
the young person’s preparation for a smooth and creative integration into social relations
especially in the working environment. Referring to this, Bowles and Gintis (1976: 131) assert
that the structure of social relations in education not only inures the student to the discipline of
the workplace, but also develops types of personal demeanour, modes of self-presentation, self-
image, and social-class identification which are crucial elements of job adequacy.

According to Robinson (2000) employability skills are generally divided into three skill sets:
(a) basic academic skills, (b) higher-order thinking skills and (c) personal qualities. In the first skill
set, reading, writing, math, oral communication and listening abilities are included- in the second
skill set, learning, reasoning, thinking creatively, decision making and problem solving capacities
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are considered- the third skill set includes responsibility, self-confidence, self-control, honesty,
integrity, flexibility, adaptability, team spirit, self-motivation, and good work attitude, namely the
personal qualities required for the function of each working group -every member of which must
be associated positively to the production of the collective result- and evaluated as necessary for
the professional development and the completion of the individual. Particularly, the ability to
implement a successful collaboration, to communicate effectively, to work on a team, to possess
interpersonal efficiency and generally to work cooperatively with people of different
personalities, race, sex, across different authority levels and organizational divisions are the skills
most desired by employers (Billing, 2003). Suarez-Orozco (Cohen, 2006: 252) adds, thereon, that
three are the prerequisites which will safeguard the accomplishment of a successful career in the
21st century: First, the capacity to work with others on complex problems that often cut across
disciplinary boundaries; second, new forms of transcultural understanding; and third the
development of hybrid identities indexed by the ability to navigate across discontinuous or
incommensurable linguistic and epistemic systems.

Furthermore, considering that the overall result, production or performance in a business,
firm, corporation, enterprise or department is considered as the sum of the contributions of its
members, it is important that each of them should embrace common goals and comply with the
rules, norms and codes of conduct at the specific given workplace whether it is personally
pleasing or not. Generally, the acceptance of the prevailing rules of a group has, according to
Kelpanides (2002: 233-234), a formal and an informal side. The former include the consistency
with the obligations undertaken by the team member and the avoidance of selfish behaviors. The
latter concerns the climate shaped by the positive attitudes of sympathy and acceptance of other
members and by the reduction of tensions occasionally generated. The level of utilization/
application/ implementation of professional qualifications, skills and knowledge depends on the
ability of individual’s integration, contribution and operation in a group. In this context,
therefore, a key concern of education is the development of the capacity of collaboration and
team spirit as attitudes necessary for the proper functioning and coherence of a workgroup
(Dunne and Rawlins, 2000; Popkewitz, 2000: 171) and moreover the acceptance of the social
presuppositions of communication and cooperation with other people as a result of the
internalization of the dominating values and normative principles of society.

Conclusions

Based on the previous arguments and assumptions, it is essential that formal
institutionalized educational process should emphasize the vocational dimension of the provided
knowledge and the requirements of labor market for employment. Preparation phase should
begin in the elementary schools with a realistic picture of the world of work and should also have
dual orientation. The first orientation should be the transmission of cognitive and technical skills
necessary for the practice of a profession- the second should be the shaping of personality
characteristics, namely the wider social skills and competences for social inclusion and in
particular for vocational integration. The first priority axis involves the concern about the
person’s knowledge acquiring and assimilation that will enable him/her to undertake scientific
and technological professional roles, knowledge needed in the labour market. The second axis
includes behavioral traits, personality characteristics, attitudes and values, namely the
psychosocial skills necessary to utilize his/her academic qualifications.
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This theoretical standpoint in favor of the emphasis that education should place to facilitate
young people's employability must not be considered as contradictory to education’s
humanitarian dimension, virtues cultivating and personality development. Of course, the
concern that pervades part of the scientific community is understandable, when it is realized that
knowledge, technological competence and intellectual creativity in general are promoted as
commodities-merchandise (external to the goods of knowledge and of rational and critical
thinking) and are propounded to serve the purpose of increasing productivity and business
profitability (Abbot, 2008; Bagnal, 2000; Fitzimons, 2000; Heath, 2000; Karavakou, 2011). Indeed,
such a concern is founded, since it is valid to a great extent. However, technical and scientific
training emphasizing professional fulfillment, as it had already been noted by Freire in the early
70ies (1972: 157), it is not necessarily contradictory to humanistic education provided that
science and technology are at the service of permanent liberation, of humanization. Besides, if
the educational process obtains pragmatic and realistic content so as to be closely related with
the contemporary conditions and needs of the globalized society and with work activity, does
not necessarily imply instrumental- mechanistic treatment of human personality and its
potential. This is true, because syllabuses and curricula in this context do not only lead to the
acquisition of encyclopedic knowledge or even to the strict specialization of the individual in a
particular/concrete field of knowledge. On the contrary, as was stated by Hirst (1974: 47), they
are constructed so as to introduce pupils into the interrelated aspects of each of the basic forms
of knowledge, to cover at least to some extent the range of knowledge as a whole, to instill wider
social skills, in order to facilitate the creative participation in a professional team. Thereby, the
creation of the educated individual can be accomplished, an individual whose identity contains
the specific knowledge and skills concerning his/her surviving needs and occupational activity,
and also the perceptions on issues and phenomena of broader interest. Only with such
equipment can the communication with current reality and the understanding of the world be
facilitated and finally achieved. Only with such equipment can the successful transition to
employment and the effective career management thereafter be accomplished.
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Abstract

This paper outlines the rational for and the purpose of designing and implementing a project with
the basic purpose to make dyslexic EFL learners develop their language skills through their
participation and involvement in interactive psychomotor and creative writing activities. The
project, which is a part of a longitudinal project, was implemented in 10 students with diagnosed
dyslexia of a Greek primary school. The basic characteristics of the project were the cooperation,
communication, verbal interaction, creativity and creative writing and active participation. When
the school class was chosen as a teaching place, students participated in classroom activities
included creative writing activities, memory and word games, drawings, constructions, role-play
games, pantomime as well as songs. When the gym was taken the place of instruction, children
participated in creative physical activities, relay races, chases and hopscotch, with the aim in all
cases being the improvement of their oral and writing communicative skills. In order to examine
the effectiveness and feasibility of the project, an evaluation study was conducted by using: a) a
pre- and post- language test administered individually to the children; b) journals kept by the
teachers once a week; c) structured interviews conducted with the children, at the end of the
project. It was evident that overall psychomotor and creative writing activities had a positive
effect on developing dyslexic learners’ oral and writing skills, as well as on motivating them to
participate in everyday.

Introduction

It is an irrefutable truth lately that the issue of learning difficulties and dyslexia in particular, is
the focus of major discussion. This fact may be explained by the progress made in the field of
pedagogy and psychology and of course they are included within a broader social context.

The concept of dyslexia loomed through the relationship between the individual's reading ability
and brain injuries. To be more specific, studies have shown that the reading ability of man or its
acquisition adversely are affected by brain injury (Koltsidas, 1993). By 1917, the work of research
scientists focused only on the identification and description of dyslexia. Nevertheless, later
systematic studies and investigations were carried out, which led to several conclusions and
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definitions. It is true that all modern definitions emphasize the neurological basis of dyslexia. The
neurological basis was assumed from the time of Orton (1925, 1937,1966) and of course later
presented evidence on neurophysiologic and neuropsychological investigations. During the last
20 years after modern brain imaging techniques there were remarkable findings that ensure
consideration of neurological base. In 1997 the British Dyslexia Society, which is the most
powerful organization in Britain for helping dyslexic children gave a definition of dyslexia which
has prevailed in the wider, academic and scientific community.

"Dyslexia is a complex neurological condition which has constitutive origin. Symptoms can affect
many areas of learning and activity, and can be described as a specific difficulty in reading,
spelling and written language. One or more of these areas may be affected. The manipulation of
numbers and music notation, the motor functions and organizational skills can still be involved.
However, it particularly relates to the control of the writing, although speaking is influenced to
some extent (Anastasiou, 1998).

Types of Dyslexia

Dyslexia, as a problem of processing the written word, is divided into two major categories,
aacquired and special / developmental dyslexia. Regarding Acquired dyslexia (acquired dyslexia),
it refers to people who even though had conquered the mechanism of reading, writing and
spelling, acquired difficulty or inability in processing the written word, because brain lesions
(Anastasiou, 1998). In this category we can distinguish individual sub - branches of acquired
dyslexia as deep dyslexia (deep dyslexia) in which the student carries visual and semantic errors,
surface dyslexia (surface dyslexia) where students find it difficult to read words with quirky
spelling and phonemics, make mistakes and broadcasting (Karapetsas, 1991). Also, as a
subcategory of acquired dyslexia exists phonological dyslexia (phonological dyslexia), where
people read familiar words and there are several difficulties in reading unfamiliar words and can
not read at all pseudo words. In Direct dyslexia (direct dyslexia), where students can read aloud,
however, difficulties are noticed in understanding the meaning of those words (Critchley, 1970).
Finally, in the Verbal type the word form or letter — by letter dyslexia (word form or letter-by
letter dyslexia), they can not recognize words as a whole or read into syllables. Furthermore they
recognize individual letters and can read the word letter - by letter, one at a time.

The second major category is Special dyslexia or developmental dyslexia (specific or
developmental dyslexia): Johnson and Myklebust (1962, 1967) argue that deficits in this case may
be in their nature acoustic and or visual. Thus they distinguish two types of dyslexia: the visual
and the aural (Stasinos, 2003). In visual dyslexia, people have difficulty in understanding and
reproducing visual sequences and also can not distinguish complex designs and illustrations.
Additionally, the confused understanding of written symbols dominates and the general kinetic
clumsiness is especially obvious. Many children have difficulty distinguishing between words or
letters that have a visual similarity and are shown at the trend of the first contact with the word.
During acoustic dyslexia which is perhaps the most difficult form, the student is characterized by
deficient ability towards mental representations of the individual sounds of spoken language. He
also faces major challenges in the synthesis of sounds, naming people and property and
maintaining sound sequence. So, students have difficulty in remembering relevant information,
while respecting their proper order and sequence. Sometimes what happens is that he replaces
words with other ones that resemble the visual contours (Boder, 1971; Kostaridis, 1998). Typical
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difficulties of students with auditory dyslexia relate to the analysis of words into syllables,
syllables in the composition of words with text and audio discrimination and detailed audio
reproduction sets (Porpodas, 1997). Clearly the weakest performance in writing and spelling than
reading is evident in students with auditory dyslexia.

Dyslexia and Foreign Language

One of the long and integrally important pieces of educational programs in Europe is learning the
language while the current data show the dominance of a model in which students learn at least
two languages from an early age (Grivas, Semoglou, 2012). Languages are becoming increasingly
important as an assistant in education and work and language skills improve cognitive flexibility
and academic performance (The MCEETYA National Statement). More specifically, the student
improves mentally, educationally and a culturally since contact with the language engages him in
making comparisons and contrasting elements of one with the other. This results in making him
a more active member of the educational community while enriching the knowledge about the
culture of the country whose language he is learning. The current requirements and the last
sentence of the last model did not leave indifferent students with dyslexia. Generally speaking,
students with dyslexia have great difficulties in learning a foreign language, and especially when
that language is English because of the special characteristics.

It is an undeniable fact that students with dyslexia exhibit great difficulties in reading and writing
grammatically correct, because of the weakness of the conquest of the alphabetic principle of
reading (alphabetic principle), ie the ability to use the matching graph-phoneme to decipher the
words (Snowling, 2000).

Cross- linguistic studies in the field of dyslexia have shown that (cross linguistic studies) the ways
of expression of the difficulties caused by dyslexia and the way those are expressed are affected
by the characteristics of spoken language, whether it is the native or a foreign language, the
characteristics of the spelling system and teaching methods. Therefore, the Greek dyslexic
students who are taught English as a foreign language, are called to practice a new language
system, which differs to a great extent and importance than their native language, because the
English language is distinguished by a complexity at a phonological and morphological level.
Both the Greek and English language belong to the so-called alphabetic languages in which
graphic symbols represent phonemes, ie audio units. The level of transparency of a language, ie
the degree of reliability with which a letter ' maps ' a sound, distinguishes languages to shallow
or transparent ' and ' opaque or deep ' and determines how easy or difficult it is for users to learn
read. In transparent spellings, like in the Greek language, the correspondence between a graph
and a phoneme is reliable and students are able to use this information to pronounce unfamiliar
words (Goode, 2010).

In opaque or deep spellings, such as in English, there are many mappings between letters and
sounds and the phoneme correspondence rules - graph is much less reliable. The degree of
consistency of mappings graph - phoneme can also vary depending on the position of the graph
within the word (Frith, 1997). In spellings of high degree of consistency, a graph is always
pronounced the same, regardless of its position in the word. Transparent spelling systems are
clearly much more consistent than the opaque ones, thus making access to unknown words quite
smooth. With these data, Greek students with dyslexia who are taught English as a foreign
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language are faced with a multitude of " unreliable" rules of pronunciation, as the spoken
phonemes in various ways through words.

Teaching Methodology in EFL
The needs of dyslexic students fill or tries to cover the experimental intervention of this work
with the help of creative writing and the method of TPR Plus (Total Physical Response Plus).

Creative Writing

The term "creative writing" could be defined as the power to create an imaginative, original
literary production or composition and can be applied to a very wide range of types of writing
(Ramet, 2007). While, according to Morley (2007) the process of the invention or the best
presentation of the ideas in an attractive way. The author thinks critically and reshapes
something familiar to something that is different and original. Every piece of writing has a
purpose and is aimed at an audience. As for the organization there is cohesion, clear beginning,
middle and end. Special attention is paid to the choice of vocabulary, the figurative use of
language and style.

There are some keys that help creative writing made more understandable. The first key is the
beginning. Creative writing takes its first breath, when the author wonders what could create a
certain feeling, an image, experience or memory. The second is the form. Any form that uses the
imagination of the author is suitable for the creative development of some fantasy elements(
loannidou, 2012). Some of the most common types of creative writing is poetry, essays, character
sketches, short novels, jokes, songs, parodies, memories, historical fiction, etc. Another key is the
audience. A specific audience can not be known at the beginning, and every situation is different.
However, if the final piece has a universal significance, history will speak to a wide range of
readers and can be of varying importance for different people. Finally, the key to creative writing
is the style of the author. For one to succeed in unique writing style focused control is required
(Earnshow, 2007).

However, while creative writing is not a panacea, some authors find its implementation
therapeutic. Some teachers of writing believe that writing is a powerful aid to various types of
therapy, treatment of depression to social rehabilitation. More precisely, writing can contribute
to self - development and self-awareness (Morley, 2007)

TPR Plus

The most popular approach to the language development of children with the involvement of
motion is the Total Physical Response, which was firstly designed and implemented by James
Asher (1966, 1969). At the initial stage of this process the teacher gives some instructions to
students (eg, ' get up ', 'Go to the door) and students are asked to carry out actively, while at a
later stage, the teacher proceeds to more complex instructions. The method that was proposed
by Asher and later was connected with the hypothesis of Krashen (1985), who suggested that the
acquisition of a second / foreign language is a necessary period of ' silence ' for students to
understand the language before they mentally use it. This reduces anxiety and fear of students
as to the correctness of language use and they talk only when they feel ready to talk, something
that happens during the learning of the mother tongue (Wolfe & Jones, 1982).
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The approach of Tomlinson (1998), TPR-Plus (Total Physical Response-plus) is considered as an
extension of the TPR. The TPR Plus, as can be derived from the name of English literature, includes
the Total Physical Response method of Asher, but which is enriched and enhanced (plus). The
TPR Plus as well is a sensory and motor Forming approach, but in a more complex framework.
This approach involves the oral instructions of the teacher to the students not only to produce a
series of these operations, but goes one step further by inviting students to combine these
operations physically and linguistically. As the learning process proceeds the program is enriched
with new events and information. Students can engage in physical games, play role playing
games, to dramatize a story, etc (Davis & Rinvolucri, 1995; Tomlinson & Masuhara, 2009). Of
course, all this along with directives of the teacher himself, who supervises, coordinates and
directs the students of the program.

The Proposed Project

Rationale and Objectives of the Project

According to current bibliography, the impact of physical games in the integration of students
with dyslexia is crucial (Chiappetta, 2012). Also, the TPR plus creative writing and acting in
accordance with the bibliography on effective learning of foreign language encompasses a
number of advantages, which are not related only to the language development of students in a
foreign language, and are beneficial to the development of social, cognitive and post cognitive
skills by students.

However, the limited research on the effect of kinetic interdisciplinary and creative activities in
the development of dyslexic students in a second / foreign language resulted in conducting this
research. More specifically, the present study attempted to investigate the efficacy and potential
advantages of implementing a program of teaching English as a foreign language through motor
games on primary school students diagnosed with dyslexia.

In addition, posed are the following research questions:

a) Does the implementation of a program of creative writing and TPR contribute to the
development of speech of dyslexic students in a foreign language?

b) Does the implementation of a program of creative writing and TPR help create incentives for
student learning through recreational and constructive learning processes?

c) Will the implementation of a program of creative writing and TPR for learning English as a
foreign language enhance the social interaction of students with dyslexia?

d) Will the implementation of a program of creative writing and TPR for learning English as a
foreign language develop cognitive and post cognitive skills of students with dyslexia?

Implementation Procedures

The experimental intervention was applied to students of a Greek public elementary school,
aiming at the development of dyslexic students in English as a foreign language and to obtain a
plurality of individual objectives, through the kinetic interdisciplinary and creative activities.
More specifically, students were 12 years and dealt with foregone issues from the course
Environmental Studies.

The pleasant learning environment, the effortless learning and fun and entertainment during the
intervention were the main objectives of the training. Particular emphasis was given to the
interests of students, in particular talents and inclinations and learning styles so as to achieve the
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best possible results. Finally, particular emphasis was placed on the development of cooperation
and to provide multiple opportunities for learning through a variety of motor activities of free
expression, creativity and general activities.

As mentioned earlier the intervention conducted was performed weekly in two hours of
instruction with modules based on the course "Environmental Studies " to achieve the
interdisciplinary aspect of the intervention with all those positive factors that interdisciplinary
aspects involve.

In the first period, the teacher conducted the teaching in the classroom with games suitable for
carrying out in the context of a classroom. In the pre - stage, the students were viewing through
power point words of the corresponding section visually through the image of the word and
through the written form of the word. For example, in the section of the district, for the word
bank the image of a bank was shown and underneath appeared the word bank, to achieve
phonological awareness.

With the completion of this process, what followed were either creative writing games aimed at
consolidating the vocabulary or played songs and which students either sang or viewed videos
with very short stories made by both the teacher and either ready ones. Finally, the post - stage
was the consolidation of new knowledge in a playful type of consolidation motor activities and
creative writing.

In the second period, teaching took place in the gym, which each time was decorated according
to the theme of each day. The teacher applied again a program of hourly teaching based,
however, on physical interdisciplinary and creative games that aimed at effective and further
consolidation of new words from their students. Regarding motor activities, these included
games like hopscotch, chase, pantomime, wreaths, dance. Particular attention in the design of
the programs for the gym was given by the teacher, so that the activities which would engage
the students to give impetus to the development of speech and thus avoid activities that were
based on too high speed, since students would give emphasis on speed rather than the
development of discourse.

Also, as in every educational, scientific and research intervention as a control group consisting of
10 children of the same age with diagnosed dyslexia was used. The difference was that the
control group was taught English as a foreign language through the traditional method. Teaching
language! The hours and frequency of courses as well as thematic engagement remained the
same.

Special Objectives of the Project

In particular, there were linguistic, cognitive and social - emotional goals, which are:

Linguistic objectives

The dyslexic students / surrogate partners to develop and cultivate skills of spoken and written
English as a foreign language, using language as a medium of communication in authentic
situations.

Cognitive Objectives
The dyslexic students
a) to learn about the " School", the " Quarter ", the " Days", the "Ages ", the " Weather ", "animals

nn

", the " Fruits and Vegetables ", the " Transport ", "the Land of our country ", the " Tradition ",
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the" Sports " as a means of using the English language, following an interdisciplinary approach to
the issues to be investigated.

Emotional - Social Objectives

Students with dyslexia:

a) to use their imagination to achieve their goals.

b) learn through active play, imitation and songs.

c¢) To develop curiosity and diversity.

d) be familiar with the group and form of collaborative teaching and learning, fostering
interaction and relations among students.

e) to raise awareness on issues of particular thematic interest on topics like 'Animals ', the animals
and extinction, "Water" with emphasis on protecting the environment, " Tradition ", the " Fruits
and Vegetables " and relate then to their everyday life.

Participants

This experimental intervention involved a sample of 10 students diagnosed with dyslexia.
Students enrolled in various primary schools in the prefecture of Larissa and gathered in the
municipal gymnasium and classroom of the Association of Omorfochori. It is worth noting that
all the children were native Greek language speakers.

