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Editor’s Note

Society and its actors exist in a constant state of flux. Understanding society is, thus, an
inherently ongoing endeavor. Some may perceive this perpetual moving of the proverbial
goalpost as uniquely frustrating. It corresponds, however, to a perpetually expanding body of
knowledge. For social scientists and members of the humanities, this as a unique opportunity
to delve deeper into those concepts and phenomena, which they chose to define their lives.

Sometimes, the changes represented by this fluid state are subtle. Perhaps, where once one
group prospered, another arises to take its place. Perhaps we gain the means to break a well-
established process down into finer mechanisms. Sometimes, these changes are coarse.
These changes are not always abrupt, nor are they necessarily evident, as they occur. Once
they come to the forefront of our society, however, they affect economies, social and
educational policies, mass media and even daily lives.

We live in a time of multiple, meaningful, and substantial changes. War has skirted the
borders of the European Union and displaced populations across its borders, but remained
largely abstract concept for most of living memory. In 2022, renewed hostilities and a
continuation of the 2014 invasion of Ukrainian territory brought major international conflict
to the borders of the European Union, displacing nearly ten times as many people as the
previous closest conflict in Kosovo, 30 years prior. It directly and indirectly affected the lives
of its citizens in an immediate, substantial, abrupt, and ongoing fashion. Fear of the
ramifications of modern war suddenly loomed in the forefront of the public consciousness.

Fear was not a new concept, for the European citizen, by this point; nor for citizens of the
world, for that matter. Indeed, the entire world was nearly two years into a pandemic crisis
that had fundamentally altered the lives of every citizen on the planet. Fear had come to
define daily life in ways that were previously only the purview of society’s vulnerable
members and groups. This fear and the preventative measures it necessitated altered daily
life in heretofore unheard of ways. In a world of modern medical marvels, the concept of a
pandemic was so far removed from the public consciousness as to be the subject of fiction
and idioms.

In the grand scheme of human history, however, neither of these two changes were novel.
Indeed, outside the relatively narrow scope of the “Western” world, war and plague are
distressingly commonplace expressions of conflict and crisis. Often, however, the most
interesting opportunities to study phenomena stem not from their own novelty, as such, but
rather the novel circumstances in which they express themselves.

This is also the case for diversity within societies. Diversity is a well-established concept and
one, which, if societies were more honest with themselves, has been prevalent throughout
large swathes of their histories. Nevertheless, expressions of diversity are often as varied as
the societal mélanges they represent. As such, each corresponds to a slightly different set of
characteristics and characteristic needs. This perspective is especially beneficial in societies
that have chosen or been conditioned to regard themselves as mono-linguistic, mono-
cultural, or mono-ethnic and for whom the advent of plurality can represent severe culture
shock.

None of these changes, however, exist in a void. Nor are the examples presented above the
only expressions of each. Indeed, all three concepts frequently interact with or mediate each
other. Conflict can create crisis, resulting in population migration and increasing diversity.
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Increased diversity can lead to conflict, which can in turn spark crisis conditions. Diversity,
Crisis, and Conflict impact and are, moreover, guided and characterized by the reactions of
social actors and an ever-evolving set of media outlets and platforms. Formal and informal
media outlets alike collaborate (or collude) in informing and shaping public discourse. Indeed,
media can masterfully underplay the extent and overplay the ramifications of diversity within
societies, increasing tensions and conflicts —setting in motion the vicious cycle outlined above.

The fundamental characteristic of each of these and, really, any substantial changes in the
status quo, however, is arguably the change they, in turn, impose on society as a whole. These
changes provoke shifts in the social paradigm, which the education of the social actor must
shift to meet. It is the means and mechanisms by and through which the educational
mechanism and its actors, the educators, adapt to these conditions that we concern ourselves
with, in this anthology.