The teaching intervention was implemented during the months of June 2013 - October 2013.
During these months, the students were taught English as a foreign language with a program
based on kinetic interdisciplinary and creative games and activities of creative writing.

Evaluation of the Effectiveness and Feasibility of the Project

In order to evaluate the effect of educational intervention for students with dyslexia and to
determine whether the objectives chosen a priori, three methodological tools were used, an
initial test (pre-test) before implementation of the intervention ,a record log by the teacher
throughout the duration of the intervention, a final test (post - test) after completion of the
intervention, while during and at the end of the intervention alternative specific questionnaires
for students were employed.

An initial test was distributed to all students in the experimental group and control group before
implementing the intervention. The test focused on identifying speaking and writing skills in a
foreign language. The final test was distributed to the same students after completion of the
experimental intervention. It should be noted and emphasized that the two tools referred to the
same skills and that the results were to be collected, to give possible best information on the
effectiveness of the intervention (Stocking, 1999). Initially, the teacher showed students a poster
showing a district, to which a special effort was made to have the words of all the thematic
intervention. The teacher encourages the individual student to identify any words he knows by
observing the poster bibliography illustrated and then the student writes the words on a special
form which is given by the evaluator. Additionally, the teacher reads some suggestions in the
foreign language and invites the student to find and tell the correct answer. Then the student
reads an unfinished sentence and is asked freely and creatively to complete the sentence using
the foreign language. Finally, the teacher gives some oral instructions to the student in the
foreign language and the student is asked to perform the corresponding kinetic activities.
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As a research data collection tool that was chosen by the teacher - researcher was a diary which
is a very effective tool to assess experimental and educational interventions organized by
teachers (Altrichter et al, 1993). The recording of the diary was at the end of each instruction,
while the structure was based on " questions to guide reflection journal entries " of Richards &
Lockhart (Richards & Lockhart, 1994: 16 -17). It is worth noting that the questions of the diary
were based on three areas a) questions related to teaching b) questions related to students and
c) a general assessment of teaching.

The last research tool used in this experimental intervention was the interview with the students.
The teacher designed and used some basic but important questions for the students. The
guestions aimed at the evaluation of the program by the students themselves and primarily
referred to the extent at which they enjoyed the project, on the knowledge they gained in motor
activities involving as well as creative writing activities. The questions which were included in all
the interviews conducted were 5 and they were open questions.

Results of the Project
Dealing with the results, there was used the full statistic packet SPSS for Windows.

Profile of the Participants

In this particular educational project, the sample consisted of 10 students of a primary school of
Larissa as an experimental group and other 10 students of primary school as a control group. In
the table 1.1 and 1.2, there is the distribution of students by sex and for each group. In fact, the
experimental group consisted of 6 girls and 4 boys.

Table 1.1 Distribution of students by sex (Experimental group)

Sex | N Percentage
Male 4 40%
Female 6 60%
Summary 10 100%

Participants of the Experimental Group

10
10
8
6 OBoys
4 BGirls
2 oSummary
o -

Students
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Frame 1.2 Distribution of students by gene (control group)

Gene N Percentage
Male 4 40%
Female 6 60%
Summary 10 100%

Participants of the Control Group

16
10
8
6 oBoys
4 BGirls
2 oSummary
0 <7

Students

Word Reference

During the initial activity, the teacher showed the students a poster depicting a neighborhood
with all the places that is characterize with and students were asked to mention as many words
as they know based on what they observe in the picture and then to record them in the specific
forms that were given by the assessor. The following tables present the sets of words for each
student, the average for all the class and the average words by gene.

Table 4.2.1 Summary of the words referred by each student (experimental group)

Students Number of words Number of words
pre-test Post test

Student 1 31 46
Student 2 22 48
Student 3 24 44
Student 4 30 39
Student 5 21 52
Student 6 20 47
Student 7 15 43
Student 8 21 48
Student 9 12 45
Student 10 25 44
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Table 4.2.3 Summary of the words referred by each student (control group)

Students Number of words Number of words
Pre-test Post test

Student 1 30 26
Student 2 21 32
Student 3 24 29
Student 4 25 34
Student 5 22 35
Student 6 14 29
Student 7 12 28
Student 8 15 33
Student 9 13 28
Student 10 17 49

Based on the data of the above tables, there are the results shown in following tables and the
chart on the average reference words from the students in the experimental group as well as the
control group. Also, there are presented the following short specific tables of data analysis and
results of the experimental group and the control group by gene.

Table 4.2.3 Mean of words of the experimental group

Mean scores Std. Dev.
Words 45,6 3,32
Table 4.2.4 Mean of words of the control group
Mean scores Std. Dev
Words 32,3 6.22
50 +45:6
45 I
40 -
s |1 {23
30 BExperimental Group
25 @Control Group
20
15
10
5 4 1
0 ‘
Average of
Words
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Table 4.2.5 Mean and the Std. Deviation of words by gene
Experimental group

Gene Mean Std. Dev
Female 16 3,95
Male 45 1,87

Average of Words (Experimental Group)

Average ]
oGirls

46

445 45 455 46 46.5

Table 4.2.6 Mean and Std. Deviation of words by gene
Control Group

Gene Mean Std. Deviation
Female 30,83 313
Male 34,5 8,61

Average of Words (Control Group)

34.5 BBoys

Average

OGirls

28 29 30 31 32 33 34 35

Word Spot

Second activity of the test was the spot of the words from the students. The teacher read the
students a sentence in the foreign language and the students were asked to indicate the point
phase in which reference is made. The following tables show the mean and standard deviation
of students overall.

(1 = he/she immediately found the answer

2 = he/she found the answer with a little thought

3 = he/she found the answer with the help of the teacher
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4 = he/she did not find the answer)

4.3.1 Table of Experimental group

Word Spot
Students Pre-test Post-test
Student 1 3 1
Student 2 4 2
Student 3 3 2
Student 4 4 1
Student 5 2 2
Student 6 3 1
Student 7 3 1
Student 8 3 2
Student 9 3 1
Student 10 2 1

Based on the above data, the results obtained, are shown in the following table on the average
word spotting of the students in the experimental group.

Table 4.3.2 . Mean and Std. Deviation
Experimental Group

Mean and Std. Deviation Pre- & Post- Test

Mean Std. Deviation Mean Std. Deviation
(Pre-test) (Pre test) (Post-test) (Post-test)
3 0,67 1,4 0,516397779

Table 4.3.3 Control Group

Control Group
Students Pre-test Post-test
Student 1 3 2
Student 2 3 2
Student 3 4 3
Student 4 3 3
Student 5 2 3
Student 6 4 3
Student 7 3 2
Student 8 4 4
Student 9 3 3
Student 10 2 2
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Based on the above data, the results obtained, are shown in the following table on the average
word spotting of the students in the control group.

Table 4.3.4 Mean and Std. Deviation

Control Group

Mean and Std. Deviation Pre- & Post- Test
Mean Mean Mean Mean
(Pre-test) (Pre-test) (Pre-test) (Pre-test)
3,1 0,73 2,7 0,67
Table 4.3.5 Comparative Analysis pre-tests
Experimental Group Ouada EAéyxou
Mean Std. Deviation Mean Std. Deviation
(Pre-test) (Pre test) (Pre-test) (Pre test)
3 0,66 3,1 0,73
3,5 3 3,1 )
3 B Experimental Group
Mean (Pre-test)
2,5 B Experimental Group Std.
2 Deviation (Pre test)
15 O Ouada EAéyxou Mean
1 6-66 0.73 (Pre-test)
05 || |@Opada EAéyxou Std.
' . Deviation (Pre test)
0
(Pre-test) | (Pre test) | (Pre-test) | (Pre test)
Mean Std. Mean Std.
Deviation Deviation
Experimental Group Ouada EAéyyxou

Finally, we present a comparative analysis of averages of words spots of the experimental group
and the control group from pre-test to post-test.

Experimental Group

Table 4.3.6 Comparative Analysis post-tests
Control Group

Mean Std. Deviation Mean Std. Deviation
(Pre-test) (Pre test) (Post-test) (Post-test)
1,4 0,51 2,7 0,67
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2,5

15

0,5

B Experimental Group Mean

(Pre-test)

B Experimental Group Std.
Deviation (Pre test)

@ Control Group Mean

(Post-test)

@ Control Group Std.
Deviation (Post-test)

2,7
1,4
051 0,67
(Pre-test) | (Pre test) [ (Post-test) [ (Post-test)
Mean Std. Mean Std.
Deviation Deviation

Experimental Group

Control Group

Creative Writing
The third activity was the completion of a sentence in the foreign language (English) by students.
The teacher showed a sentence to students in the foreign language and they had to write a
possible continuation. The following tables show the average and standard deviation of all
students in each group.
(1 = correct completion 2= correct completion with minimal errors 3 = correct completion with a
sufficient number of errors 4 = incorrect completion (due to the meaning, many errors etc.).

Table 4.4.1 Mean and Std. Deviation (total)

Experimental Group

Mean Std. Deviation Mean Std. Deviation

(Pre-test) (Pre test) (Post-test) (post-test)
3,2 0,79 1,4 0,51
Table 4.4.2 Mean and Std. Deviation (total)
Control Group

Mean Std. Deviation Mean Std. Deviation

(Pre-test) (Pre test) (Post-test) (post-test)
3,3 0,48 2,7 0,67

Follow the “Command”
In the last activity, the teacher gave the students some verbal instructions in the foreign language
and students were invited to follow the mandate and to perform physically and linguistically. The
following tables show the average and standard deviation of all students in each group.
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Table. 4.5.1 Mean and Std. Deviation (total)

Experimental Group

Mean Std. Deviation Mean Std. Deviation
(Pre-test) (Pre test) (Post-test) (post-test)
3,3 0,67 1,4 0,51
Table 4.5.2 Mean and Std. Deviation (total)
Control Group
Mean Std. Deviation Mean Std. Deviation
(Pre-test) (Pre test) (Post-test) (post-test)
3,6 0,51 2,7 0,67

Interviews — Questionnaire

The analysis of data from the student interviews was transcribed from the recordings. Their
analysis led to the formation of the categories for each question that are presented below (Table

4.5.1). Note that each student gave more than one answers for each category.

Table 4.5.1 Percentage of Students’ Answers During the Interview

Questions Categories Percentage
Question 1
What did you like most? The occupation with topics of their ¢ 80%
routine
Creative activities 70%
(drawings, constructions, posters)
Activities of Creative writing 80%
Collaboration with classmates 90%
Amusing environment 30%
Projects Presentation 20%
Role-play games 30%
Drama play 10%
Question 2
What was the most difficult | had not difficulty/ it was easy 30%
thing?
Unknown words 20%
Searching for information from various| 20%
sources
Projects Presentations 10%
Creative writing activities 20%
Collaboration with classmates 40%
Questions 3
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What would you like us to
change?
| would not like anything to change.
80%
| don’t know/answer 20%
Question 4
What did you learn in the
foreign language that you
didn’t know?
To write texts in English 50%
To communicate orally 40%
New words 70%
Questions 5
a. Would you like to participat:
in such a project next year? Yes 100%
b. Why? ...because | liked the activities of crea 80%
writing and expression
...to learn more things 60%
...to learn better English 20%
..to meet and collaborate with | 40%
classmates

1st question

Regarding the first question posed to the students of the teacher /researcher, about what they
liked most during the experimental intervention, a large proportion of students (90%) reported
the collaboration with their peers in the group, as well as the fact that it dealt with issues of
interest to them (80%) and work with creative writing (80%).

2" question

In the second question, the teacher asked students to answer about what they found more
difficult. The data obtained show that many students (40 %) found it difficult to work in the team,
although the teamwork was something they liked , as demonstrated by their answers to the
previous question. Some of the responses to this question were as follows. Some students
answered that they had difficulty in something during the project or that it seemed easy, while
other students (20 %) reported that they made it difficult for them to complete creative writing
activities.
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3" question

Concerning the third question, the teacher asked students to answer what they liked to change
on the project and the procedures followed. Students for the most part (80%) answered that they
would not like to do something different, as they liked the way the project was implemented.

4th question

Regarding the fourth question, students were asked about what they think they learned in the
foreign language, ie what they can do in English that they could not do before their participation
in the project. Students in the majority answered that they learned new vocabulary in a foreign
language (70%), while also, 50% of students reported the writing skill development.

5t question

In the final question, students were asked to answer whether they would like to participate in
the project next year. All students responded positively and enthusiastically to this question,
when asked why they wanted to participate again in the project. Students gave a variety of
responses, with most (80%) reported the creative writing activities and the acquisition of new
knowledge (60%)

Conclusion

It is true, according to the survey results that the intervention was highly successful. Students
showed great interest from the beginning to the completion of the intervention. The excitement
about the innovative way of working and learning motivated them towards language
development both in the classroom and outside the school environment. The issues dealt with
by the participants were foregone by the Environmental Studies to be relevant to students and
to identify with their skills and interests. In addition, working in groups gave students ample
opportunities for interaction and interdependence at work while helping them learn to
cooperate and follow democratic procedures in the classroom and demonstrate the importance
of learning from those he works with (Krechevsky & Stork, 2000).

Indeed, the learning effect was a collaborative and enjoyable process where students felt
comfortable to express their ideas, play, participate and learn. Furthermore, interaction with
peers and the encouragement by the educator to the students seemed to help them gain
confidence and desire to learn a foreign language. Besides, the games as a means of learning was
something new for them. The teacher / researcher tried to create a learning environment that
gives many stimuli to children, creates opportunities for each student separately, taking into
account the inclinations and interests of students, the pace and speed of assimilation of matter
and of course all these have helped in the success of the intervention.

During the intervention many teaching aids and teaching techniques were used with the aim of
multisensory learning and the cultivation of creative thinking of students in a friendly, safe and
playful environment. More specifically, the use of multimedia in every meeting as well as the
encouragement of pupils for participation in experiential type activities was a new experience for
them in the classroom while learning English as a foreign language. Role-playing games, activities
creative writing, paintings, collages, computer use reinforced the linguistic development of
students, their social skills, their autonomy and their capacity for lifelong learning.
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Additionally, with the analysis of the results a significant improvement of students in the
experimental group was noticed. More specifically, it became apparent that students in the
experimental group who participated in this creative and psychomotor training program showed
bigger and better results than students in the control group. Besides of course, of the positive
cognitive effects, students in the experimental group showed a clear preference, pleasure and
satisfaction throughout the educational intervention, as stated in the answers to a questionnaire
which was distributed to students. Thus, it becomes apparent that the teaching process in
conjunction with the game and not based on traditional teaching methods help dyslexic students
and push them towards learning a foreign language.

The bibliography supports that the implementation of interventions based on games (creative
writing and motor ones) for learning English as a foreign language enhances the development of
skills in the foreign language, as significant improvements in all four skill areas are presented.
Specifically, studies have demonstrated that learning based on movement and creativity lead to
significant development of communicative skills of students both verbally and in writing.
Regarding the first research question of this research study on whether the motor activities and
creative writing activities contribute to the development of speech of dyslexic students in the
foreign language, the survey results are very encouraging and show a significant apparent
increase in the level of the students in English language and it also shows the post-control. Also,
regarding whether the motor activities and creative writing activities help create incentives for
students’ learning through recreational and constructive learning processes, it can be argued that
motor games, activities of creative writing in conjunction with the theme of the Study
environment gave plethora of motives to students to learn and participate. Besides, the game,
the students can learn effortlessly and spontaneously. Furthermore, on the question of whether
implementing a program based on motor activities and creative writing activities for learning
English as a foreign language will enhance the social interaction of students with dyslexia, it is
evident with the recordings made that students have developed at large their social and
communication skills as well as skills of mutual respect, mutual aid and the idea of totality and
the team ! Finally, with regard to the question whether implementing a program based on motor
activities and creative writing activities for learning English as a foreign language will develop
cognitive and post cognitive skills of students with dyslexia, before despite the fact that it was
guite a demanding piece with very careful and substantial involvement and effort by the teacher,
the students through the results seemed to have developed their cognitive skills as well as by the
recording rewards to the development of post cognitive skills were observed and students
learned how to learn and what to learn.

Regarding the results of the initial and final test it is worth to emphasize that the intervention
helped students / surrogate partners improve in all four areas of language skills in the foreign
language skills and of special interest is the fact that all students showed improvement.
Meanwhile, according to the analysis of diary records, during the intervention there was an
attempt to develop the language skills of students , which was successful since participants were
able to read sentences, to understand the spoken word, to produce their own their oral and
written piece and of course it was confirmed that through the implementation of a project by
motor and creative games and activities creative writing in the foreign language students have
the opportunity to understand the language by using it in circumstances with "meaning" and to
conquer simultaneously by learning the language, language skills and its content (Huyen, 2003).
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The analysis of diary records suggests that participants entertained themselves while learning,
and participated in experiential and playful activities and were given opportunities for creative
work. Also, it is particularly important that students understand how they can use the talents
they have to produce their own work and gain knowledge and learning effortlessly. So it could
be argued that the multisensory learning achieved its goal (Favorini et al., 2011, 2012)
Interviews with students confirmed once again that students enjoyed the procedure and
managed to learn a foreign language. They stressed that ultimately the learning of the English
language is a very easy and fun trip as long as boring methods are not applied. Of course, the
higher interest, the enthusiasm and appetite of all students facilitated the smooth flow of the
intervention and of course its success.

The citation notes that the kinetic activities (Sorensen, 2007) and creative writing activities (
Kotopoulos, 2013) help the students greatly and the findings of this research confirm and
reinforce this view since the implementation of psychomotor interdisciplinary and creative
projects even helped students with dyslexia to learn a foreign language, let alone the English
language which is considered particularly difficult.

More specifically, as shown by the data analyzed a playful project which was based on the
interests and needs of students led to growing inquiry skills while helping students to enhance
their cognitive and post cognitive skills and to develop their learning strategies. As it is apparent
from the diary records the participants during the meeting for the project learned to present the
information, develop their critical capacity and use the spoken and written word in English as a
foreign language. Still, it was observed that gradually students developed their curiosity and
learned to plan learning actions.

Creativity and interdisciplinary approaches in accordance with the literature help the student to
process and express themselves freely on various issues (Cone et al, 1998; Tzifas, 2006). By
analyzing the results it became very apparent that student’s creative thinking of s developed
through all the interactive and creative activities designed by the teacher (Nichols, 1994). Also,
the contact with a variety of topics and foregone everyday issues from dyslexics brought us closer
to the students’ knowledge, active participation, autonomous and collaborative learning in
general, it is worth mentioning that it created and coined other trends in children (Ginsburg,
2007). During the first meetings with the students they seemed hesitant and uncooperative to
each other, however, it evolved into a highly successful collaboration and a path.

Finally, it is noted that the implementation of a psychomotor interdisciplinary and creative
intervention in the classroom while learning English as a foreign language for students with
dyslexia is a time consuming process for their education, as it entails the detailed planning of
activities in terms of their continuous guidance and support towards their students. The provided
number of stimuli for opportunities for learning, finding the appropriate materials and supporting
in the search and processing of material for the project by the participants themselves are
prerequisites for the successful implementation of the method (Beane, 2009).

Summarising it is useful to mention that it would be good to implement more programs that help
students with dyslexia. This requires a lot of hard work by teachers, but could be applied to
various programs such as the role of board games in the language development of students,
music and language development as well so students, coming into contact with a variety of
methods that will be able to develop language, cognitively and socially. Of course an important
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limitation is the number of students and the diversity in the appearance of different types of
dyslexia. However, any interference can work constructively and helpfully towards students.
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Abstract
The way Inclusion Unit teachers work in Greece does not depend only on their informed decisions
about students’ needs but on structural and organizational issues as well. The aim of this study
was to explore how Inclusion Unit teachers organize students’ groups during mathematics
teaching. We tried to identify which students are taught mathematics in Inclusion Units, what
are taught and how. Twenty teachers who worked at twenty Inclusion Units from different socio-
economic areas of a big city in northern Greece were interviewed using semi structured open
ended questions. The qualitative analysis revealed that students’ needs as well as teacher’s time
and organizational issues were important factors that influenced mathematics teaching. The
findings of this study highlight the need for school changes and reforms.
Keywords: Inclusion, Mathematics, Special Education, Inclusion Units.

Introduction

Although there is a collection of many individual successful stories of special education
instructions (Abbott et al, 1999) meta-analytic research revealed only small or even negative
effects associated with learning outcomes of students participating in special education (Cook et
al, 2003). Special education research has focused on evaluating children’s characteristics and
describing their educational achievement (Yang et al, 2005; Gersten et al, 2000). Plake (2008) has
guestioned the wisdom of standard testing and has suggested the development of alternative
performance level descriptors with major consequences for students, teachers, curricula and
educational policy (Elliott, et al, 2008).

Teaching mathematics in the field of special education is an issue that has been researched
in an “inward” perspective examining students’ learning of distinct special educational needs.
Researchers have sought for the most effective method for children with similar needs or with
similar difficulties. They have tried to identify evidence- based interventions and instructional
procedures that could be implemented with specific groups of students as distinct categories of
learners (Burns & Ysseldyke, 2009). This is a Bottom-Up perspective based heavily on behaviorism
which places emphasis on individual needs. Controversies over what to teach (curricula) and how
to teach (instruction) are at the core of the “math wars” and are analogous to phonics vs whole
word reading debate (Kelley et al, 2008). According to Burns (2005) explicit teacher centered
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instruction based on factual and strategic knowledge limits the conceptual thinking of students.
The resulting belief is that teachers should let students discover mathematics problems and
invent their solutions. Instructional materials should be everyday items such as paper clips,
blocks, calculators rather than textbooks, worksheets and pencils. Opponents of the student-
centered approach value the explicit and specific skill instruction and they support the
implementation of teacher centered techniques with clear teaching objectives and specific
instructional sequence (Fuchs et al, 2002; Hudson & Miller, 2006). Explicit teaching on algorithm
is thought to be necessary and learning basic/prior knowledge is seen as a prerequisite for solving
more complex problems (Howell & Nolet, 2000).

However teaching and learning in classrooms do not happen in a neutral sphere but within
a context that influences both teaching and learning (Weinner, 1992). This is a Top- Down
perspective based on constructivism which places individuals within specific contexts. Teaching
is considered not as the outcome of informed decisions about children’s needs fulfillment but
depends on various structural factors as well (Malouf, 2005). How mathematics is taught in
Inclusion Units in Greece does not depend only on students’ needs and teachers’ will but on
organizational issues as well.

The aim of the study is to follow an “outward” perspective and explore mathematics
teaching in Inclusion Units in primary schools in Greece. Our aim is to identify which students are
taught mathematics in Inclusion Units, how they are taught and what they are taught. Our effort
is not to reveal the different instructional procedures or interventions teachers use but to identify
how teachers organize their study groups.

Setting the Scene

Inclusion Units were established in Greek schools in 2000 and replaced the former Special
Classes where students withdrew for some intensive instruction. According to educational
legislation each child can attend the neighborhood school no matter what type of difficulty s/he
has. However each school does not have an Inclusion Unit. Schools can establish an Inclusion Unit
as long as there are registered students with a statement -diagnosis and they ask for a Special
Education teacher.

Teachers who work at Inclusion Units are mainstream teachers with some extra
qualifications in special education. They usually hold a diploma in Special Education and few have
a Masters or a PhD in the field. Their teaching hours vary between 20-24 hours per week
depending on their teaching experience; the newly appointed teachers teach 24 hours while the
oldest colleagues teach 20 hours. There is only one Inclusion teacher appointed for one School.
Fifty percent of the total population of students who attend the Inclusion Units are children with
learning difficulties (Zoniou-Sideri, 2005). The other 50% of children have various disabilities.
Students usually attend the mainstream class and they withdraw to the Inclusion Unit every day
for one or more hours but they cannot exceed their attendance of 15 hours per week. While the
students are at the Inclusion Unit their classmates follow their timetable. The way Inclusion Units
function in the Greek educational system has not been discussed in the literature and this study
gives us the opportunity to reveal some every day practices that can update the dialogue about
necessary school reforms.
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Method

Twenty teachers who worked at 20 Inclusion Units from different socio-economic areas in
the city of Thessaloniki at the northern part of Greece were chosen randomly and interviewed
using semi structured open ended questions. The interviews took place in the Inclusion Units and
lasted from 30-50 minutes each one. They were tape-recorded and transcribed. The analysis of
their responses was based on Grounded theory and the constant comparative method (Strauss
& Corbin, 1990). Data was sorted into various categories trying to find similarities and differences
with open coding. Then the properties of the categories were dimensionalised. Following axial
coding the data was put back in new ways in terms of conditions, context, interactional strategies
and consequences of these strategies in order to enhance theoretical sensitivity. As a third basic
step of the procedure, selective coding was used in order to choose a core category and integrate
the other categories in an analytic way. The analysis of the interviews stopped when we reached
the “saturation point”. Journal notes of the interviewer as well as lists of registered students and
teachers’ timetables were used as a way of triangulating the data.

One limitation of the study is the relative limited number of teachers’ sample. However,
this study is a “snapshot” of how Inclusion Unit teachers teach mathematics at the particular time
and place. This study makes implications for future research and highlights the need to discuss
with practitioners in order to implement changes at schools. Another limitation might be the
self-reported nature of answers which presents the possibility of receiving socially and
educationally desirable answers. In order to reduce this possibility we used as a part of the
triangulation procedure the Inclusion Unit timetable and the list of registered students so that
we were able to cross check teachers’ answers. It might be interesting to replicate this study after
some years and to examine whether there are any changes in teaching mathematics in Inclusion
Units. Future research could also incorporate observational techniques as well.

Results & Discussion
Who is taught: The profile of students taught mathematics in Inclusion Units & Assessment
Implications

Twenty Inclusion Units took part in the study where 180 students from Grade 1 to Grade 6
were registered. Almost half of the registered students (92 out of 180) attended mathematics at
the Inclusion Unit. Only half of them (40 out of 92) had statements mentioning some difficulty in
mathematics. It is interesting the fact that from the 92 children who attended mathematics at
Inclusion Unit the ratio between male to female students is almost 1:1 and not 4:1 that is
reported in the international bibliography.

Table 1. Number of students attending mathematics in Inclusion Units with and without
statements
Total Number of students attending the Inclusion Units

180

Total Number of students attending mathematics in Inclusion Units
92

Statements with reference to Statements without reference to

mathematics mathematics
40 52
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Half of the students who attended mathematics in Inclusion Units had statements that did
not mention anything about difficulties in mathematics. This fact reveals that teachers and the
committees of the diagnosis centers have different views. At this point dual interpretations could
be made. On one hand someone could deduce that the committees of the diagnosis centers are
right and teachers withdraw students from their mainstream class that should not. Teachers may
overuse students’ withdrawal at Inclusion Unit for various reasons and interests. On the other
hand someone could deduce that teachers are right because some diagnostic centers may not
use assessments in mathematics and thus statements do not mention difficulties in mathematics.

Teachers of the study reported that statements from different public diagnosis centers did
not make any reference to mathematic skills:

“There is not a single diagnosis mentioning difficulties in mathematics. However half of the
children (who have a statement and were advised to attend an Inclusion Unit) have difficulties in
mathematics”

The reasons why difficulties in mathematics escape from statementing procedure reported
by teachers are: a) the limited time of assessment procedure and b) the different level of
perceived necessity between literacy and numeracy.

“The statements, almost all of them did not say anything about mathematics. Probably the
children were not examined or assessed in mathematics. | worked for two years at a Center for
Diagnosis and when | made the child’s assessment, | put an emphasis on the literacy and not on
mathematics. It is the same as with other different status subjects. For example, we say that the
Religion subject is less important than literacy. It is the same for the mathematics subject
compared to reading. Since literacy is the most functional part of communication thus we
assessed only literacy and we did not examine mathematics”

Teachers do not feel that the statements help them in their work. When statements
mention difficulties in mathematics they make a general, vague comment on mathematics.

“Some statements make a short comment about mathematics. For example they say that
the child has difficulties in mathematics and nothing more. The statements just confine to the
label, to give the child a label and nothing else”

“Statements say that the child has Down syndrome or that the child has mental retardation.
They do not explain anything about mathematics”

Statements usually mention only what the children can not do. They underline children’s
disabilities and rarely mention what the children can accomplish.

“Statements say that children do not have time perception or visual memory, he cannot do
this, she cannot do that... ”

The statements are based on a check of the algorithm of the additions, subtractions,
multiplications and divisions. They follow a mechanical view of mathematics focusing on number
and arithmetic and not a functional level assessing geometry and measurement.

“the statement says that the child cannot make additions or multiplications or she has
difficulties in divisions”

“statements are written within two, three or lines and they do not give us any useful
information. Even the longer statements do not give us a clue, at least in my case, how to work
and what to do. | have to make an analysis of the children’s problem | on my own”

Even when statements mention difficulties in mathematics teachers themselves should
assess each child in order to realize what the difficulties are. One aspect of their role is to make
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informal testing and assessments. Each teacher uses his/her assessment tests which are personal
and have different contents according to what the teacher thinks that the child should have
already known. The domains of mathematics that are assessed create on the one hand
representations of the “official knowledge” (what students ought to have learnt) and on the
other hand they create the specific type of difficulty compared to this “official knowledge”.

“It is November and | am still occupied with children’s assessment on literacy and
mathematics. It takes me a lot of time to assess them and make a decision which activity and
which exercise to choose to assess and which not to pick”

Although teachers highlight the fact that statements usually do not mention anything about
mathematics they report that they also devote less time in teaching mathematics because they
feel that reading should be taught first.

“the main goal is to teach literacy and later on you work on mathematics”

“Society makes me teach literacy more hours than mathematics because children should
learn how to communicate”

“the truth is that | do not devote some much time to mathematics because the time is
limited and when there are many problems with reading we work more on it”

Since literacy is considered more important than numeracy, assessment procedures as well
as teaching follow the saying “first things first” which is interpreted “teach literacy first and
numeracy afterwards”. This fact presupposes that there is a linear development of abilities and
skills.

In many cases children were the permanent attendants of Inclusion Units because there
was no official re-assessment from the diagnostic center. Usually children are re-assessed after
Grade 6 before they register at High School.

“When I first saw the child | was wondering “what is he doing here (at Inclusion Unit)? What
is his diagnosis?” “His diagnosis was learning difficulties when he was Grade 3 and now he is
Grade 6 and there hasn’t been any recent statement. Now the only thing he needs is some
practice, only this”

How it is Taught: Teaching of Mathematics in Inclusion Units
There was not a single case of a child that was taught only mathematics in Inclusion Units
in this study. Children usually were taught both mathematics and literacy. The time of withdrawal
at Inclusion Unit was differentiated according to the age of the children and their needs as well
as the school timetable. The co-teaching of mainstream teacher and the inclusion unit teacher
was something difficult to achieve within mainstream classrooms because of limited time. Co-
teaching happened only occasionally (2-3 times a year) at very few schools mainly for Grade 1
and grade 2 when the Inclusion teacher wanted to see how the child interacts with others.
How mathematics was taught was a quite complicating issue and depended on the context
and the number of students. It could take the following modes:
1) 45 minutes teaching mathematics as an autonomous lesson
2) The 45 minute lesson is divided in 25 minutes teaching mathematics and 20
minutes teaching literacy as separate lessons
3) During the 45 minutes lesson the teacher uses a project (cross thematically
integrated lesson) and mathematics is taught as an activity within the project.
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It is interesting to note that even the same teacher could use different modes of teaching
mathematics in a lesson of 45 minutes for the same child.

Children were taught either individually or in groups.

1) Individually, the child stayed at the Inclusion Unit with the teacher for an individual one- to-
one lesson for 45 minutes.

2) Two children of the same level (not the same age, not the same Grade) were taught the same
or similar activities in mathematics. For example a 7 year old child of Grade 2 could be taught
together with a 12 year old child of Grade 6.

3) Two students of different level (different age or different Grade) and different statements
were grouped together because of limited time. The possibilities were:

a. Each child did his/her own mathematics activities and the teacher tried to help each one
when s/he needed it for the whole lesson of 45 minutes

b. The lesson was divided in 22 & 22 minutes so half of the lesson the teacher was working with
the one child and the other child was doing some drill and practice on the computer

c. One child was doing literacy activities and the other child was doing pen and pencil exercises
in mathematics

4) There was a group of three students at the Inclusion Unit but the one student was working
on the computer or was just present and the other two students worked as it was described
above. The presence of the child within the group of two was a way of letting the mainstream
class work without disturbances.

The above different modes of organisation might co-exist in the same Inclusion Unit by the
same teacher. Teacher’s decision depends on the how well each child can function with the
presence of another child in behavioral and cognitive level as well as the teachers’ working hours.
The important factors are:

- whether children can cooperate or can just be compatible cases that cannot cause
disturbances to one another

- whether children are at the same level so that the same teaching can be effective for all

- the number of children requiring withdrawal at the Inclusion Unit and the types of their
difficulty

- teacher’s working hours

Many times grouping children was used as a trick in order to have another child to interact
with and create a more joyful learning situation. According to social constructivism learning is an
active social process that learners construct meaning from interactions with others and thus
classroom community is highlighted.

Teaching mathematics took different modes and this could be quite challenging. However
the most decisive factors for mathematics teaching seem to be both child’s needs but teacher’s
time as well. If a child attends a school and a few children require teaching at the Inclusion Unit
it means that the teachers’ working hours (20 -25 hours per week) will be divided to the number
of the children. If the same child attends another school with fewer children that require teaching
at the Inclusion Unit she/he should stay more hours at the Inclusion Unit.

What is Taught: Students’ needs and Teacher Role
The role of the inclusion Unit teacher during the mathematics lesson is diverse depending
on the child. We created a typology of children with disabilities and learning difficulties but this

64



MULTILINGUAL ACADEMIC JOURNAL OF EDUCATION AND SOCIAL SCIENCES

Vol. 2 No. 1, 2014, E-ISSN: 2308-0876 © 2014 KWP

does not mean that the first is more important than the other and in no case we mean that they
are homogeneous groups of people. However, school life and everyday teaching practice created
the following categories.

a) Students with disabilities

If the children have severe disabilities they are withdrawn from their mainstream class
while their peers do mathematics. In this case teaching mathematics is a main role of the
Inclusion Unit teacher and s/he is quite autonomous to what and how s/he teaches. Actually the
teacher delivers a Curriculum that has nothing to do with the Grade Curriculum. Students with
disabilities are usually taught the number sense, time line, and algorithms of additions and
subtractions. Greek teachers usually use the phrase “we learn” implying the common, shared
effort towards learning.

“We learn the numbers, the number sense and the number line. We use real objects for
counting. Some use their fingers and they can make additions and subtractions up to twenty. But
not multiplication and division”

At higher grades students usually learn how to use the calculator and try to solve simple
problems of real life. For example, handling money or telling time.

“She is at Grade 6, her diagnosis says mental retardation. | cannot understand how she can
solve something with hundreds and if | ask her a subtraction up to twenty she sometimes cannot
find it. However now she can use the calculator when we try to solve problems. She can solve
simple problems but after some discussion”

Teachers try to connect mathematics with real life using games, role playing and every day
apparatus. They are quite flexible to what and how they teach. They have the time to get to know
with each student and realize where exactly their difficulty is. They can follow the students’ pace
and work step by step. This creates a lot of responsibilities and stress because they feel that they
are responsible for the things the children should or should not learn.

“My main agony is if | make the right decisions and if | choose what has really meaning for
the life of this child. The burden of the responsibility is only on my back”

“l feel insecure, where and how to start and how to proceed”.

How each school responds to different children with the same disability is quite versatile.
The disability per se can not imply what the child can achieve at mathematics over the years. For
example a child with Down syndrome can solve additions.

“She can solve simple additions up to 100”

Another child with Down syndrome at another school can solve simple multiplications and
divisions.

“this child can solve simple one digit multiplication facts and few one digit division facts”

A third child with Down syndrome at a third school was not taught mathematics at all
because the teacher said that his state was quite difficult.

“We decided not to work on mathematics because M. was not mature. | had to finish
teaching basic literacy so that she could understand my directions and now we should start
mathematics”

The same happens with children that are in the Autism Spectrum. Some children manage
to follow their mainstream text book but other children not. The most basic problem is children’s
negativity towards mathematics. All the teachers mentioned that planning teaching in advance
is difficult to achieve because students reactions to the mathematics activities cannot be
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foreseen. Teachers should be reflective and ready to take advantage of the situation and
student’s mood in order to make mathematics meaningful for the children.

b) Students with learning difficulties

Students with learning difficulties usually stay during their mathematics lesson in their
mainstream class. They attend the Inclusion Unit one or two hours per week when their peers do
Religion, Citizenship or Nature lessons. Teachers’ role in this case is supportive and they follow
the mainstream class curriculum. Teachers usually say that these students want some more
practice at algorithms

“He comes only for some practice”

“As far as mathematics is concerned his problems are not with the understanding but with
practice and he comes here in order to practice more”

“He finds difficult to do the algorithms, mainly at subtractions and he does additions right
occasionally”

“There are children at higher grades that have the same difficulties as children of younger
age at lower grades but at a different level. For example at Grade 4 or 5 children have difficulties
with additions and subtractions of multi-digit numbers while children at Grade 1 or 2 have
difficulties with additions and subtractions of two digit numbers. The difficulty at algorithms is
something vague. Even if it sounds the same problem it is not the same. “One can achieve to solve
additions within decade but when tries to do the same with three digit numbers he cannot do
this”

“They have difficulties with memorizing the multiplication tables: “

“There are difficulties at the understanding of problems. Even at a very simple problem of
two lines when he reads it he cannot get the meaning and if | read the problem he could
understand it and he could find the correct fact at least the one and some time he could find the
correct result”

Conclusions

Half of the students who are taught mathematics in Inclusion Units do not have a reported
difficulty in mathematics in their statements. Despite the reference of mathematics at the
definitions of learning difficulties, statements seem to ignore or underestimate mathematics. In
the literature there are some studies reporting that Diagnosis committees often make
guestionable accommodations for students with special educational needs based on cost
effective solutions (Gibson et al, 2004). On the other hand there is some research that has
reported in practices that a number of factors weaken the connection between student’s
assessment and delivery of accommodation on assessment (Shriner & DeStefano, 2003).

The term learning difficulties on statements is used as a synonym to reading difficulties.
Statements seem to mirror the overrepresentation of literacy compared to numeracy in research
publications and may reflect the more important societal concern with literacy rather than
numeracy. Similarly teaching and statementing seem to follow a mechanical view of mathematics
and put less emphasis on geometry and measurement compared to algebra and algorithms.
Dowker (2005) admitted that it is risky to assume that a child does not understand mathematics
because he/she performs poorly at some calculation facts.

The results of this study revealed that students usually tend to stay in Inclusion Units until
they graduate primary school because there is no re-assessment. Longitudinal studies reveal that
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(Geary et al, 2000) mathematics difficulties are not stable over time for the same children and
identified some children who showed difficulties on a standardized test in first grade but not in
second grade. An explanation could be that either these children manage to keep up with the
others and outgrew their difficulties or the children were initially misidentified as having a
difficulty.

Students with disabilities do not attend mathematics in their mainstream classrooms and
are taught an autonomous curriculum in Inclusion Units. Students with learning difficulties attend
mathematics at their mainstream classroom and at Inclusion Unit they make more practice to
the Curriculum of their grade. There are different modes of grouping students which depend on
students’ needs and teacher’s teaching time as well. However, more research should examine
whether teachers’ decisions are based only on the category of disability and are not
differentiated and individualized (Sireci et al, 2003).

Teachers’ responses reveal that teachers place emphasis on rote learning, mastery of math
facts and algorithms, rather problem solving and reasoning (Swanson, Hoskyn & Lee, 1999).
Didactic teaching and rote instruction fail to make students achieve a sufficient conceptual
understanding of the core concepts that underline the algorithms (Baroody & Hume, 1991). The
technological advances and the everyday use of devices that can make computations fast and
easily for the people question the usefulness of these pen and pencil drills and practices of
operations. In other words teachers focus too much on technical issues and do not focus on the
core of reasoning. They devote a lot of time trying to make students memorise facts and
multiplication tables that students should not need since they can use a calculator or the mobile
phone. We have to reconsider what students need to know in an era full of computing devices
(Goldman, Hasselbring et al, 1997). Spending so much time on computational drill and practice
may not be beneficial for students facing difficulties within the procedure but not with the
reasoning. Replacing extensive pen and pencil practice with the thoughtful use of calculators
could be beneficiary for the children (Woodword & Montague, 2002; Woodword et al, 1999). We
should move from hand-computation practice to sense making in mathematics.

One constraint that came up in all interviews was the limited instruction time. Due to time
restrictions teachers had to divide their time to both literacy and mathematics and this division
worked in favor of literacy. However the time we devote to a subject influences what, how much
and how long we teach certain concepts. Time constraints should make us examine carefully two
issues. First we should dare ask what we want students to learn and how can we implement this.
Second we should dare reform education placing students’ needs at the center and appoint as
many teachers as are necessary.