To this end, we have gathered representative examples of research examining the
ramifications of change, diversity, plurality, crisis and conflict from researchers across Europe
and beyond. Some of these studies delve into the way crisis impacts fundamental formative
education. Others deal with the ramifications of externally imposed diversity on
contemporary societies still attempting to come to grips with their own multicultural
character. Some examine long-term effects and historical ramifications of media and the
public consciousness on the aftermath of both conflict and diversity. Some concern
themselves with how societies evolve in the face of a changing world and what this means for
their fledgling and future citizens. Some examine how ongoing change challenges established
notions of the fundamental character of the existence of the social actor and, thus, the
character of society as a whole. Still others examine not how society adapts to these changes
but rather how the social actor evaluates the past, present, and expected future role of
society in addressing such change.

Each of the studies comprising this anthology actively employ the reality of the present to
address the needs of the future. They examine the ramifications of change, conflict, crisis, and
diversity for contemporary society, in hopes of better educating the society of the future. Of
course, we cannot hope to provide either definitive or final answers to any of the questions
examined in this volume. We firmly believe, however, that the research contained herein can
inform a more considered, well-founded argument for education leading to a better
tomorrow.

Michael John Katsillis, Tatiana Garcia-Vélez, and Liliana Jacott

Editors
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Changes in Hong Kong Education: Considering Factors Influencing
the Organization of Study Tours to China?

Eric King-man Chong?

Abstract

This study conducted in-depth interviews with 41 civic and national education teachers in Hong
Kong on the factors that facilitate and hinder the organization of study tours to China. The
geographical proximity gives Hong Kong teachers’ an advantage to assess what factors can affect
organizing study tours to China. Before the global pandemic, there has been an interest in
arranging students to visit China for experiential learning purposes, and such exchanges are likely
to flourish again when the global travelling resumes after the pandemic. The findings revealed
several facilitating factors, including the government’s push for national education, the openness
of the school sponsoring body and school management, the teacher’s own background, like-
minded teachers in schools, immersion in various subjects, good student—teacher relations, and
parents’ and students’ understanding of the school curriculum. Limiting factors include teachers’
workload, low attractiveness of the sites visited and low quality of the study tours. The study
contents should be informed by the schools’ and students’ needs, and teachers should have the
relevant skills and commitment. This study recommends thoughtful consideration of the above
facilitating factors and hindrance before organizing study tours to achieve the benefits of using
study tours as experiential learning.

Keywords: Study tours; facilitating and hindering factors; experiential learning;
active citizenship education; China Hong Kong

Introduction

Study tours constitute a form of experiential learning. Hong Kong teachers have been
arranging study tours to China since the early 2000s, following the education reform. The
study tours, which usually took place in nature, outdoors or in cities, stopped between 2020
and 2022,

as a result of the global pandemic. Similar to many places, which witnessed significant
changes in school education after the global pandemic, Hong Kong teachers must once again
consider experiential learning opportunities such as study tours, as a means of providing
active citizenship opportunities for their students. This study examined Hong Kong teachers’
perceptions of study tours to China, in an attempt to explore the factors that hinder and
facilitate their organization.

There is increasing educational interest in and need for greater awareness of nature and
outdoor learning in educational research (Hayes & Leather, 2019). Calls for exchanges
between China and the outside world will inevitably surface after the anti-pandemic
measures. Experiential learning can provide opportunities for students to construct the
meaning of active citizenship through social interactions, which can enhance their civic
knowledge, attitudes, and skills (Blevins et al., 2016; Fudge & Skipworth, 2017).

L |f this paper is quoted or referenced, we ask that it be acknowledged as:

Chong, E. K.-m. (2023). Changes in Hong Kong education: Considering factors influencing the organization of
study tours to China. In Katsillis, M. J., Garcia-Vélez, T. & Jacott, L. (Eds.), Diversity, Conflict, Crisis and Educational
Adaptation, (pp. 1-23). Children’s Identity and Citizenship European Association. ISBN: 978-1-3999-7622-0.