There is need to reform education and try to re-organise teaching. The students should be
in the center of educational process (Covington, 1992) and their needs should be addressed
without thinking for example, how many school children there are and how much time the
teacher can divide to the students. Children need teaching time not teaching that remains after
calculating and dividing teaching time. School teachers should decide how many hours each child
needs special teaching and then there should be the appropriate allocation of the number of the
teachers.

A critical challenge for future research is to focus on developing principles and concepts
that permit the accumulation of more cohesive and conclusive body of research. Action research
in different settings could provide working hypotheses and ideas that can be tested and
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evaluated in practice. We hope that this study will be helpful to practitioners because a common
practice of teaching mathematics in Inclusion Units is revealed. The findings will be of some value
to policy makers in order to reorganize schooling and make necessary reforms.
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Department of Early Childhood Education of the University of Western Macedonia, Greece

Abstract

Literacy practices are changing rapidly in daily life because of media. Consequently, there is an
urgency for educational changes, in order the requirements for the new communication skills to
be fulfilled and a critical awareness of media to be developed. This means that not only is media
literacy a necessity in educational settings, but also it has to be critical. However, any update of
the curriculum on the basis of critical literacy pedagogy has effect on the teaching practices. The
aim of this paper was, after mentioning and analyzing the applied teaching practices of critical
media literacy in different educational settings of developed countries, to provide suggestions of
implementing critical media literacy in the Greek educational system.

Keywords: Critical Media Literacy, Teaching Practices.

Elcaywyn

H ouvexng e€€ALEN TwV HEowV EMIKOWVWVIAC KOL TwV YAWOOWV Toug dalvetal otL kablota
OVOXPOVIOTLIKEG TIG TIOPASOOLAKEG TIPOOEYYIOELC TNC TAldAYWYIKAG, TWV TIPOYPAUUATWY
omoudwv Kot Twv Sidaktikwv pebddwv (Kellner & Share, 2007; Daniels, 2012), akopa Kal Tov
O0PLOUO TNG EYYPOUUOTOOUVNG O Lo Kowvwvia moAupéowv (Miller, 2007). Ze kABe opapATIONO
yla ta LEAAOVTIKA Ttpoypappota omoudwv Ba mpémnel va AndBsl umoyn n onuavtiky otpodn
OTOV TPOTO EMIKOWVWVIOG TWV avOpwnwyv —elSIKOTEPA TWV VEWV— HEOW ELKOVIKWV
oAnAerudpaoctikwy epyodeiwv (Doering, Beach, & O' Brien, 2007). Ot duvatotnteg Kal oL
OTTOLTAOEL, TWV VEWV KEWEVWY €MIBAANOUV TNV avaykn moadaywylkng ailayng, WoTeE o
YPOULUOTIOMOC OTOL LECOL KOLL TOL VEOL KELUEVA VAL «VOULHOTION00UV» Ttadaywytkd Kat va TUXouv
¢ 6lag mpoooxnNg oto oxoAlkd meplBarlov onwc ta mapadooiaka €vtuna (Hansford &
Adlington, 2008; Flores-Koulish, Deal, Losinger, McCarthy, & Rosebrugh, 2011). EmutAéov, o
YPOUUATIONOG ota péoa Ba mpémel va BewpnBel OxL WG pLo OEPA OO ATIOTALOLWUEVES
ETULUEPOUG 6E§LOTNTEG AAA WG ATOAUTWG TTAALOLWHEVN «avaduduevn npaén ouvelbntomnoinong
kat avtiotaong» (Giroux, 1993, o. 367). Etol, £xeL onuooia OxL pHOvo n efolkeiwon Twv
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OL60OKOUEVWV LE TOV KELUEVLKO AOY0 amo €va eupl GACHA HECWY OAAA KAl N KPLTLKN EpUNVELQ
TwV SLadpOpwV ONUELWTIKWY cuotnuatwy (Kalantzis & Cope, 2001). B€Bala, pia avadlapopdpwon
TWV TIPOYPOUMATWY HE YVWHOVA TNV MALSaywyLK | TOU KPLTKOU YPOUUATIOHOU onpatodotel
Sladopomnol|oelg oTLG LoxUoUoeC SLOAKTIKEG TIPOKTLKEG. OL TPAKTIKEG aPOPOUV OTO KTTWEC» TNG
Sbaokaliag, To onolo dnuloupyel Ta MeplocOTEPA EpWTAHATA KOl SUOKOALEG, TIPOKELUEVOU VAL
uAomotnBei To «t» tnNg StdbaokaAiag, ot apxEg SnAadn Tou KPLTKOU YPAUUATIOUOU OTd HECAL.

Itnv napovoa UeAETN €0TLAlOUUE aKPLBWE 0TV Taldaywylkry UAOTolnon Tou KPLTkoU
ypoupoTIopoU ota péca (critical media literacy), kavovtag avaockomnon otn  Stedbvn
BBAloypadia yla TIC MALSAYWYLKEG TIPAKTIKEG TIOU edapuolovtal oto TAAICLO TOLKIAWY
EKTIALOEVUTIKWY  TEPLBOAAOVTWY  SUTIKWV  KOWWVLWV. 2TO TPWTO MEPOG TNG MEAEING
TPOoodLOPI{OUUE TIG BACIKEC EVVOLEC. 2TN OUVEXELQ, KATAYPADOUUE EPAPLOCUEVEC TTALOOYWYLKEG
TIPAKTIKEG O€ EKMOLOEVUTIKA TEPIBAAAOVTIA KPLTIKOU YPOUUATIOHOU OTO MECA, OMWG QUTEC
napouaotalovtal otn Otebvr) PBiPAloypadia. TEAog, emixelwpolUe péoa amd avaluon Twv
6e60UEVWV POG VO KWOLKOTIOWCOUHE TA XOPOAKTNPLOTIKA TwV £HAPUOYWY CUVNYOPWVTOC UTEP
NG EVOWUATWONG TOU KPLTLKOU YPOUUATIONOU oTa HEaa oTnV EAANVLIKN eKIaideuaon, 6o av Kat
€YVE TO MPWTO PBrua oto mpoypappa ornoudwv tng A" Aukeiou (Koutooylavvng, Ntivag, &
XatlnoaBpidng, 2011), ev €xel Bpel CUVEXELQ.

Oplopot

JUuudwva pe tov Buckingham (2003), o 6pog «péoca» mepAapPAavel To CUVOAO TwvV
ouyxpovwv popdwv emKowwviag: TtnAeodpaon, kwnuatoypddog, PBivteo, padlodwvo,
Stapnuon, dwrtoypadia, epnuepida, meplodikd, LOUGOLK, NAEKTPOVIKO Tatxvidt, dtadiktuo. Ta
KELLEVA TWV HEOWV Elval TA MPOYPAUUATA, Ol TOLVIEG, OL ELKOVEC, OL LOTOOEAISEG K.ATL., TTOU
HeTadEpovTal oTouG TEALKOUG ATOSEKTEC LECW TWV TOWKIAWV HopdwV EMIKOWVWVIOG. Ze KABE
TEPLTTWON TA LECA XPNOLLOTOLOUVTAL YL VA YIVEL N ETIKOWVWVIA EUUETA KaLl OXL ameubeiag,
onwg Ba ywotav oe pia Stampoowrikn) emadn. Ta HEoA «TOPEYOUV KavdAla, yla vo
UETAEPTOUV Ol aVATAPUOTAOELG KoL OL ELKOVEC TOU KOOUOU Eupeoca. AmoteAouv dnAadn
SlaueoodaBntéc enideyugvwy ekboywv tou kéouou» (Buckingham, 2003, o. 3).

O YpOUUATIONOG OTO LECA ELVAL TO ATIOTEAECA —N YVWoN KoL oL S€ELOTNTEC TTOU ATIOKTOUV
oL paBbntéc—tng Sladikaciog SibaokaAiog kat Ladbnong yLa ta ueoa KoL Sev TPETEL VOL CUYXEETAL
he tn SbaokaAia e ta uéoa —yla mapAdelypa, n xpHon tng tTNAEOPAONG 1 TOU NAEKTPOVIKOU
umoAoylot w¢ péoa yla tn didackalia tng Lotopiag. MeplapBavel Tnv «avayvwon» Kot Tn
«ypadn» TWV LECWV KAl YIVETAL KPLTIKOG, OTAV OTOXEVEL OTNV AVATTTUEN TNG KPLTLKIA G KATAVONONG
KATA TNV POoAndn Kal TNG EVEPYNG CUUUETOXNG OTnV Ttapaywyn péowv (Buckingham, 2003).
‘Evag amod Toug Lo YVwoToUuG 0pLlopoUg elval autog tou §00nke amnod tnv Aufderheide: «Eva dtouo
EYYPAULATO OTO UECA —KOL OTTOLOOONTIOTE Vo EMPENE va EXEL QUTH TNV EUKaLpio— UTOpPEL va
anokwdikormrotnoet, va aéloAoynoel, va avaAUgoel Kal va Tapdéel EVTUNTA KAl NAEKTPOVIKA UEOO.
O BaolkO¢ OKOMOC TOU YPOAUUATIOUOU OTO UECQA EIVOL ) OXETN KPLTIKIC XUTOVOUIOC TTPOG O T
uéoa.» (Aufderheide, 1992).

O KPLTIKOC YPOLUATIONOG OTa HEOQ, AOLTIOV, opileTal Katapxag HEoa amod tnv e€olkelwan
HE TNV MPOCANYN Kal Tapoywyr] Tou AOYou Twv TOAUPECWYV aAAd Kol pEca amd Tnv
QTOKWSKOTOINON TWV EMLPAVELOKWY KoL TwV BaBUTEPWV UNVURATWY TOUG, TNV EMIYVWON KL TN
6paon. MNa tnv emitevén Twv OTOXWV CNUAVTLKOC £lval o poAog TnG ekmaidevong e pla
naldaywylkn TPooEyyLlon mou SLEUPUVEL TNV €vvold TOU YPOUUATIOMOU TEpAaBAVOVTOG TLC
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€VVoLeG TNG LbeoAoylag, TNG LoXUOG KAl TNG KUPLAPXLAG, TIPOKELUEVOU va 0dnynBolv Saokalol kal
HaBnTtég otn Slepelivnon TwWV MAVIA UTAPKTWY OXECEWV QVAECO OTNV TAnpodopia Kal otn
Suvaun. Eotalel 6nAadny otnv availuon tng MOATIKAG PUONG TWV OVATIUPACOTACEWY TOU
KowwvikoUL pUAoU, TNG PUANG, TNG KOWWWVLIKAG TAENG Kol TOU 0e€0UAALKOU TTPOCOVATOALOMOU oTa
pHéoa, AapPBavovtag urmoyn To KOWWVLKO AaioLo, Tnv €ouaia Kal tTnv avtiotaon. Zuyxpovwe,
npowBel ™ dnuiloupyla EVOAANOKTIKWY HECWV AVTIOTAONG QUMEVOVTL OTA NYEUOVIKA HECA QO
avBpwmoug MePLOWPLOTOLNUEVOUC KoL EAAXLOTO EKMTPOCWITOULEVOUG OTA NYEUOVLKA HECQ, Ol
omolol amoktouv TN duvatdtnTa va XPNOLOTOoL|oouV Ta €pyaleia TnG TexvoAoyiag, yla va
ekppaoouv tn Sk Toug Lotopia kat avnouyia (Kellner & Share, 2007).

Me TtolOV TPOTO OPWC UIMOPEL VO EVOWHOTWOEL 0 KPLTIKOG YPAUUATIONOG OTa HECO OF
Sladopa enineda eknaidbevong; Av Bewprooupe €va eKMALSEVUTIKO cuotnua w¢ Adyo, eival
amopaitnto autoég va anodounBel kal va enaveyypadel e VEA CUOTOTIKA OTOLYXEL KAl LE
S10pOPETIKOUG TPOTIOUG, TIPOKELUEVOU va UTIAPEEL aAlayr. O KPLTIKOG YPOUUOTIONOG OTa HECT
HOAloTa Ba TMpPETEL va amoteAel pUOLKO Kal amapaitnTo CUCTOTIKO TOU EMOVEYYEYPAUUEVOU
oXOAlkoU Adyou oe kaBnuepvy Baon kot OxL amAwg pio SISOKTIK €VOTNTA TIEPLOPLOUEVNC
Xpovikn¢ Sdiapkelag (Alvermann & Hagood, 2000). To nmw¢ auto €xel ulomolnBet os dadopa
KL EVTIKA TIEPIBAAAOVTO OTMOTEAEL OVTIKELUEVO €pEUVAG TNG TTAPOVCAG LEAETNG UE OTOXO N
S1eBvN ¢ eumeLpla va YOVIUOTIOWOEL TNV EAANVLKNA EKTTOLOEUTIKI TIPAYUATIKOTNTA.

MeOBodoloyia

H napoloa £peuva avhkeL oto €160¢ TNC epeuvnTikc ouvdeanc (research synthesis), Tng
OUYKEVTpwONG O6nAadn yla TepAtépw oulNTNON TWV ONMOTEAECUATWY, EUPNUATWY KoL
CUUTEPACUATWY Tponyouevwy epeuvwyv (Weed, 2005). MNa tnv avalitnon Twv eGappooUEVWV
TIPAKTIKWY  KPLTIKOU  YPOAUUOTIOHOU OTa PEoa Xpnolpomolndnkav NAEKTPOVIKEG BAOELG
Sebopévwy PEow Tou ZuvdEopou Twv EAANVIkwy Akadnuaikwv BiBAodnkwv (http://www.heal-
link.gr/), omou katoxwpnOnkav AEEEIG-KAELOLA. ZUYKEKPLUEVA, €Eywve avalntnon OToug
ekdotikoUG olkoug Wilson kal Sage pe Aé€elg-kAeldia: “teaching methods”, “teaching practices”,
“critical media literacy”. H emloyn tng BBAoypadiag €ywve Bacel twv meplAnPewy. ITLg
TIEPLITTWOELG Tou Sev uTrpxe TepiAnyn ) Sev ATV EMAPKNG yLa TNV KATavonon Tng €peuvag, n
€TUAOYN €YLVE PETA a0 UEAETN TOU CUVOAOU NG Snuooiceuong. EmeAéynoav 16 BLRALoypadIKES
avadopég. Kputrplo tng emAoyng NTav va €xouv oL avadopeS we oToXo, KUPLo i EMUEPOUG, TNV
KpLtiky Stdotacn tng texvoloyiag. MeAetnOnkav emiong €kelveg oL TEPUTTWOEL OTIOU Ol
O16A0KOVTEG XPNOLUOTOoLloUV Ta Keipeva AaikAg KouAtoUpag (tnAedpaon, Kwnuatoypadog,
HOUGLKH, KOUIKG K.ATL.), yia va BonBrnoouv toug ekmaldeuopuevous va KataAdfouv adevog Tig
KOWVWVIKECG, TIOALTIKEC KOL OLKOVOULKEC OUVAUELS, adeTépou TOV POAO TWV HECWV OTNn
Sapopdwon koL TOV EAEYXO OQUTWV TwV OUVAHEWV. TN OUVEXELD, Ol TIPAKTIKEG
Katnyoplomoulonkav avaloya e To NAKLOKO EMIMESO TWV aMOSEKTWV ToUC. H tolotikol Tumou
OVAAUCT TWV TIPAKTLKWVY EYLVE E KPLTAPLA TO BOCIKA XOPOKTNPLOTIKA TNE SOUAG TouC, Ta Bépata
Kall Ta (6N Twv péowv mou alomoltnkav.

MNpakTkEG SLEAOKAALNG KPLTLKOU YPOAUHATIONOU 0T HECQ
MNpooxoAkn aywyn-Npwtofaduia eknaidsvuon

o. Tpelwgc ekmoldeuTIKOl-EpEUVNTEG, TIOU TapakoAoUOnoav €va HABnUa  KPLTIKOU
YPOUUATIOMOU OTa MECA KATA TN SLAPKELX TOU HETATITUXLOKOU KUKAoOU omoudwv tou Loyola
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University Maryland yia e€elbikeuon otov Topéa TG avayvwong (reading specialist), kKApnkav
VO EVOWUOTWOOUV TIG apXEG Tou otn Sidaokalia toug (Flores-Koulish et al., 2011). Ztnv mpwtn
neplmTwon n eKMASEUTIKOG ELOAYEL OTNV TAEN TNG TPOCXOALKAG AywyrG TNV KPLTLKI avAayvwaon
HECOQ ATO TNV OTTLKN TNG TAUTOTNTAG Tou dUAoU. EMAéyel Kelpeva yvwoTwy mapapubLwy pe
Xopaktnpeg {wwv, Twv onoiwv dev npoodlopiletal To pUAo, Kot uAomolel pall e TOUG UIKPOUG
HaBNTEC SpaoTNPLOTNTEG, OMWG N avaBeon tou pUAou oToug Xapaktnpeg-lwa, n Snuoupyia
€VOC TTAPAUOLOU e avTLoTPOodr) TWV TUTUKWY POAWV KalL N BLVTEOCKOTNON TNG Spapatonoinong
EVOC TTAPAUOLOU e AVTECTPAUUEVOUC POAOUG (TT.X. TO MapapuBL TG ZTaXTOMoUTAC UE KEVIPLKO
XOPAKT PO VO AyOPL-ZTOXTOTIOUTA TIOU €XEL KAKOUG BeToUC adeAdol¢ KaL Tov epwTeVETAL pia
TpLykinooa mou avalntd ouluyo). Mponyouuévwe, oL Hadntéc oulntouv yla Toug POAOUG TNG
UNTEPOC KOl TOU TOTEPQ, TIPOKELMEVOU va Snuloupyrioouv pia Alota PE XOPOAKTNPLOTIKA
(emayyéApata, xOUrL, OlKOYeVELOKEC ouvnBeleg Kal SpACELS). AUTA TA XOPAKTNPELOTIKA, HE T
orolia mpoodlopilouv Ta OTEPEOTUTILKA KOWVWVIKA PpUAa, Toug Bonbolv va atttoAoyrjoouv Tnv
avaBeon tou $pUAOU O0TOUG XapaKTAPEG-{Wa KaL va SnLoupyrioouV Toug avtiBetoug poAoug ota
napoapUBla mou toug Stafalel n daokaha. H Seltepn ekmaldeuTIKOC cupmeplAapBavel Tnv
KPLTIKN OVAAUCN KOl Ttopaywyn UECWV O piot SIOOKTIKY EVOTNTA OXETIKA HE TO TePLBArov.
JUYKEKPLUEVA, OL UHaBNTEC TNC MPWTING TAENG, TPOKEIUEVOU va pdBouv ylwa tn Stadikaoia
mapoaywyng Kat tn Stadpoprn evog MPoloviog UEXPL TOV KaTavaAwTtr, mapoakoAouBolv duo
loTooeAlbeg yla TNV mMapaywyn YOAQKTOC (N ML KATAOKEUOOMEVN YLO AOYOpPLOCUO Miog
Bopnxaviag kot n aAAn amod pio opyavwon yla TNV anavlpwrnn UeToxeiplon Twv {wwv OTLG
dappeg), avaAUoOUV TA UNVUHATA TOUG KOL ETILXELPNUATOAOYOUV YLATL T PNVUPOTO TNG Hiag
lotooeAlbag €ival TLO TELOTIKA Kol Mw¢ Ba pmopoloav va EMNPEACOUV TIG UEANOVTLKEG
anopAoel TouG. e AAN SpaoctnplotnTa Ol HABNTEG, XWPLOPEVOL Of TPLUEAEIC OpAdEG
(pemoptep, kApepapav Kol oknvoBETNG), BLVTEOOKOTOUV TI( CUVEVTEVUEEL TTOU TTOpVOUV ATt
SaokAdAoug Kal pabntég tou oxoAeiou Toug He BEA TNV avakUKAwGN, TG cUVBETOoUV O éva
Bivteo kal to TMapouctdlouv otov OleuBuvtr, yla va Toug eTUTPEYPEL va Eeklvioouv €va
TPOYPAULO avaKUKAWGONG oTo oxoAeio. H tpitn ekmatdeutikog avantuooel tn SLOAKTLKNA EvOTnTA
ToU AOyou tnG melBol¢ oToug HabnTég TnG SeUTEPNC TAENG, OL OTIOLOL, XWPLOUEVOL OE OALYOUEAELS
OMAbdEC, EpUNVEVOUV TOUG OKOTIOUC Kal Ta pnvupata dtadopwy mounwy kat dnuoupyolv ta
S1kd toug pnvupata. Aol oL pabntég evnuepwBoUV yla TOUG TPELG OKOTIOUG TNE ETIKOLVWVIAG
(evnuépwon, Yuxaywyia kat melbw), dnuioupyoulv Ae€loylo melBol¢ amd TNV MPOCWIILKA
eUnelpla, KATnyopLoToLWVTOG TO o€ AEEELC IOV ameuBuvovTtal oTn Aoyikr), 0To cuvaicbnua kat
oto nNBoc¢. Emewta, adol avaAloouv pe tn Ponbela ¢ OSaokaAag pia Siadnuion
Klvnuatoypadkig tawiag, ebpappolouv poévol Toug tov iblo Tpomo avaluong o€ SLapOpPETLKEG
Sladpnuioelg pe eotioon otov OKOMO TOU TIOUMOU, To Ae€AOylO Kol TO Kowo-amodéktn. H
Saokaha aflomolel to oxua availuong tng Hobbs (1997) e TIg Mévie epWTAOELG: (a) TTOLOG
OTEAVEL TO pRVUpA Kol ylati; (B) mMoLeEg TEXVIKEG IPOCEAKUGNG TNG TIPOCOXNG XPNOLLOTOLoUVTaL;
(y) mwg Ba pmopovcav SLadopeTika Atopa va TPocAdBouv To HAVUHA; (6) TIOLEC OTTTIKEG 1) a€ieg
eknpoowriovvtal; (g) tL Aelmel and to pnVuUpe; 3to TEAOG. yivovtal ol poabntég dnuioupyol
pUnvupatog oxedalovrag to S1KO Toug Kouti SnunTplakwy Kot dnuloupywvtag to StadnULoTiko
Bivteo.

B. Eva amd autd ta XpnuatodotoUpeva amo TNV KUBEpvnNon MPOypAUATO LE OKOTIO TNV
EVOWUATWON OTO YAWOOLKO pAabnua Tou ypappatiopoU ota péoa, €ival to Project SMARTArt
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(Students using Media, Art, Reading, and Technology)! otnv MpwtoBdButa Eknaidsuon tou Los
Angeles. Juppeteiyav 850 pabntég, 25 daokalol kat 10 kaAAtéxves/ekmaldeuTég, oL omolol
EPYAOTNKAV YylO TPlOL €T O€ TECOEPL TEPLOXEG: TpocPaon otnv mAnpodopia (kavotnta
OUA\OYAG KOl Katovonong tng xpnowung mAnpodopiag), avaiuon mAnpodopiag (kavotnta
g€€taong TG Hopdng Tou punvupartog, tng doung, tng akoloubiag), afloAdynon mAnpodopiag
(lKavoTNTA CUCXETIONG TOU MNVUMATOC ME TNV TPOCWTKY €UMELpia kat Slamiotwong av to
UAVUHa elval akplBEg kal oAokAnpwiévo) kat Snuioupyia mAnpodopiag (kavotnta xprnong
AGYOU, NXWV Kal ELKOVWV YLO VO ETILKOWWVNOELG TIG LOEEC KAl XPNOELG TNG TEXVoAoyiag, yia va
polpootelc Tig 16€e¢ oou pe AAAoug). MNa tnv mMpwtn TEPLOXN, oL oulntrnoelg yupw armno
TIPOOWTILKEG EUTIELPLEC TwV paBNTwy, n dnuloupyla «xaptwv oKEYNG» KalL n ouyypodn
napoypAddpwy OXETIKA HE TNV TOKopopdia Twv PECWY amoTeAoUV Ta TPWTA PBruata
npoéoBaong otnv mAnpodopia. Ta emopeva Brpata EUTAEKOUV TOUG LaBNTEC OTNV avaAuoh Twv
UNVULATWV Kol otnv afloAdynon tng popdng Kal tou vonuatoc. ¥ auti tn ¢éadaon mailet
ONUAVTLKO pOAo éva MAALOL0 Ao TIEVTE EpWTHOELG-KAELSLA,? OL OTtoleC uTtooTNPIlouV TNV KPLTIKA
okéPn otn Stadkaoia anokwdikomoinong Twv pnvuuatwy. To mpoypappa oAokAnpwvotav
KAOe €TOC LE TNV TTApOywWYI) OO TOUC LoONTEG EVOC OUVTOUOU KIvoUEVOU ypadikou (animated
public service announcement), pe To omolo enikowvwvouoay To §1KO TOUG URVUUA yla To B€ua
Tou eiyav eneepyaotel, m.x. n Bila kot n poAndn tng (Kellner & Share, 2007).

‘EdnBoL

o. 2to Open Youth Networks, éva KalvoTtOUO TPOYPOUUA YPOUUOTIOUOU TWV UECWV LE
anodékteg véouc oto Columbia College tou Chicago, n dnuoupyia tou YouthLab?® anotelet éva
Tétolo Selypa moadaywylkol mAaloiou, Omou véolL avBpwmol SLadopeTIKAG €OVIKNAG Kot
KOLVWVLKNG TIPOEAEUCNG UTTOPOUV VA XPNOLULOTIOL 00UV T EPYAAELQ TWV KCUUPETOXLKWY HECWV»
(lotoAdyia, wikis, kowwvikr diktuwon KAL), yla va cuvdeBouv Kal va dpaotnplomnotnboulv oe
KOLWVWVLKO KoL TIOALTIKO emtinedo. Etol, €ikool cuvoAlkd édpnpol (16-18 etwv) amnd to Chicago kat
Ta vnold Barbados evemAdknoav o€ évav Stadiktuako SLAAoyo yla Tov patolopo, TG Slakploelg,
TNV aviooTNTA Kal TN HeTavaotevon. Elbikotepa, ol matdaywyLlkEG TPAKTIKEG TTOU EPapUOOTNKAV
o TouG ekTALOeVUTEG NTav oL €€AG: (a) Alatumwon evog epwWTAMATOC Tou Ba 08nynoeL Toug
pnobntég oe €peuva, oe Sldloyo kal Ba mupodotnoel véa epwtnuata, (B) Sieaywyn
EPUNVEVUTIKWV oUINTNOEWV OXETIKA e PBivieo mou ol dlotl dnuiloupyolv Kol avaptolVv OTo
LotoAoylo, (y) dnuioupyia Bivteo pe Ta omoia vo AMOAVIOUV OE €PWTNOELS TIPONYOUUEVWV
Bwreookomnoewy, (6) Ste€aywyn SLASIKTUOKWY CUVOUIALWY, WOTE VA AvaTUEOUV OLKELOTNTA,
(¢) 6nuwoupylkny ouvepyaoia péow Ynodlakwv edapuoywv Slapoipaong kol avapelEng
TLEPLEXOUEVOU, (OT) SLAKPLTLIKA UTIOXWPNON TOU EKTMOLSEUTLKOU KAl TtapoXwpnon MpwItoBoulAlwv
OTOUC¢ HaBnTég ywa tn Sapopdwon 10co NG S80KTIKAG UANG 600 kat tng SidackaAiag
(ouM\oyikn avtaAdayn TAnpodoplwy, dnuloupyla oMo Kowou TwV CUVEDWV-ETIKETWV (tag
clouds), mou AsltoupyoUV W UTIEPOUVOEGHOL yLa AlOTEC e OXETIKEC LoTooeAiSeG) (Tyner, 2009).

1 BA. http://www.medialit.org/sites/default/files/SmartArt_casestudy.pdf
2 Five Key Questions in the CML MediaLit Kit™

BA. http://www.medialit.org/sites/default/files/14A_CCKQposter.pdf

3 http://youthlab.net
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B. Epdaon otn Snuioupyia twv véwv pécwv Sivetal ota mpoypaupata Educational Video
Center (EVC)* otn Néa Yopkn kat REACH LA®> oto Los Angeles. Mpokettat yla e§woXoAKoUg
EKTIALSEVUTIKOUG OPYAVIOUOUG TIoU SLOKNPUOOOUV WG OKOTO TNG A£wtoupylag Toug Ttnv
EKTIALOEVON TWV VEWV WE TNV EVOWUATWON TWV VEWV TEXVOAOYLWVY, WOTE QUTOL va UImopouv va
BeAtlwoouv tn {wn TOUG KOL YEVIKOTEPA TIG ouvOnkeg Slafilwong otig KowotnTtéG toug. Ot
ekmaldeuTég Sivouv tn Suvatotnta 0Toug VEOUE avBpwmoug va eUMAAKOUV 0 SpaoTNPLOTNTEG
napaywyng Bivteo, omou ekppAalouv T MPOCWTIILKEG AVNOUXLEG TOUG Kal SnUloupyouV Ta Sika
TOUG &€VAAAKTIKA pEoca ME €VIOVO TO OTolelo tnGg apdofritnong twv Kuplapxwv
ovanapaotacswyv. Acokouvtat 6nAadn otnv mapaywyn Pivieo, otnv KwoUPEVn EKOVA
(animation), otic Ynolakég popdég téxvng (digital arts), otn Snuoupyla kat Statripnon
lotooeAibwy, otnv etola €kdoon €evog veavikoU TepLodikol, OSoulevovtag oe Béuata-
npoBAAuaTa TIOU avTeTwnilouv otnv KaBnuepwotnta toug, m.x. HIV/AIDS, opodopia,
PATOLOUOG, aoTuVOouLKNA Bla, Avioeg eukalpleg ekmaibeuong, UMOTUTIWOELG CUVONKEG OTEYOONG
(Kellner & Share, 2007).

y. H 818akTikn mpotaon KPLTkoU YPAUUATIONOU ota péoa amnod tov Trier (2006) adopd otnv
Kwnuotoypadkry towio Network,® mou amotehel mAéov piot  Swaxpovikr) avdayAudn
ovamapAoTacn Tou KOopou Twv MME. Ot pabntég eoTlalouv 08 CUYKEKPLUEVEC OKNVEG KL OTO
OUVOAO TNG TOLVLOG, YLO VOL KAVOUV GUOXETIOELG E TN CUYXPOVH TOUG LLVTLAKN TIPAYUOTIKOTNTA,
LY. Ta SeAtia eldrjoswv N ta reality shows. MpLv, 6w, TpoBouv otn 81K TOUG KPLTIKN avaAuon,
XPELAETAL VO EVNUEPWOOUV YLO TOV AVTIKTUTIO TTIOU £IXE N TAVia 0TOUG BeaTEC, OTav TPoBAROnKe
npwtn ¢opd, aAAA KAl OTIG EMOUEVEC VEVIEC TWV Beatwv HEXPL onuepa. H didaktiki mpdtaon
nephapBavel Aoutov T Slepelvnon oMo TOu¢ HABNTEC Twv KPkwv Ttou 1976 —
QmoSOKIMAOTIKWY, TIou Bewpolv T0 PUA\L UTtEPPBOAIKO WC TPog To Béua TG SUvaAUNG TNG
TNAeopaONG, KOL EMLOOKLLOOTIKWY, TTOU BEwpPoUV To PAU TTPOPNTIKO— KOL TWV TILO CUYXPOVWVY
KPLTIKWV —€lTe e Tn popdn oxoAiwv otnv LotooeAida Internet Movie Data Base, ite pe tn popodn
apBpwv oTOV EVIUTIO KOl NAEKTPOVLKO TUTIO.

6. Mia 8udaktikn mpaktTikr) cuvdeong TNG AAiknG KOUATOUPAC e TN AoyoTexVia KaTaBETEL
n Hobbs (1998). Katd tnv edpapuoyn NG MPAKTLKAG Ol HaBNTEC MPEMEL va OUYKpivouv €va
EMELOOBL0 TNG TNAEOTTIKNG OELPAG The Simpsons e EMAEYUEVA QMOCTIACUATA ATtO AOYOTEXVLKA
€pya Tou apeplkavou cuyypadéa Mark Twain wg tpog TNV KOWWVLIKN KPLTIKA TIou ekdpalouv. OL
Opaotnplotnteg apyilouv pe tn Snuioupyia piag Alotag mAnpodoplwy yla To EEWKELUEVIKO
TIAQLOLO TNG TNAEOTITIKAG OELPAG, TO KELUEVLKO €L60G KOLL TO TIEPLEXOEVO, OTN CUVEXELA N OWWVAAUCN
TOU OUYKEKPLUEVOU emelcodiou 0TLATETOL OTNV QVIXVEUOHN KOL OTOV GXOALAOUO TWV OTOXWV TWV
XLOULOPLOTIKWY OTLYULOTUTIWY, EVW OPYOTEPA OL LAONTEG TTPOXWPOUV TIEPA ATIO TO CUYKEKPLUEVO
EMELOOB1l0 OTn Yevikotepn Pploocodia tng oelpdc, yla va Bpouv Kool AEOVEG KOWVWVLKAG
OATIPAC OE TMEPLOOOTEPA eMeLCOSIA culnTwvTag Kol ypAadoviag omavinoel o uia oelpd
EPWTNOEWV KPLTIKAG pUONG: «[Tolog ival 0 OKOTTOC TOU CUyypaPEe;», «llolog kepSilel xpiuata
QIO QUTO TO UNVUUA Kol TTWG YIVETaL N ouvaAdayn;», «[lolo¢ Tpomo¢ {wnc Kot ToLe aélec yio tnv
avIpwrivn @UOonN Kol THV KOWVWVIX OVTITPOOWITEUOVTOL OE QUTO TO KEI(UEVO;», «Me moloug

4+ www.evc.org/about

5 http://webset.reach.la/about-us/

6 Network (1976). Zknvo0B£tng: S. Lumet. Zevaploypag@og: P. Chayefsky. [Tapaywyr): Metro
Goldwyn Mayer.
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TPOTOUG Elval PeAALOTIKO 1) UN PEAALOTIKO TO UNVUUQ,», «ME TTOLEC TEXVIKEG TTPOOEAKUETAL N
TIPOCOX) TOU armoSEKTN; », «[loLa yvwaon EKTOC KEWUEVOU o€ BonvnNoe va KATAVONOELC TO UAVUUQ;»,
«Me moLa LOTOoPLKA, TTOALTIKA 1] KOLVWVIKA YEYOVOTA CUVOEETAL TO UNVUUA,», «[TOLEC TPOOWITIKES
nienoldnoeLg Tou ouyypapea aviyvevovral yla ta {ntriuata nou diyovrat oto keiuevo;» (Hobbs,
1998, o. 50). 2tn &eltepn $paon Twv dpAcTNPLOTATWY Ol HaBNTEG akoAouBouv tnv dla
Sladikacio (EEWKELUEVIKEG Kal KELUEVLKEG TANPodOpLeg, OTOXOL OATIPAG KoL EPWTIOELG KPLTIKAG
avAaAuong) Kata TNV avaAuon TWV ATOCTIACUATWY amnod Ta ypantd keipeva tov M. Twain. Méoa
amnod T oUYKPLON TWV AMOTEAECUATWY TNG AVAAUONG TOU TNAEOTITLKOU TPOYPAUMUATOC KAl TWV
AOYOTEXVIKWV XWPLWV TIPOKUTITOUV OPKETA KOWVA OnUeior kol ol paBntég kaAouvtal va
oulntroouv ylati cuppaivel auto, KAVOVTAC OVAYKAOTIKA CUVOEDELC LLE TNV OLKOVOLLKK), TIOALTIKN
KOlL KOLWVWVLKA LoTopia Tou mapovtog kat Tou 19% awwva, étav £lnos o Twain.

€. Yrmokelpgeva ¢ TETpAETOU €peuvag tou O’Brien (2001) oxetikd Hpe TIC SUOKOALEC
YPOUUATIOMOU TwV €RPwv NTAV Ol XAPOKTNPLOUEVOL WG AVEMAPKEIC YPUUUATIOUOU UXTNTEC
(“at risk” i “struggling” readers) tou Jefferson High School (HMA). Zuykekpluéva, cuvePYAOTNKOAV
oe éva ox€SL0 epyaociag, otoxog Tou omoiou ntav va deifouv nwc ta péoa anewkovilouv tn Bla
mou ennpealetl toug eprifouc. Metafl aAlwv, avadépbnkav otn duvaun Stadodpwv elKOVWVY
TIAVW OTN CUUTEPLHOPA TWV VEWV KAl 0T CUVEXELA aglomoinoayv TolkiAa péaa, OTwE TO OTTTLKA
mapadelylaTd Toug, KA NXOU, YPATITA KEIPEVA, WOTE VAl SNULOUPYCOUV VIOKLUAVIER, Yla va
0LOKNOOUV KPLTIKH OTOV TUTO, TL.X. 0TN SnUOcLoypadLKr QTIELKOVION TOU VIOUETOU KLVOUUEVWV
oxeblwv tou MTV Beavis kat Butt-Head i oe GAAeg SnUOGIAEIC TOLVIEG KOL LOUOLKN.

ot. Exovtag TNV nemnoibnaon OTL 0 KPLTLKOG YPOAUMOTIOUOG OTa PETA EVIOXUEL T duvatotnta
TIou €XeL n dnuootla ekmaidevon va PeETaoyNUATIOEL TNV Kowwvia, o Orlowski (2006) d16aokel
yla 18 xpovia TNV KPLTIKA TIPOCEYYLON TNG NYEUOVLIKAG AELTOUPYLOG TWV HECWVY TTOU OVHKOUV O€
€TALPIKOUC OMiAoug (corporate media). Zto emimedo tou Aukelou KAvel xpron Tn¢ PBaoikng
Suyotopiag Tou KOWWVLKOU KOl OLKOVOMLKOU aflokoU CUCTAMOTOC, Kataypadoviag oe évav
Tiivaka To ¢dopa Twv cuvtnpntikwy, GAeAelBepwv kal prloomaotikwy Bécewv ya dladopa
KOLVWVLKA Kall olkovopkad B€pata. H Alota aflomoleital kdBe popd mou ot pabnteg dtafalouv
dnuooloypadikd apbpa £€10L, wote va TomoBetolv oto KATAAANAO onueio tou GACUATOC
kaBepla Bon mou ekdpdletal and €va dtopo [ uia opdda. Ta apbpa mpoépyovtal amnod
epnuepideg mou avAkouv o€ opiloug N amd eVOANAKTIKEG TnyEG TAnpodopnong —ot
TIEPLOCOTEPEC ATO TIG TEAEUTALEG BplokovTal oTo AladikTuo— Kal TPEMEL va avadEpovTal o€ Eva
KOWVWVLKO B€pa (PuAn, taén, Kowwvikd duAo, ce€ovaAikotnta) r o€ évav MOAepo. OL pabntég
eTAEYOULV ApBpa o€ tapopola Bpata (Y. OL OLOOTIOVOLAKEG EKAOYEG 1 N QLLEPLKAVLKH TIOALTLKN
otn Méon AvatoAn) kot amd T dUo Katnyopileg mnywv Slakpivovtag TG UmoBOCKOUOES
1deoAoyieg Toug. AvalUouv Tig tpokataAfPELG Kal YEVIKOTEPQ TNV LOeoAoyia Twv dpBpwv, yla va
beléouv moleg opadeg wdelovvral kat oLleg Inuwvovtal ano tn dedopévn omtikn. OLTNYEG TNG
S1600KaAL0G TOU KPLTIKOU YPAUHUATIOHOU 0T LECO EUTTAOUTI{OVTAL E KLVNUATOYPAPLKEC TALVIES
KOl OMLALEG TIPOOKEKANUEVWV OMANTWVY HUE OVTLKPOUOUEVEG AMOYELS O EMIKALPA KOLVWVLIKA
B£para.

EviAwot (Dortntég - Ntuxtouxot unoPridrotl ekmatdeutikoi - Ev evepyeia eknmatdsutikol)

O. € TOVEMLOTNULAKO eminedo pe amodéktec doutntég, o Daniels (2012) &idage To
El0AYWYLIKO HABNuo otnv TPk Kowwvioloyia oto Hunter College tng Néag Yopkng
EVOWMUOTWVOVTOG OTLG SIOOKTIKEG LEBOSOUC TOU TN XPrON VIOKLUAVTIEP KAl CUYXPOVWC EPEVVNOE
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TNV AMOTEAECUATIKOTNTO QUTHE TNG TPAKTIKAG OTNV KPLTIKA avVAyvWwor. H TpaKTikr Tou amoteAel
€vav ouvOUOOUO aVAYVWONG YPOTTWY ETLOTNHUOVIKWY ApBpwV Kol avAyvVWong VIOKLULAVIEP
OXETIKA PE BAOIKEG EVVOLEG TOU HaBNUATOC, OTIWG Ol PUAETIKEG SLOKPLOELG, O EBVOKEVTPLOUOG, N
aviootnTa Twv GUAwv, n Bpnokeia KoL n OLKOYEVELD, KOL TIWE AUTEG ETULEPOUV OTNV LATPLKA NOLKN
KalL TtpAgn.