2 Hong Kong Metropolitan University, kmchong@hkmu.edu.hk



mailto:kmchong@hkmu.edu.hk

1 o Children’s
| Identity &
Citizenship

European Association

Background

This study investigated 41 experienced civic and national education teachers’ perceptions on
the facilitating factors and hindrances in the planning and implementation of study tours to
China. They come from different school sponsoring bodies, religious and non-religious
background, and which accept students from different socio-economic status. They have
educational duties of arranging students to visit China for learning and educational exchange
purposes. Data collection was implemented in 2019. The 41 teachers were invited to join the
interviews following completion of another questionnaire (Chong et al., 2021a; Chong et al.,
2021b). Facilitating factors and hindrances could include such things as familiar challenges in
educational policy and teaching practices (Colyvas & Jonsson, 2011) that seek to put ideals
into schools and extend them outside the classroom. Experiential learning highlights the role
of the teacher as a facilitator and the active engagement of students (Gearon, 2010).

Teachers’ professional perceptions affect their teaching practices (Long et al., 2019).
Teachers’ roles in and personal beliefs regarding civic education, which certainly include study
tours as a means of experiential learning, are of critical significance in helping students
construct the notion of active and participatory citizenship (Ng, 2009).

Post-colonial Hong Kong presents a unique setting for this study, as it is experiencing a contest
between identities and how to teach citizenship. Of course, there have been conceptual and
ideological shifts involved in characterizations of citizenship in different
national/transnational contexts. Variations at the regional, county, state, and national levels
mean that simple summaries of the key issues are not possible (Davies et al., 2018). Given its
geographical proximity to China, it is worthwhile to understand the complexities in the
interplay of citizenship and education between Hong Kong and its motherland context of
China. Hong Kong has become a special administrative region since returning to China in 1997
under the “One Country, Two Systems” framework, which granted the Hong Kong Special
Administrative Region (hereafter Hong Kong) a high degree of administrative and policy
autonomy and economic freedoms. This includes the perpetuation of a capitalist system,
under Chinese sovereignty. In recent years, however, the Hong Kong people have witnessed
increasing societal changes in various areas (Chee, 2019). Civic education in Hong Kong is
designed to enhance students’ understanding of China through both the formal curriculum
and informal learning activities. The latter include after-school learning activities and study
tours to China, despite most Hong Kong schools tending to be conservative, authoritarian,
paternalistic, and they not encouraging student participation in any provision like democratic
education (Tse, 2000). Teaching about China is called “national education”, which attempts
to instill a political identity invested solely in China and the ideal that it is the greater good of
the Chinese nation that is most important (Morris & Vickers, 2015). While school-based
ceremonies and other activities shape identity and deepen the sense of citizenship among the
students in their schools (Abbas, 2020), study tour can provide a chance for students to
mediate and reflect their identity (Cheng & Szeto, 2019) and learn about global citizenship
(Davies et al., 2018). National education in Hong Kong can be described as what Kellas (1991)
called ethnic nationalism, as it emphasizes ethnic bonding and blood ancestry. It also
encourages the development of a commitment to nation-building (Fairbrother, 2004) and a
sense of patriotism in school education (Yuen & Byram, 2007). Hong Kong youths’ major
source of information on current affairs, however, is the Internet (Han, 2013), so having direct
and personal experience in China is important to inform their understanding of China. We
recently understood that if teachers were supported by others, they were more likely to



1 o Children’s
| Identity &
Citizenship

European Association
support moral and national education (Wong et al., 2020). Beyond this, however, there is an
educational need to understand more about how Hong Kong teachers organize study tours
to China that are intended to develop a sense of national identity, so that we can identify
considerations of taking study tours.

To collect the data, written invitations were sent to all civic or moral education head teachers
throughout Hong Kong in 2019. The sample was limited to teachers with more than 5 years
of experience in organizing study tours to China to ensure that their views were relevant and
valid. They were invited to participate in face-to-face focus group interviews to obtain their
views on factors of study tours to China for experiential learning. The author provided written
information about the purpose and questions of the interviews, data protection, and safety
issues by email and sought informed consent. With subsequent follow-up efforts made in late
2019, the author was able to obtain a representative sample of 41 secondary school teachers
who come from different subsidy types (e.g., government, public fund-aided, and private
direct-subsidy schools), locations, and socioeconomic background.