Hammer (2006) uAonoinoe pia oelpd padnuatwyv oto University of California, Los Angeles
(UCLA), pe otoxo ol poltnTéC TNG va avamtuéouv ToV KPLTIKO YPOUUATIONO ota péca. To
BewpnTikd HEPOC TEPNAUPBAVEL UTIOXPEWTLK HUEAETN TIPOETUAEYUEVNG  ETILOTNUOVIKAG
BBAloypadiag, Taflvounuévng os TEcoEPLS TOUELS: (a) BaolkéC BewPNTIKEC EVVOLEC TOU KPLTLKOU
YPOUUATIOMOU OTa HECO KOL TWV TIOALTLOTIKWY oTtoudwy, (B) To Kivnua tou Kivnuoatoypadlkol
PEOALOUOU Kol €KMpOCwWIOL Tou, (Y) TEXVIKEG Mopaywyns péowv, (6) dtadopa Béuata twv
PUNdLaKWY YPOUUATIOMWY KOL TWV TIOALTLOTIKWY omoudwv. MapdAAnAa mpog tn BewpnTikn
KOTAPTLON Ol POLTNTEG, XWPLOUEVOL O€ OpAdEeC, opeilouv va epyactouv os €va oxeSLo (project)
OTO omolo, Xpnolpomnolwvtag ta MoAupéca (Snuoupyla Bivieo, lotooeAidag, meplodikou (zine),
napouaoiaong), 6a avaAlouv KAt emAoyn TIG OVATTAPAOTACELS TOU KOWWVIKOU ¢UAou, Tou
DUAETIKOU pATOLOMOU, TOU TallopoU 1) Tou opodofLopol oe S1adopeg UIVTIOKES GOpUEeC. Kata
NV €KMOVNON TWV OMOSIKWY EPYOCLWV Ol HOLTNTEC CUUUETEXOUV OUYXPOVWG OE TIPAKTLKEC
OOKNOELG OXETIKA HE PaolkéG texvikéc ANPng (camera techniques), mivaka eflotopnong
(storyboard), emefepyaoia (editing), Snuiovpyia otooeAidag. Ta eupAuata, N availuon Kal to
ouumEepaopata Tou project pall pe to UALKO amod tnv emotnuovikn BiBAoypadia, Tic SLaAEEELG
Kol TLG TpoPBOoAEC SladOpwv HECWV KATA TN SLAPKELX TWV HOONUATWY TIPEMEL VO CUUTEPIAAPEL O
KAOe poltnTg o pia TEAIKN ATOWULKA YPATTH €pyaaia.

y. H €peuva plog opddag mMavemMOTNUIAKWY KOONyNTWY YPOUUATIONOU £0TIACTNKE OF
Swdeka mpoypappata ou ansvBuvovtal og untoPripLoug ekmaldeuTIKOUG TNG AsutepofaduLag
Eknaidevong (McGrail, Sachs, Many, Myrick, & Sackor, 2011). Ot npaktikég StdaokaAiag Twv
VEWV YPAUUATIOMWY ETUKEVIPpWVOVTAL 0TV €Ttadn Ue Ta VEa 16N KEWEVWY, WOTE va epmedwOel
oo Toug ekmadeuopevoug n Slepuveon NG Evvolag Tou ypappatiopol. NapdAAnAa, n KpLTkA
Sldotaon Twv VEWV YPOUUOTIOUWY avayvwpLlleTal oe motdaywylkeG TTPAKTIKEG TTou Sivouv Tnv
guKalpla oTouG eKMALOEVOPEVOUC VOL OVAAOYLOTOUV TLG KOLWVWVLKEG TIPOKTIKECG TIOW Ao TO VEQ
€ldn kelpevwv, tomobetwvtag €tol TNV TEXVOAOYLA OTO EUPUTEPO KOLWVWVIKO KOL OLKOVOWLKO
oupdpalopevo. EWdikotepa, n €peuva oto Aladiktuo kal n xpron Twv epyaAeiwv tng Google
ETUTPEMMOUV TNV QVATTUEN KPLTIKNAG OTLG LoTOOEALSEC, Tl LoTOAOYL, ol Sladlktuakol xwpot
oulnTtNoEwV KoL Ol NAEKTPOVIKOL TIVOKEC QVOKOWWOEWV amoteAolv media ouAloykoU-
OUVEPYOTLKOU QVOOTOXOOMOU TIAVW OF QVOYVWOTIKEG EUMELpleG, N PBvteookomnon Mg
SbaokaAiag ) pLog mapouciaong MapéXeL TN dSuvatoTNTA KPLTIKAG TWV BETIKWVY KOl apvNTIKWV
onUelwv, Ta AOYLOULKA GUVLOTOUV QVTLKELMEVA KPLTIKNAC WG TIPOG TOV EKTTALOEUTIKO POAO TOUG, TA
Kelpeva AaikAG KOUATOUPOG (TALVIEG, KOULKG, TUTIOC, LOUGLKH, KOAGT KATL.) XpNOLUOTIOLOUVTOL YLa
N S16aoKaAla TNG TTOAUTPOTILKOTNTAC KOL OTTOTEAOUV EVOAAOKTLKA KELUEVO KPLTLKAG OVAYVWONC.

8. ZTNV KPLTLKN avAyVWon TWV ULVTLOKWVY KELLEVWY ECTLALETOL KOLL TO TIPOYPA O YAWGOLKNAG
eknaidevong tou University of Minnesota, to omoio ameuBuvetalL oe mTuxLOUXOUG TOU
Slekdkouv B€oelg kaBnyntwv TN YAwooag otn AsutepoBaduta Eknaidevon (Doering, Beach, &
O' Brien, 2007). Mia POKTLKA KPLTLKAG AVAAUONG ELXE WG OVTLIKELUEVO TLC ELKOVEG TWV HECWV KOl
ta Bivteo. ApoU oL ekmaldeudpevol evnuepwOnKkav BewpnTIKA yla TNV KPLTKA OVAAUON TNC
OUVOEONC TWV EKOVWV KOl TWV TEXVIKWV PBLVTEOOKOMNONG HECO QMO TIOWKIAEG OTTIKEC
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(onuewwTIKA, LaPELOTIKN, PEULVIOTIKN, LETOUOVTEPVA, KPLTLKA avaAucon Adyou), epdpuocay TiG
YVWOELG TOUG O€ OKNVEG Ao Talvieg meplypadovtag nmwe ol SLAPopeg TEXVIKEG (TT.X. OEvApPLO,
ywvia TG KAUEPAG, KOVTLVO TTAAVO, HECO TIAAVO, YEVIKO TIAAVO, KIVAOELG TNG KAUEPAG, TEXVLKEC
dWTLOPOU Kal AXOU) avamapLoTOUV TO VONUQ, TG OXECELG TWV XOPOKTAPWY, TV adnynUoTKN
€€ENEN. Ze AAAn Spaotnplotnta dnuloupynoav KoAal amd ewkoveg tng Google 1 Yahoo,
TIPOKELEVOU VO E€PEUVIHOOLV TWG TO MECOH OVATIAPLOTOUV OpLopéva BEuata, TuX. TOUG
EKTIALSEVUTIKOUG, TOUG AVOPEG KAL TLG YUVALKEG, TOUG PBoUG KAl TOUG NAKLWUEVOUG, TOV EpWTA,
To €ykKAnua KATL. ‘H dnulolpynocov TOPOUGCLACEL] UE ELKOVEG ATO TALVIEG KAl TNAEOTITKA
TIPOYPAULOTO TIOU aVTAVAKAOUOAV OTEPEOTUTILKOUC POAOUC, OKNVLKA, AOYOUG, XaPOKTNPLOTIKA
LOTOPLWV. ME 0TOXO0 TIAAL TNV KPLTLIKA OVAYVWON TWV ULVTLAKWY ELKOVWVY KOL CUYKEKPLUEVA TIOLEG
elval oL SNUOOLEC OTELKOVIOELG —OUXVA OTEPEOTUTIKEC— TWV TOTIKWYV TAUTOTHTWY, CUYKEVTPWOOV
TLOAUTPOTILKO UALKO OXETIKO Ue pia ToAtteia tou ApepikavikoU NOToU: €LKOVEG, XAPTEG, Apbpa,
OUVEVTEVEELG, EpWTNUATOAOYLA, KlvnuoTtoypodlki Towia, TNAEOMTIKO oiplal, Blvteookomnnon
TIOU TIpaypatomnoinoav ot idlot otnv meploxr. MaAlota, n BvteookoOmnon avedeLEe TNV OMTIKN
TWV Katolkwv, o€ molo Babuo dnAadn amodéxovtal 1 amoppinmrouv T BE0elC Twv GAAWY
QMEVAVTL TOUG. AKOUN, TIPOKELUEVOU VO KATAVONOOUV TIEPOLTEPW TNV OTMTIKI) PNTOPLKH TwV
HEOWV, OL EKTIALOEUOEVOL EPEUVNOAV PE ULIKPNG EKTAONG EBVOYPOdLKEG EPEVVEC TTWG TO VONUA
TWV HULVTIOKWY KELLEVWV €€QPTATAL QMO TNV TPOCWIILKA avianokplon tou &éktn. EE€taocav,
SnAadn, MwWE ATopa OO TOV OTEVO OLKOYEVELAKO KOl KOWVWVLKO TOUG Mepiyupo Kataokeudalouv
TO VONUA KELHEVWY OTIWG LOTOCEALSEC KOWVWVLIKNC SIKTUWONC, LotooeAibeg didwv (fan websites).
EKTOC amo aVvTIKEIPEVO KPLTIKNG avaAuaong, n TexvVoAloyio XpnolpomolOnke w¢ HECO KPLTIKAG
ouyypadnc. Ou ekmadeuvdpevol SnAadny dnulovpynocav TPOCWTIKA LOTOAOYL, OTou
dnuoocieuoav TG avaAUOELG TOUG HE EVOWUATWON TIOAUPECWV (eLKOVES Kal video clips), kal éva
wikibook tng td€ng, 6mou cuvepydotnkay yLa tn cuyypadr EVOTATWY OXETIKWVY e tn StdaokaAia
TOU YPOUUOTIONOU OTa HECQL.

€. To City Voices, City Visions eival pia ekmadeutiki mpwtofoulia tou Graduate School of
Education oto Buffalo University ywa tnv emuopdwon kabnyntwv Asutepofabuiag
Eknaibevong. ¥’ autd to mAaiolo n Miller (2007) avémtuée €éva mpoypappa HABNUATWY UE
anodékteg 95 kaBnyNnTéG TG ayyALKNG/UNTPLKNAG YAWOOoAC, TO OMolo £0TLAIETAL OTI XPrOELG
OUYKEKPLUEVWV KELPEVIKWYV 0wV PndLakol Bivteo wg epyaleio ekudbnong ypapuatiopol. Me
Baoikn maldaywylkn TPAKTIK tn olvBeon Ynolakwv PBivteo, ol KABNYNTEG EVEMAAKNCOV O€
S1adOpPEC ATOWULKEG KOLL CUVEPYATLKEG SPAOTNPLOTNTEG, TTOU £V WG TEALKA TPolovTa OAoEva Katl
TUO TEPLTTAOKOL KELUEVLKA €16N [1.x. Blvteo moinong Baclopéva otn yvwon Twv PouoIkwy Bivieo,
avtidladnuioselg (uncommercials), OmMou €mMAVOXPNOLUOTOLOUVTOV  KOL  OVOULYVUOVTOV
OTPATNYLKEG OTITIKAG KAl YAWOOLKAG TELBOUG, yla va «touAfjoouv» pia StadopeTiki €vvola amno
™V apxLkn, trailers yla tnv nmpowOnon cuVIOUWV LOTOPLWV KATL.].

ot. OL 6paoTnNPLOTNTEC TTOU OXESLAOTNKAV Yyl TO HABnua KowvwvioAoyia tng Eknaibsuonc
O£ €va aVeMLoTH Lo tou Ohio amo tov kaBnynti-epeuvntr Carr (2009) otdxevav va ekBEcouv
TOUC PETAMTUXLAKOUG POLTNTEC-EKTIALOEUTIKOUG O€ IO KPLTIKI TTaLSaywyLKn TIPOCEyyLon Tou va
OUMBAAAEL OTNV KATAVONon TWV UECWV, €0IKA O OXEon HUE TNV ekmaidevon (Mwc ta péoa
emdpolv otn didaokalia kal otn pabnon), Kat Kupiwg tn OepeAwdn ox€on Toucg HE TN
dnuokpatia kot TV g€ouaoia. H kUpLa ekmatdeutikn Spaotnplotnta NTav éva oxedlo epyaciag
Omou ol PoLTNTEC, £(TE KATA HOVAC EITE O£ ULKPEC OUASEG, TTapakoAouBoloav, Katéypadav Kot
avéluayv Touhdylotov SU0 PEaa EVTUTING I NAEKTPOVLKNAC EVNUEPWONG yLa it eBSopada. Emperme
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vVal OVIXVEVOOUV TL AEYETAL, TIWG, OO TIOLOV, TIOTE KOL OE TOLO €KTAON, Ylot VO SLOTUTIWOOUV
KABNUEPLIVEG AVOAUOELG TIOU OTN CUVEXELO EVOWUATWVAV O LA TIEPLEKTLKA GUVOALKN avAAuon
WG TEALKO TPOoidV Tou oxediou epyaociag. MPoKeLEVOU oL POLTNTEC VA TIPOETOLLAOTOUV YLO QUTH
™ dpaoctnplotnTa, Mponyouvtav U0 MPOMAPACKEUNOTIKEG SpAcTNPLOTNTEG AVAAUCNG LECWV
oe Bépata KOWWVIKWV Slakplioswv. MNa TNV KPLTKA avaAuon Twv HECWV OE OAEC TIG
SpacTNPLOTNTEG XpNOLUOTIONONKAV TIEVTE TEXVIKEG: (a) avaAuon ue Baon mapayovtec (VOULKO,
OLKOVOWULKO, TIOALTIKO, KOWWVLIKO, ekMaldeuTIKO K.ATL), (B) avaAuon ue Baon ta evéiapepousva
UEPN, OTIOU ETUSLWKETAL va katavonBouv ta B€épata and tnv ontiki Sltadopwv opdadwy, Y.
HELOVOTNTEG, (V) tbeoAoyikn avaduon, (8) avaduon ue Baon tic mpokataAnyelg, () avaAvon ue
Baon TIC OYEOELC LOYUOG.

{. Zto Pennsylvania State University mrtuxlouxot kaBnyntég tng AeutepoBadutag
Eknaidevong 1 ekmatdeutég evnAikwv pundnkav otn dtdaokaAia Tou KPLTIKOU YPOUUATIOUOU
ota péoa gotialovrag otnv avaiuvon dtadopwv popdwv AaikAG KOUATOUPAC, TIPOKELUEVOU VA
YIVEL avTIANTITO MW OL KOWWVLKEG OXECELG —TO KOWWVIKO ¢UAO, n ¢duln, n €6vikotnTa, N
KOLWVWVLKN TAEN, 0 0e€ouaAlkdg mpooavatoAlopoc— Baoilovtal oe Souég loxvoc (Stuckey & Kring,
2007). OL ekmadeudpeVOL EMPETE VoL AVAAUCOUV dia ayamnuévn towia mou eixav SeL oto
TapeABOV Kal 0T CUVEXELX pia Talvia TIPOTEWVOUEVN OO TOUC EKTTALOEUTEG ETUAEYOVTOG TNV
OTTTLKNA ywvia avaAuonc. Na tnv KPLTIKN TTPOCEYYLoN A&LOTIOLOUVTAV OL KIVNUOTOYPADLKES TITUXEC
(m.x. oL KWWAOELS TNC KAMEPOG, n oknvoBeoia), ol Beatpkég mruxég (m.x. n nbomotia, n
oknvoypadia, n evbupatoloyia), oL AOYOTEXVIKEG TUXEC (TL.X. Ta Bepatikd potifa, n avamtuén
TWV XAPOKTNPWV, N XprHon tTwv cupPBoAwv) o Sladiktuakég i da {wong oulnTAOELS, OL OTIOLEG
OUVEBOAAQV OTNV EMEKTAON TNG ATOMLKAC TPOCEYYLONG KAL OTNV amd KOwoU €punveild Twv
OAAETTAAANAWY LEEOAOYLKWY OTPWHATWY TWV KIVNUATOYPADIKWY KELLEVWY KAl KOTA CUVETELN
otV amnod Kowou olkodounon Tng yvwone.

nN. H evowpdtwon Twv KEWEVWVY AAIKAG KOUATOUPOG OTO YAWOOLKO HABnua ATav emniong
OTO ETUKEVIPO TNG €peuvag Tou dle€nyaye n Xu (2004) oe 15 ev evepyeia ekmaldeutikolC.
MapdAAnAa pe tn Bewpntikn TPoogyylon ol ekmaldeutikol Blwoav TNV EUMELPLA KPLTIKAG
availuong &Uo Kelévwv AdiKNG KouAtoupag, €vog dnuodllolg tnAeomtikol show Tou
arneuBuvetal o madld Kal evog mou aneuvBuvetal og evnAikoug. MNa mapadelypa, oto maldikod
TIPOYPAULO OL ATELKOVIOELG BNAUKWY UTtEPNPWWYV, TIou cuvdlalav Tn XOPLTWHUEVN €EWTEPLKN
€U AvLON LE TNV AVTOXA KOL TNV LKavoTnTa, Tupoddtnoay pia avaAuon oto BEa TNG CUCXETLONG
KowwvikoU ¢dUAou kat duvaung. Emiong, evw ocupdwva pe tn dedouévn mAOKN oL utepnpwideg
€xouv SnuiloupynOel oto epyaotrplo amd Evav apoeviko dnuoupyo/kabnyntn, n umoBeon tou
npoypappatog Eavaypadtnke pe dStapopetikd Sedopéva amod Toug eKMALOEUTIKOUG.

AvaAuon

Amo TNV avaAuon Twv maldaywylkwy TTPOKTIKWY WC TTPOC TN SO, TO TEPLEXOUEVO TOUG
Kal Ta €(6n Twv pHEowv TOU Xpnolpomolouvtal dnuloupyeital €va MAALOLO0 CUYKEKPLUEVWV
XOPOAKTNPLOTIKWY EPAPUOYNG TOU KPLTIKOU YPAULOTIOHOU OTO HECOL.

‘Etol, 6oov adopd tn Soun oL MPAKTIKEC o€ OAa Ta NALKLaKA emtineda SounOnkav wg mi to
mAelotov otov afova TNG KPLTIKAG avaAluong-mapoywyng Twv MHEowv pe  Bpata
KOLWVWVIKOTIOALTIKNG dUONE TTou avadeIKVUOUV TIG OXECELG LoXVOC. QG TPOG TO TIEPLEXOLEVO TWV
TIPAKTIKWY, Ol EUMELPLEG TWV HOONTWV WC TINYEG TNG YVWONG Kal ol €VWOLEG TNG LoXVOC, TNG
KOTATIEONC KOL TOU METOOXNUATIOHUOU TIOU EVUTIAPXOUV OFE OUTEC TIC EUMELPIEG OMOTEAOUV
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ONUAVTIKOUG apAyovteg Stoapopdpwong tou pabnuatog. To va SI86A0KELG oToug Habnteg va
ekppalouv TIG EUTELPLEG KATATIEEONG OE £va KOWWVIKO oUOTNUA KATATieonG lval évag Kowog
TIAPOVOUOOTHG TWV Sladpopwyv SLEAKTIKWY EHAPHOYWV TOU KPLTLKOU YPOUMOTIOMOU. QG KOO
XOPAKTNPLOTIKO OAWV TwV edpapuoywv mapatnpndnke n cuvepyatikr 6pdcn Kat oL cUINTACELG
elte 614 Lwong eite og SLASIKTUOAKOUG XWPOUGC, TIPOKELUEVOU va eTteUXOel n aAAnAemiSpaon Twv
EKTIALSEVUTIKWV KaL TWV ekMadeuoUeVWY. ETiong, wg mpog Ta £16n Twv péowv aflomolndnke pia
TOLWKIA LD HEOWV ElTE AUTA €lvaL TWV VEWV TEXVOAOYLWV ETILKOWVWVIAC E(TE TA KElPEVA TNG AATKAG
KOUATOUpaG. TOoo n emloyn Twv BepATwWY 000 KoL N Xpron TwV HECWV MIPOCAPUOCTNKAV OTLS
LKOVOTNTEC KO TLG OTTOLTAOELG TWV ATOSEKTWV.

AVOAUTIKOTEPQ, YLO TOUC UIKPOUC HABNTEC TNG TPOOXOALKAG Oywyn ¢ XpnoLomnowtnkayv ta
mapopUOla yla TN ouvelwdntomoinon TwV OTEPEOTUNMWY TWV KOWWVIKWY GUAWV EVw OTnV
npwtoBaduia ekmaidbevon ol pabntég avéluoav LotooeAideg kat Stadnuioslg kot mapiyayav
Bivteo kot Klvoupeva ypadika os Bépata mepBAANOVTOC Kol KATAVAAWONG. H KPLTIKN avaAuon
Baoiotnke o €pwTAOELC TOU adopoUV OTNV AVAYVWPELON TOU TIOUMOU TOU UNVUUATOC, OTLG
0POTEC KaL UTIOPPNTEC LOEOAOYIEC KOl OTOXOUC, OTLG OKOTILUEG OTTOCLWTTHOELG KAl 0TNV TPOcAnyn
Twv anodektwv (Flores-Koulish, Deal, Losinger, McCarthy, & Rosebrugh, 2011; Kellner & Share,
2007). Ot €dpnPot, amnd tnv aAAn, evenhdknoav o Béuata mou adopouv otnv KabnuepvoTnTA
Toug Kal ayyilouv TNV PuxoolvOeor Toug, OMwCE ol GUAETIKEG SLAKPLOELG (OTNV QUEPLKAVLKNA
ToAUTIOALTLIOMLKA Kowwvia), n Bia oe Bapog toug, n opodoPia, ot acBéveleg HIV/AIDS, o
Taflopog, n dtwyela. AvEAUCOV TNV TPAYUATEUON TwV BEUATWY O TNAEOMTIKN OELPA TIOU
OUOXETIOTNKE HPE TN AOYOTEXVIA, OE KLVNUATOYPOPLKEG TALVIEC, O BLVTEOKALTT KOl HOUGCLKA
aAumoup, oe dnuooloypadikd EviuTia Kol NAEKTpovIKA ApBpa. Kal O0g QUTEG TIG KPLTIKEG
QVAAUOELG KATIOLWY TIEPUTTWOEWV aflomolOnke €va OXNUA EPWINOCEWV OXETIKA HE TOUG
OoKOTIOUG, TLG LOEOAOYLEG KOLL TLG TEXVIKEG TWV UNVUUATWY, EVW EL8IKA O€ pia epimtwon avaiuong
dnuooloypadikwv apbpwv ol ekmaldevopevol Baociotnkav otnv LOEOAOYLKH TPLXOTOUNON
ouvtnpnTopol, ¢leAeuBeplopol kot pLlOoOTIOOTIOMOU. XTI HLOEC €K TOU OUVOAOU TwV
epapuoywv ot Epnpol ekmatdbevopevol apriyayov BiVvteo, VIOKLUAVTEP, LOTOAOYLA, animation,
akopa Kal etrioto replodiko (Kellner & Share, 2007; Trier, 2006; Tyner, 2009; Hobbs R. , 2004;
O'Brien, 2001; Orlowski, 2006). Mapouolo TEPLEXOUEVO WE TIG TIPAKTLKEG TIOU ameuBuvovtal
otou¢ edrBoug Kal mapopola PEca avaluong Kal mapaywyng mapatnpnbnkav otnv €UmAoKN
TWV PoLTNTWV OE MPOYPAUUATA KPLTIKOU YPAUUATIOMOU ota péoa. BEBala, og auto To emninedo
ouunepAndOnKe n BEwpPNTLKA KATAPTLON HECA OO TPOTEWVOUEVN ETLOTNOVLIKA BLBAloypadia
Kall N ouvtaén TEAIKWV ATOULKWYV gpyactwy afloAdynong (Daniels, 2012; Hammer, 2006). Na toug
uroPndLoug eKMALGEVTIKOUG AVTLKELMEVA TNG KPLTIKAG avaAuong NTav, EKTOC Ao TA MLVTLOKA
KelPeva, Ta eKTTALOEUTIKA AOYLOULKA, Ol SI6a0KAALEG, OL AVAYVWOTLKEG TOUG EUMELpleG. To oxNua
avaAuong og pla mepinmtwon Baociotnke oTig €€ OMTIKEC: ONUELWTLKA, LAPELOTLKN, PEULVLOTIKN,
HLETAUOVTEPVA, KPLTLKA avaAuon Adyou. AflomowiBnkav to Atadiktuo kal ta epyalsia tou Web
2.0 kal mapnxdnoav Keipeva og LOTOAOYLA, LOTOCEALSEC, forum, MOPOUCLACELG, AKOUA KOl KOAGT
kal €va auAAoyko wikibook (McGrail, Sachs, Many, Myrick, & Sackor, 2011; Doering, Beach, & O'
Brien, 2007). T€Aog, n €€olkelwon TWV €V eVEPYELD EKTIOULOEUTIKWVY LIE TOV KPLTIKO YPOUUATIONO
oTa HEoO ETUTEUXONKE KUPLWG PE AVOAUOELG LECWV EVIUTING KAl NAEKTPOVLKNC EVNUEPWONG KOl
KELEVWV AQIKNC KOUAToUpaC (TtnAsdpaon Kal Kwvnuotoypadoc), evw n mapoaywyn Pivteo
EVTOTIOTNKE HOVO o0t pla ek twv e€etalopevwv edappoywyv. Kotd tnv KPLTIKA avaluon
oavalntOnkav Kal OVIXVEUTNKAV Ol KOWWVIKOL TopAyovteg (OLKOVOULIKOG, TIOALTIKOC,

81



MULTILINGUAL ACADEMIC JOURNAL OF EDUCATION AND SOCIAL SCIENCES

Vol. 2 No. 1, 2014, E-ISSN: 2308-0876 © 2014 KWP

EKTIALOEVUTIKOG K.ATL.), Ta evlladepopeva Lepn, N L&eohoyia, oL MPOKATAANYELG KOL OL OXECELG
Loxvog (Carr, 2009; Miller, 2007; Stuckey & Kring, 2007; Xu, 2004).

Ev KatakAeidL

O YPOUUATIONOG 0T HECA avayvwplletal MAEov wG pia amo Tig Baoikég de€LOTNTEC TTOU
QIALTOUVTOL OTNV EMOXH TNG TANPOodOoPLAC. ZUYXPOVWG, YIVETOL AVTIANTTO OTL N HABnon yla Tig
texvoloyleg Tng mAnpodopiag kal Ta LEoa eMkovwviag tou 21°% alwva MPEMEL VA EOTLAOTEL 0TNV
QVATTTUEN TNG KPLTIKAG OKEPYNC TWV HaBNTWV aIEVAVTL 0TS EPOPUOYEG TWV TEXVOAOYLWV Kal OXL
T OTNV EPYAAELAKA XPHoN, TTou ATav Kuplapxn Stdaktikn avtiAnyn péxpt tn dekaetia tov 1990
(Hobbs R. , 2004). Antd tnv avaiuon twv dedopévwy g Slepelvnong TwV TALSAYWYLIKWY
TIPAKTIKWY KPLTLKOU YPOUUATIOMOU oTa Yéoa, SeSopéva ou KAAUTITOUV €va PEYAAO NALKLOKO
€UPOG, TPOEKUYPAV TA OVWTEPW XOAPAKTNPLOTIKA £dapuoyng, Ta omoio B6a pmopoucav va
tpododotricouv Kal TNV EAANVLIKN eKALOEUTIKN TIOALTIKY. ETtixelpiOnke, 6nAadn, n dnuiloupyia
HLOG HLKPAC EKTAONC «YPAUUATIKAC» TNG KPLTIKNCG SLOAKTIKAC TWV HECWV EMKOWVWVIAG amo TNV
TIPOOXOALKN) Oywyn MHEXPL KAl TNV €MUOpPWON TwV EKMALOEUTIKWY, MO YPOUMOTIKA TOU
neptAapBavel anod tn pio mMAeUPA TNV AVAAUCH TWV HECWV LECA ATIO CUYKEKPLUEVA OXH LOTO TIOU
OVLXVEUOUV TOUG Kuplapxoug Adyouc wg tpog T ¢UAr, TO KOWWVLKO GUAO, TNV KOWVWVLKNA TAEN,
TOV 0£€0UAALKO TIPOCAVATOALOUO KAl OO TNV GAAN TNV MOpaywyr TwV HECWV yLa TN Slatunwon
™C¢ evoAANaKTIKAG amoyng Kat tn Opacn mpo¢ TNV KatevBuvon NG emiteuéng vEwv
TIPAYLOTLKOTHTWV.
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Abstract

The present research was initiated with the dual aim to investigate the use of WebQuest
as a platform for designing language projects and evaluate the effectiveness of the tool in relation
to its influence on the dispositions of primary education students who read English texts online
for educational purposes.

For this reason, a WebQuest titled “Christmas without borders” was developed by the
researchers and in total 40 sixth grade students at a primary school in Thessaloniki, Greece
participated in the teaching intervention which lasted ten teaching hours.

Small scale action research was conducted employing both quantitative and qualitative
research tools with the aim to identify whether the use of webquests develops positive feelings
and dispositions concerning the on line reading of texts in the English language. More specifically,
the following data-collection instruments were used: a) questionnaires, using a three-point Likert
scale, completed by each participant before and after the teaching intervention, b) two
stimulated recalls; one immediately after the learners had read the texts on the internet in order
to collect information, and another one at the end of the project.

The data from this action research revealed that using WebQuests in combination with
teaching procedures in the foreign language classroom can be promising in having a positive
influence on the learners’ dispositions towards online reading, verifying their potential to bring
optimal outcomes and facilitate learning the target language within the framework of blended
learning.

Based on the positive results of the study, the pedagogical implications to be drawn are
that EFL teachers in primary schools should be encouraged to use WebQuest applications in their
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classrooms while the Ministry of Education should also consider promoting the use of this
instructional tool in primary education contexts.
Keywords: Webquests, Project Work, Dispositions, Reading Texts Online, Primary Education.

Ewcaywyn

Ta teleutaia xpovia, o avayvwotng KaAeital va maifel evepyd poAo otn dadikacia g
avayvwong, divovtag tn 81k tou gpunveia oto Keipevo evw MOANEG dopég Sev elval Tdo0
ONUAVTIKA N TEAEL Katavonon tou kelpévou (Calfoglou, 2004). Ztnv KABNUEPLVOTNTA UG, OTOV
StaBaloupe yia va Bpoupe Anpodopleg, KAVOUUE ETUAEKTIKA avayvwaon, Stapopdwvovtag pia
vevikn Wéa i Payxvovtag ylo tn CUYKEKPLUEVN TTAnpodopia. Emopévwe, otnv mpoaogyylon g
avayvwotlkng de€lotntag otnv ekmodeutikn Stadikaocia, odeilovpe wg ekmaltdeutikol va
ULOBETINOOUE LA AVOLYTH, EVEALKTN KAl LABNTOKEVTPLKN OTAON, £0TLA{OVTAC IEPLOCOTEPO OTN
Stadkaoia, TNV AMOTEAECUATIKOTNTA TTAPA OTNV TEAELO KATAVONON.

Jtnv Kowwvia tng mAnpodoplag n €vvola TOU EYYPOUMOTIONOU €£XEL QTIOKTOEL VEEG
Slootaoel evw n avayvwon péow Sladilktuou amattel Stapopomoinpéveg Seflotnteg oe
OUYKPLON HE TNV aVAYyVWOon EVTUTIWY KELWEVWY. O avayvwotng oto SLadikTtuo yla va KoTovor oL
TIC MAnpodopieg, xpelaleTal va €VTOTILEL TIG TILO CNUAVTILKEG TANPOodOpPleC oTa TTOAUTPOTIKA
Kelpeva, va Tig afloloyel, va Tig ouVOETEL Kat TEAOG va TG afloToLel Kat va TIG potpaletal (Leu et
al. 2011). OAeg autég oL e€loTnTeG amattouV eueALia, KPLTIKH OKEPN, AvOOTOXOOUO Kal StdBeon
yla ouvepyaoia.

H evowpdtwon tng texvoloyiag otn SibaokaAla TG avayvwoTikng Se€lotnTag €xeL
Suvatdétnta va MPowBbnoEL TNV LKAVOTNTA AMOTEAECHATIKAG OVAYVWONG KOL KPLTIKAG OKEYNG
(Boyd, 2007), umoé tnv mpoinobecon OTL oL HabNnTEG EUMAEKOVTAL O SLASLKACIEG AVOOTOXACLOU,
oulntnoswy, pEoa amo enadr Ue TOAUTPOTUKA Kal auBeVTIKA Kelpeva, cuvdEovtag Ta Kelpeva
HE TNV Tpayuatikotnta. Mavw amd oAa Ouwe, oL BOetikég otdoelg kat Slabéoelg eival
anapaitnteg mpolmobeoelg otnV Katavonon evog kelpévou (Coiro, 2012). H avutomnenoibnon, n
aioBnon tng SnUoupyLkOTNTAG LE TNV alomoinon Twv MAnPodopLwyY, N KOWWVLKH euBUVN Kal n
LkavotnTa yla cuvepyaoia eival amopaitnteg yla anoteAeopatiko dtafacpa (Guthrie et al.
2004; Popham, 2009).

TN XWPa Hag, TO KUPBePVNTIKO oTpatnylkd oxedlo yla to «Néo ZxoAeio» (Ministry of
Education, 2010) d€pvel oTO TPOOKAVLO TNV avaykolotnta yla avantuén de€lotntwy otig TNE
(Texvoloyieg Twv MANpodopLWY KAl TWV ETKOWVWVLWY) Kal QVATITUEN TG KPLTIKAG OKEY NG woTe
oL HaBNTEC va pmopouv va emAEyouV TIG KATAAANAeg mMAnpodopieg anod 1o Stadiktuo. Emiong,
kKUpLa otolxeia tou AwaBepatikol Eviaiou Mpoypdupoato¢ Zmoudwv yla TG EEVEC YAWOOEG
(lvotitouto, 2001), eival n &wa Biou, evepyntiki padnon, ta evéladépovia oxédla epyaciag
(projects) kat n dtadpaocn pe auBeVTIKEG NYES oo meplodikad, ednuepideg kat to dtadiktuo.

Qot000, 0t £€va eKMALOEUTIKO TepLBAANoV, OTav oL HaBNnTEG mpaypaTomoloUV Eva oXESLo
£pYaciog XpNOLLOTOLWVTAC TINYEC OO To SLadIKTUO, N TEPAOTLA TTOCOTNTA MANPOGOPLWV UTTOPEL
va toug pmepdePel  va Toug PpoPloel, evw oTo TEAOG UTTOPEL VO KATAVAAWGOUV TIOAU XpOvo
PAYVoVTOG Kal Vo XAoOUV TO evllapEPOV TOUG, KATaAnyovtag otnv avtlypadn- €mikOAAnon
xwplc kpitiky okéPn (Sen & Neufeld, 2006). Mo Té€tola Kataotacn Bo ATAV APVNTLKOC
napayovtag otn StdackaAia NG £€vng yAwooag Kupiwg ota matdid tou SnUotikol Kabwg
oUpdwva pe TNV ‘umoBeon ouvaloBnuatikol oiAtpou’ (Krashen, 1984) ta apvnTika
ouvaloOnuata anoteAovv eunddilo otn padnon.
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lotoegepeuvnoelg

OL LoTOEEEPEVVNOELG UITOPOUV VOl ATIOTEAECOUV £VaL EVOAAAKTLKO, UTIOOTNPLKTIKO TiEpLBAAAOV
ylo TG OXOAWKEG epyaocieg. Ta SLOAKTIKA autd epyoadeia Tepléxouv €va auBevtikd oxédlo
gpyoaoiag, To onoio oL HabnTéG MPAYUATONOLOUV XPNOLUOTOLWVTAS KEPeVa Tou Stadiktuou. Ot
HaBNTEC SlepEUVOUV O OUABEC TO BEUA TNG EPYACLOC KAL LLETATPETIOUV TIG VEEC TTANpodopieg ot
SKO TOUuG TEAKO Tpoiov. H aflomoinon Kal n METATPOTNA TwV VEWV TAnpodoplwyv O KATL
Kalvoupylo, podyel UPnAou emUMESOU VONTIKEG SLEPYACLEG KAL AVOTTTUCGCEL TNV KPLTLKI) OKEYN.

H Soun Twv LoToefepeuvnoewV amoTeAEL amo Povn NG €va SLaSIKTUaKO oxESLo Habrpatog
yla tnv Tpayuartonoinon &vog project. Ta epyoAeia autd meplEXouv pial eloaywyn, Hia
neplypadn Tou €pyou, meplypadn tng dtadikaoiag mou mpémnet va akoAouOnBel fApa-prRua, Tig
TiNYEC o€ popdrn ocuvdéopwv tou Sladiktuou, ta Baclkd onueio NG afloAdynong tOco Tou
TeEAKOU MpOoidvToCg 600 Kal TNG SLadLkaoLoG KoL TO CUUMEPOCUAL.

MePOUATIKEG HEAETEG £XOUV 00NyNnOel oe cuumepdopata mou Tovilouv tn omoudalotnTa
Twv Lotoe€epeuvioewv otn dtadikaoia tng pabnong (Dodge, 1995; Sen & Neufeld, 2006; Sox &
Rubinstein-Avila, 2009). Xtnv EAAnVIKA mpaypotikotnta, Alyeg peléteg €xouv Sie€axBel oe
TePLBAANOV SNUOTIKWV OXOAElwV O€ OXEOoN PE TNV eKUABNon TG AyyAKN ¢ YAWOOOG OL OTIOLEC
aveédeléav OTL oL LoToeEEPEVUVNOELG £XOUV TN SUVATOTNTA: A)VO UTIOKLVIOOUV XPON OTPOTNYIKWV
nabnong (Manou, 2012), B) va €vioxUOOUV HUETAYVWOTIKEG S£€LOTNTEC, SNULOUPYLIKOTNTA KOl
61aBeon yla ouvepyaoia (Liakou, 2011), y) va avamtiéouv SLAMOALTIOULK CUVELSNON oTOUC
pnoontég (Katsoulaki, 2010), §) va evioxUoouv T ECWTEPLKA KivnTpa yia pabnon (Popota, 2011).

H lotoefepeuvnon Kat to Zxedlo Epyaociog

Maipvovtag umoyn ta TOAAMAG Od€EAN TwV LOTOEEEPEUVAOEWY, OXESLAOTNKE HLa
lotoeepevvnon, oto (http://zunal.com/webquest.php?w=170227), pe titAo «XpLotouysvva
Xwplig ouvopa» (oxnua 1) yia va dtepeuvioel Tn dSuvatdtnta auvtol tou SLdakTikou epyaAeiou
va Onuwoupynoel BOetikég Slabeoelg amévavit ota  keipeva tou  Sladlktuou. Itnv
npayuatonoinon tou oxediov epyaciag (project) tng Lotoe€epelivnong ocuppeteiyav 40 madid
™¢ 2T 1a€ng dnuotikol (19 kopitola kot 21 ayopla) oe VO TUAUOTO ETEPOYEVH, ME ULKTO
eninedo YyAWOOLIKAG LKAVOTNTOG, TIOU Kupaivovtav petaly Al kat A2 ocupdwva pe to Kowo
Eupwmnaiko MAaiolo yla tig Eéveg yAwooeg (Council of Europe, 2001).

JUpudwva pe To oxXESO, Ta madld Empeme va SLOAEEOUV pLa XWPOA, VO CUYKEVTPWOOUV
TANPOdOPLEC yLa TN YLOPTH TWV XPLOTOUYEVVWY OTNV XWPa aUTA Kol va ypddouv pia cuvioun
avadopa yLa tn oxoAkn epnuepida, mou va mepLEXEL oToLXELa yLla 3 amo TI¢ 5 katnyopieg: €0ua,
Stakoounon, ¢aynto, dwpa, €uxéG. To oxédlo eixe Sldpkela 6€ka OLOAKTIKEG WPEC Kal
npayuatonolionke otnv taén kat otnv aibouvoa mAnpodopikng. OL otdxoL Tou oxediov NTav:
-va avartuxBel katavonon kat ektipnon twv SladopeTIKWY TMOALTIOUWY OTOV KOGUO, cUpdwva
LLE TOUG OTOXOUG TOU QVOAUTLKOU TIPOYPAUUOTOG
-va e€aoknBoLV oL pabntég otnv avayvwaon Keévwy oto dladiktuo
-va mpowBnbel n efaoknon O6eflotiTwv Kol oTpatnywkkwv ocov adopda Tt Olaxeipion
mAnpodopLwv amno to Stadiktuo
-va avarmtuxBouv BeTIKEG OTAOELG Kal SLOOECELG OXETIKA HE TNV avayvwaon oto dltadiktuo.
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|
' Christmas without borders |

2+ Welcome J

Welcome: Christmas without borders

Description: Through this WebQuest the students will select information about
Christmas in various countries to prepare reports in English for the school magazine.
Grade Level: 6-8

Curriculum: Foreign Language

Keywords: EFL,Christmas,reports, school magazine.