The interview findings indicated that experiential learning in study tours can be tailored for
educational purposes, which is to say, learning about belonging to a nation (Mathews et al.,
2007). There are several factors that facilitated and hindered the implementation of national
education, which can implications for nearby East Asian regional cities. Facilitating factors
included supports and resources from the government, teachers’ knowledge and
professionalism, and having students and teachers from mainland China help to teach about
China in the schools. Major hindering factors include teachers’ high workloads, low
attractiveness of the sites visited, and the low quality of the tours in terms of touring contents.
Effective study tours to China should have tour contents informed by schools’ and students’
needs, and teachers should have the necessary skills and commitment. This paper shall
contribute to the field of organizing experiential learning in the form of study tour.

Theoretical Frameworks: Study Tours as Experiential Learning and the Factors
Studies have shown that educational learning experiences similar to study tours can be found
in fields such as experiential learning and outdoor education. Constructivist theories (Piaget,
1962; Vygotsky, 1978; Dewey, 1997; Kolb, 1984) have built on experiential learning. Dewey
argued that pupils need to be taught not simply through the imposition of knowledge but
should experience the world (Gearon, 2010). Indeed, “[e]xperiential learning offers the
foundation for an approach to education and learning as a lifelong process” (Kolb, 1984, p.3),
where “[l]earning is the process whereby knowledge is created through the transformation
of experience” (Kolb, 1984, p.38). When learning incorporates social and environment
elements, children interact with others and their setting(s), to modify existing or adopt new
way(s) of thinking (Vygotsky, 1978; van Oers, 2003). Study tours can provide educators with
international experience (Ellington & Rice, 1992). Alongside this, extensive outdoor learning
research has focused on nature, outdoor learning, play, and the health, wellbeing, and
educational benefits that can be obtained through a broad range of activities, contexts, and
locations (Hayes & Leather, 2019).

Experiential learning is usually characterized by active engagement with both the
environment and other social actors (Waite, 2010). In doing so, experiential learning can
expose students to aspects of deprivation or inequalities, of which they were unaware (Haste
& Hogan, 2006) and provide them with opportunities to transfer their knowledge of being

3
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good citizens into action through helping others. Avery (1997), Annette (2008), and Schwarz
(2011) all found that experiential learning can be linked with service learning and that local
community support can enhance youth engagement. Chiu (2019) proposed implementing
experiential learning with the adoption of information communication technologies in a
general education course in higher education. This enhanced students’ learning motivation
and consolidated their learning experience (Chiu, 2019). Experiential learning effectively
facilitates learning processes by enhancing students’ construction of knowledge, civic
competency (Trnka, Dureau, & Park, 2013), and civic participation (Boehnke & Boehnke,
2005).

Learning outdoors has several benefits. Students initially comprehend concepts in terms of
more concrete characteristics and gradually progress to understanding more abstract
dimensions (Carretero, Castorina, & Levinas, 2013; Van Sledright, 2008). Coates and Pimlott-
Wilson (2019) found evidence that blending the forest school experience with mainstream
formal learning settings contributed to children’s social, cognitive, emotional, and physical
skill development, using play-focused learning activities. The implementation of such
activities can also develop children’s problem-solving skills, cooperation ability, confidence,
self-motivation, and self-esteem (Knight, 2009; O’Brien, 2009). Children also learn more
effectively when engaged in experiential learning (van Oers, 2003). Waite (2010) found that
memories associated with outdoor teaching and learning are associated with social behaviors,
challenge, risk, creativity and sensory engagement for both practitioners and children. Davies
et al. (2013) argued that engagement in outdoor learning environment can have positive
effects on both children’s motivation to learn and their educational attainment. And the
importance of outdoor learning remains consistent as children grow (Wood, 2014).