PERPN c owE

Ixnua 1. H apyikn oeAida tng Lotoeepelivnong

210 0TAdL0 posToLaciag, pEoa amo TNV ‘elcaywyn’ tTng Lotoeepelivnong, oL Labntég eixav
TNV €uUKalplo va. avaKAAECOUV TIC YVWOELS TIOU €ixav yla to B€ua, mapakoAoubwvtog £va
EL0QYWYLKO Bivteo, kal éva BIVTEO KAUT PE YyVWOTO XPLOTOUYEVVLATIKO TpayoUdt, maipvovtag
HEPOG Ot dpaoTnNPLOTNTA  KATALYLOMOU OEWV KOl MEAETWVTOC £val OXESLAYPOUHUO  HE
XPLOTOUYEWLATIKEG eKPpaoelg ota AyyAwka. Mpwv apxloel n efepelvnon oto Siadiktuo, n
eKMOLOEVTIKOG, Xpnoluomolwvtag Ttov Puvteonpofoléa mapouciace otoug HaBONTEG TNV
Lotoe€epelivnon, EMESELEE KATIOLEC OTPATNYIKEG AVAYVWONG KoL Ta TtatdLd eiyav tTnv eukatpia va
nepinynBoulv o€ Kelpeva LECW QUTOU TOU EPYAAELOU YLO VAL ATTOKTI 00UV £€0LKEIWON. 2TO OTASL0
auTO emiong oulntnBnKav ta Kpttrpla mou Ba aflohoyoutav n TeAKN epyacia, péoa amo tv
avtiotolyn oeAida ¢ otoe€epelivnong: Ta kpttipla afloAdynong, ATOV n molotnta Twv
ONUELWOEWVY, Ta SLOYPAUUATA, N CUVEPYACLA Kal N TEAKN Epyaoia.

Jtnv aibouoa tn¢ MAnpodopLkAG, oL LadnTEG epydotnkay gite o euyapla, €ite o€ OUASEG
Twv Tplwv. Adfalov to KElPEVA HEOW TWV OUVOECUWV-TINYWV TNG lotoefepelivnong Kot
KpatoloOV ONUEWWOEL o0t o¢wTtotumnuévo GuAAadlo mou mepllapfoavotav  otnv
lotoefepevvnon. H ekmadeutikog mapakoAouBbouos, Bonbolos, evBdappuve, kabBodnyoloe.
Kuplwg oOtav KAmole¢ OopAdeC €xavav TOV TPOCOVOTOAOHO Toug N &gev pmopoucav va
TIPOXWPNOOUV, TOUC UTESELYVE OTPATNYIKEC yla va ovtameééABouv ot SduokoAiec. Ot
OTPATNYLKEG QAUTEC EXOV VO KAVOUV LE TNV AVAKANGH MPOTEPWYV YVWOEWV, TNV UTIEVOUULON TOU
OUYKEKPLUEVOU OTOXOU, TNV OTITLKOTIONCN TWV MANPOdOPLWY LE ELKOVEC KoL oXESLaypAapUATA
KalL tn xprion tou dtadiktuakol Ae€Lkou.
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Ta MPpWTA KELEVA TIOU TTAPHYAYQV Ol LABNTEC XPNOLLOTIOLWVTAG TOV EMEEEPYOOTH KELUEVOU
oulntnBnkav otnv tagn, 6mou oL pabntég elyav TNV gukalpia va kavouv autodlopbwaon Kat
autoafloAoynon 6cov adopd OxL LOVOo Ta KElpeva TTou apryayayv, aAAd kat tn dtadikaoia mou
akoAouBnBnke, evtomniovtag nmpofAnuata kat culntwvrag mBaveég AVoelg. TENOG, oL pabnTtég,
adol BabuoAdynoav povol Toug TNV opdda toug pe Baon tn oeAiba tg afloAdynong tng
lotoe€epelivnong, Tmpoxwpnoav otn  Snuwoupyla TwV TEAIKWV TOUG TPOIOVIWV, ToU
dnuootevtnkav oto wiki Twv AyyAlkwv Tou oxoAeiou (oxnua 2).

M i' 25thesschool - Christmas without borders

(l - ’ @ 25thesschoolwikispaces.com/Christmas+without+borders (& ' Google (O ‘ﬁ*

B Mo quyva avayvwopE. w Zekwwvtag B0 Trrhotabnozwy B YouTube - Broadcast ... Kehuwe fpBatz oto Fa.. n LehiSodzikTeg

A MMKS HomE N NSoISE1S 1 M s IREE et Clianges I 110 ges Scliles e ION: iemiersi s I Wishal () B3 ciorcinamak |ty Wics | Help | Sign Out

The page has been updated.

¥ 25thesschool

Christmas without borders [} Edit & © € 21
Learn more about us!
Fairytales

Our magazine!!!!
Give a flower not a thorn

(Cover sheet designed by Aggeliki)

We followed the WebQuest ‘Christmas without borders’ at Grade 2
Grade 4
http-//zunal com/webquest php?w=170227 # to create this magazine. s e A
We worked in groups. We decided to find information about another Countries
country that maybe has different Christmas from us. We found out about Greece_ST1
Greece_ST2

their customs, the traditions, the food, the decorations, the different
‘Santa Clauses' and whatever else was interesting about their
Christmas. Once we found the information, we kept notes and wrote
reports on the computer. So, what you will read started this way. We are

Shakespeare-classroom theatre
New year's resolutions
Halloween

=dit navigation

happy and we hope that you will like it! Nicky

(Most of the followina files open with Open Officel
christmas in India.rtf British Christmas.odt
J Details Download 5 MB J Details Download 23 KB
Christmas in Helland.odt L Christmas in Spain and Portugal.docx §
J Details Download 27 KB _ Details Download 347 KB
L CHRISTMAS IN UK.docx Christmas in Argentina.odt
7 Details Download 264 KB Details Download 35 KB [
Christmas in New Zealand.odt Christmas in Russia.odt
J Details Download 35 KB J Details Download 20 KB
Christmas in Sweden.rtf ‘German Christmas.odt
J Details Download 2 MB J Details Download 23 KB
mexico.odt Christmas in Canada.odt
J Details Download 25 KB J Details Download 19 KB
L People in Britain put presents in christm_. L More Christmas traditions all over the w...
® | Details Download 55 KB ® | Details Download 13 KB
Christmas in Egypt B.G.N.odt Italian Christmas.odt
Details Download 2 MB J Details Download 142 KB
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christmas in brazil.odt Y
J Details Download 27 KB

m

IxAua 2. OL epyaocieg Twv pabntwv oto wiki Twv AyyAlkwv

Méoa amo 1o «KAelowo» NG Lotoefepelivnong, Tou Tepleixe video clips, ta madia
Tpayoudnoav XPLOTOUYEVVLATIKA Tpayoudla kal €dptiatav oxedlaypappota kKot {wypodleg
EUMVEVUCUEVEG QO TNV Epyacia toug (oxnua 3).

Ixnpa 3. Aldypappo o éptiagav oL podnteg

Epsuvntika EpyaAsia

MNoootikd dedopéva cuykevtpwOnKav pe BAon EpWTNUATOAOYLA TTOU CUUIANPpWONnKav amno
OAOUG TOUG CUUIETEXOVTEG, EVOL TIPLV KOL EVA 0TO TEAOG TNG EGAPUOYNG.

Molotikd dedopéva ocuykevtpwOnkav PECOW ypamtAg kataypadnis twv pabntwv oe dvo
daoelg tng Ste€aywyng tou project: Mia apéowe HETA TNV TpwTn €madh TwV HabnTwv PE Ta
Kelpeva Tou Stadiktuou Kal pia oto TEA0G OANG TG epappoyNnC. ITnNV Mpwtn dacn oL Habnteg
ovakaAleoav Kol Katéypaav TIG MPWTEG EVTUTIWOELG, TA oUVALOORUATA KoL Ta TpoBARaTO TTOU
OVTILETWITLOOV OTO VA KATAVOHOOUV Ta Keipeva Tou Stadiktiou. Itn SeUtepn avakAAeoay Kot
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Kateypadav T TEAIKEG TOUG EVTUTIWOELG Kol EEEdpacav TNV amoPr] TOUG yLa To av Toug GAVNKE
xpnown kot evlladépovoa n edappoyr kat av Ba toug evdlEédepe va enmavaldaBouv pa
avtiotolyn epyacia oto péANov.

AnoteAeopata

EumAekopevoL oTnv TEPUTETELA TNG LOToEEEPeUVNONG PBrna-Brua, ol padntég Blwoav pia
TolkAla cuvaloBnuatwv: H avaodalela kat n aywvia nov epdaviotnke otnv apxr, cuvVioua
QVTLKOTOOTABNKE amod Kavomoinon kat eveouolaopo. AKOpa amod To EL0aywylko otadlo, ot
HoONTEG ATav MPoBu oL va avteEouy TIG SUOKOALEG TN avAYVWONE TwV KEWWEVWY oTo Sladiktuo,
HLOG KOLL AUTO ATAV €va ‘SLapopeTiko’ padnua.

OL paBntég Eemépaocav TI¢ SUOKOALEC TwV auBevTIKwY AyYALKWY KELLEVWY, aloBavOnkav otL
elyav €Aeyxo auvtwv mou &udfalov kat odnyndnkav oe Betikd amoteAéopota. Me Tnv
kaBodnynon tng Lotoeepelivnong, KoBwg katavoouoav TIG VEEC TTANPOPOPIEC KATATACCOVTAG
TEC O€ KOTNYyopieg péoa oto puAAASLO Toug, ol padntég Biwvav Tnv aiobnon tng enttuyiag, pe
OTOTEAECUO VO AVATTTUOCO0UV BETIKA OTACN Kal va TIPOXwPoUV €va BrApo UPOoOoTA OTLG VEEC
nmAnpodopiec. Onwc avédpepav, aflle Tov KOO va. APLEPWCOUV XPOVO yLa VA TIETUXOUV TO OKOTIO
TOUC Kal oto péAov Ba mpoomabouoav MeEPLOCOTEPO av XPELAlOTAV va XPNOLLOTIOLO0UV TO
Stadiktuo yla mapopola epyaocia (oxnua 4).

91



MULTILINGUAL ACADEMIC JOURNAL OF EDUCATION AND SOCIAL SCIENCES
Vol. 2 No. 1, 2014, E-ISSN: 2308-0876 © 2014 KWP

G. MoBaiveig e euxapiaTo TpdTr 0 aTr 6 T0 diadiKTUO 80,00% H
F. Bvar evaiapépov va kaveig épeuva ammé To dladikTuo yia pia Epyaaia 70,00% o
E ¥¢ BonBder va oképreaa kar va gunTag Toug TPOTT OUG TTOU XPNGIUOTT OIEiG Yia var KamaAdBeig 57,50% 00%
D. Otav duokoheleaal agiCel va agiepwaeig TEPICBTEPO XPOVO PEXDI VO KOTOAGBEIG 82,50% 123049 00%
C. Houvepyaoia pe ouppadnTég ot BonBaer va karaAdBeig kahiTepa 72,50% 7,50%
B. Ga pooTr 0Boloeg TMePIoaGTEPD OV 0TO GXOAEi0 XpnaIpoTT 000G TTio auyvd To dladikTuo 70,00% i

A. Takamagépveig Je Ta Keiueva Tou dIadIkTiou yia pia epyaoia 71,05%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Bva Biowg Doy

IxAna 4. OL SLaB£0elg TwV HaBNTWwV 0€ CXECN E TNV KATAVONGCN KELUEVWY o To Stadiktuo
HETA TNV edappoyn TG LotoeEepelivnong

H umootnpln kat n avatpododotnon mou mapéxoviav amd TNV EKMALGEUTIKO KAl TOUG
OUUMOONTEG TOUG, amodelyTnKaV CNUAVILKOL TOPAYOVTEG OTO VA KPATAOOUV TNV auTomnenoidnon
Twv pabntwv oe uPnAo eninedo. EmutAéov, n umootnplén TNG EKMALOEUTIKOU Kol TwV
CUMMOONTWY Emalav oNUAVIIKO POAO oTn dlatrpnon TG EMIUOVAC OTtav epdavioTnkay
TPOPBANUATA AMOTPOCAVATOALCHOU aTto Tov TeEALKO otoxo. Ocov adopd Tn cuvepyaaoia, untpav
Karmola mpoBARpata otnv apxn: eneldn umnpée euellfla 0TO OXNUATIONO TWV OUASWY KoL N
eKMOLOEVTIKOC eMETPEPE TOUC HaBONTEC va Sladé€ouv poAoug otnv opdada povol Toug, HepLKOL
Sev elyov TNV WPLLOTNTA VA LoLpAcToUV (oeg euBUvVeEG pe Toug GAAouGg otnv opada. Mapoia
ouTa, péoa amnod to Staloyo cuvtopa AVBNKav to TPoBARMOTO KoL TEALKA TA TIEPLOCOTEPA TTALSLA
avédepav OTL ATOV CNUAVTLKO TTOU HOLPACTNKAV TLG YVWOELG TOUC KOL TLG Aoy ELS TOUG LECA OTNV
opada.

JUVOALKA, auth n €peuva Katédel€e OTL Ta maldld ntav evbouolaopéva OTo TEAOG TNG
epappoync. Iupdwva pe Ta SeSOUEVA TOU EPWTNHUATOAOYIOU HETA o TNV £dappoyn, ol
pnobntég Bewpnoav tnv avayvwon oto Stadiktuo xprnown (100%), evéladépouvoa (90%) Kkat
€UKOAN (72.5%) (oxnua 5).
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EUKOAN 70% 72.5%
Evéladépouoa 72.5% 90%
Xproun 92.5% 100%

Ixnua 5. AvTAPELS TWV HaBNTWY OXETIKA LE TNV AVAYVWOT 0To SLadikTtuo PETA TNV edappoyn

Eniong, oto cuvoAO Toug avédepav OTL TOuC apeae n epyacia (100%), ATav LKAVOTIOLNUEVOL
HE To amotéAeopa (72%) kat Ba nBeAav va emavaAdBouv v gumelpia ¢ LoToeEepelivnong
(75%) (oxriua 6).

C. ©anBeAeg va avakaveig epyaaia pe WebQuest; 25,00%
75,00%
B. Eoal kavoTToinuévog/n e To atT OTEAEC T 27,50%
72,50%

A. Zou Gpeoe TTou ékaveg epyaaia ue WebQuest;

e T

0 5 10 15 20 25 30 35 40 45

| = O
val  iowg  ox

IxAna 6. Ta cuvaloBNUOTA TWV LOONTWV HETA TNV EdPapuoyn

EmutAéov, ot ypamtég kataypoadég e€Edppacav ouvalcBnipata emtuxiag, outo-
QTTOTEAECUATIKOTNTAG, LKAvOoToinong, €vw Xapoaktiploav Tnv Lotoeéepelivnon ocav ‘pla
EUXAPLOTN eumelpla, ‘€vav evlladépovta TPoOmo va paBouv AyyAlkd', ‘Uia avtaoTikn
TEPLMETELA .

ZUUEPOCHOTOL

e aQUTH TN UEAETN HIKPNG KAlpaKag, n ekmaldeutikdg oxediaoe pla Lotoe€epelivnon Kat
evémhele 40 pHabNnTEG Kal HABNTPLEG TNG EKTNG TAENG TOU SNUOTIKOU CXOAElOU O avayvwon
QUBEVTIKWY KELUEVWY amo To Sladiktuo péoa amod pla epyacio. Xpnoylomowwviag auto To
S160KTIKO epyaleio kat pe T BonBela TN EKMALSEUTLKOU, OL LOONTEG EeMEpacay TIG IPOKANOELG
™ SLASIKTUAKN G avayvwaong £XOVTOC EVOV O0TOXO KOl TIPOXWPENOAV OTNV KATAVONGON KELWEVWY
BApa-pApa. Auth n aloBnon entuxiog Toug avenTule BeTIKEG oTAOELG Kol SlaBEoelLC.

Emopévwe, oL otoegepeuvnoel Ba pmopovoav va aflomoinbolv amd ekmaldeuTIKOUC
AyyAIKNG YAWoOoOG yla TNV mMpowbnon ¢ avoyvwoTikng tkavotntac. Ou ekmaldeutikol, og
ouvduaouo pe KaAn yvwon tou SL8akTikou autol epyalsiou, Oa TMPEMEL Vo KAVOUV TTPOCEKTIKO
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TIPOYPOUMOTIONO TIOU va opilel To mAaiolo tng opadlkng epyaociag, va umootnpilouv, va
UTTOSELKVUOUV TN XPNON OTPATNYIKWY Hadnong kot va epapuolouv ekmatldeuTikeG Stadikaoieg
TIOU VO EUITAEKOUV TOUG HOONTEG O avaoTOXOoUO, auToaELOAOYNON Kal cuvepyaaia.

Qot600, eunodla Onwe mepLoplopévn duvatotnta otn xpron tg aibouvoag mAnpodoplkig
KOLL O TIEPLOPLOMOG TOU Xpovou, Sev emetpeav tn Sle€aywyr €peuvag LeyalUTePNG KALHAKOC KoL
ETIOUEVWG TA CUUTEPACHATA SEV UTTOPOUV VAL YEVIKEUTOUV.

JUVOAIKA OpwG, o€ OTL adopd tn xpron twv TMNE amod Toug ekMaldeuTIKOUE TG AYYALKNG,
UTTAPXOUV OUYKEKpLUEva eumodia: Ta PBAla tou OSnuotikou oxoAelou xpelalovial
CUUMANPWHATIKO UALKO (Mooyibou, 2010) kaBwg kat dev meplhappfdavouv KateuBUVOoELS yla
6paoTNPLOTNTEG TIOU VA EUMAEKOUV TOUC MOONTEG O avayvwon SLaSIKTUAKWY KELUEVWV UE
OUYKEKPLUEVO 0TOXO0. H Katdotaon auth £pxetal o€ avtiBeon pe to AlaBepatiko Eviaio MAaiolo
MNpoypappatwv 2rmouvdwv (lvotvtouto 2001) yia tnv EevoyAwaoon ekmaibevon og OtL adopad TN
S1adpaon Twv HabNTwy pE AUBEVTIKEG TINYEG KAl TNV AMOKTNON OTPATNYIKWY CNUAVTLKWY OTNV
Kowwvia tng mAnpodopiag mou odnyolv otnv autévoun padnon. Etot, ot idlot ol ekmatdeuTikol
XPELAETAL VO OXESLAOOUV 1N VO 0pyavwoouv OLKO TOUuC UALKO avaAoya HE TO TPOYPOUa
omoudwv tng KA Taénc.

ErmutAéov, av kol ol meplooodtepeg MAnpodopieg oto Stadiktuo eival ota AyyAlkd Kot ot
ekmatdevTikol Twv AyyAlkwy Ba pmopoucav va Stdafouv onuavtikég Se€l0TNTEG ota TAAioLa TG
Sla Biou, autévoung pabnong, ol kaBnyntég twv AyyAlkwy €atpouvtal amno tnv empopdwon B’
eTunMESOU OTIG VEEG TEXVOAOyieC. ZUudwva pe épesuva (Mamaiwavvou, 2011), untapxel dtaBeon
TwV eKMALSeVTIKWV AyyALKAG YAWOooOG yla eMpopdwaon otn xprion tTwv TMNE otn dtdaokalia tng
vYAwooog. Ta mapamdavw 6€S0UEVA CUUTIMTOUV KAl IE TO OTATLOTIKA OTTOTEAECATA EPEUVAC YLa
10 ‘Meilov mpoypappa enpopdwong’ (Ministry of Education, 2010%) mou avadelkvOouv tnv
QVAYKN TWV EKTALSEUTIKWV yLa eTiipopdwon aflomoinong twv TME otnv Stdaktikn mpaén.

JUVOALKA, N UEAETN auth aveESeLEe OTL N MpooTtdBeLla ePapUOYNG KOLVOTOUWY TIPOAKTIKWY UE
xpnon twv TMNE otn dibaokaAia Twv AyyAlkwy, Umopet va Snuoupynoel BeTiko kKAipa otnv taén
Kal va. d€pel TOAAMAA opEAN otn Se€LOTNTA KATAVONONG TWV KELWEVWY Tou Sladlktuou. Autd
TIOU UTOPOUHE VA KAVOUME w¢ eKTALSEUTIKOL, €lval, mapd TIg aviléootnTeg, ‘va ayKaAldooupe
TG TMNE, va T SapAcoUpE e TaldaywyLlKES apXEC KAl VA TLG TTPOCUPHOCOUUE CUUDWVA UE TIG
OVAYKEC TWV HoONTWV KoL TwV SL8aKTIKWYV pag otoxwyv’ (Carrier, 1997).
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