Johnson and Jordan (2019) proposed a framework to help small business schools structure
their undergraduate international business experiential learning offerings. They suggested
the establishment of tracks with supplemental skill focus, emphasis on foreign language
proficiency and requiring at least two international internships or service-learning-
practicums. Indeed, the learning experience may be most effective when the learning
incorporates educational activities that promote experiential and deep-level learning (Tang &
Rose, 2014). Students’ perceptions of national identity, however, are complex and appear to
become more complicated following a study tour to China (Cheng & Szeto, 2019). Several
factors that could hamper the implementation and outcomes of experiential learning have
been identified in international contexts. These include students uninterested in experiential
learning programs, competition with other programs, and schools’ facing difficulties organize
experiential learning (Ward & Wolf-Wendel, 2000). This study attempts to specifically
examine such hindering factors in the organization of school study tours to China.

The Educational Context: Study Tours as Active Citizenship in Hong Kong

Previous studies (Liu, 2016; Li, 2019; Mi, 2020) have investigated the reasons for Chinese
students going abroad for study tours, the characteristics and preferences of outbound
Chinese tourists (Agrusa et al., 2011), and outbound Chinese tourists’ value perceptions of
ecotourism trips (Li et al., 2020). This study examines the factors of organization of study tours
into China. In Hong Kong education, study tours are usually linked with aspects of civics or
national education dealing with understanding and belonging to China. Civic education can
take the form of formal/informal curriculum or activities, such as the study tour’s topic. Civics
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includes teaching students about their rights and responsibilities, the rule of law and justice,
identity and belonging, elections, environmental protection, volunteering, and so forth.

It is important to bear in mind the conceptual challenges and significant political and cultural
consequences related to terms such as “citizenship,” “patriotism,” and “nationalism” (e.g.
Canovan, 2000), which usually take the form of experiential learning and study tours in Hong
Kong schools. Hong Kong schools frequently adopt a “hidden/informal curriculum” (e.g.,
school culture and ethos via civic or moral education activities), in which pupils are socialized
into ways of learning and thinking that compound on what is taught in the classroom-based
formal curriculum (Hayward, 2007). National character, as designated in citizenship
education, is not statically defined but rather adapted to a country’s particular historical
situation, whether that entails modernization, colonization, independence, decolonization or
globalization (Arfani & Ayami, 2020). Research on teachers’ understanding of the term “good
citizenship” has revealed an emphasis on social and moral responsibility in the form of
positive local action (Davies et al., 1999). Meanwhile, citizenship education, which defines
and presents the traits of good citizens (Johnson & Morris, 2010), also fosters its critical
elements in schools’ citizenship curricula. In Hong Kong, specifically, citizenship education has
been argued to play a leading role in enhancing community cohesion (Warwick & Cremin,
2010).

Non-governmental organizations (NGOs) also provide civic education for Hong Kong schools
through contracted services (Shoesmith, 2006). This usually presents in the form in school
periods or extra-curricular activities such as learning programs, outdoor visits, and study tours
to China or overseas. Such civic education may also take the form of overseas visits and global
citizenship education, which covers the philosophies that are influenced by neo-liberalism
and global capitalism, nationalism, and internationalism and issues of post-colonialism,
indigeneity, and transnationalism (Davies et al., 2018). Nevertheless, civic education has
seldom been a compulsory subject in Hong Kong (Morris, 1992, 1997), although, since 2009,
moral and civic education has become a part of Other Learning Experiences in the New Senior
Secondary curriculum to engage students (aged 15 to 17 years old) in outdoor learning and
study tours. More recently, Chong (2015) argued for the reconstruction of civic education.

With the onset of Hong Kong’s public education reform in the early 2000s, the organization
of study tours to China and to other parts of the world became a common form of experiential
learning. These tours attempted to engage students in the study of foreign languages, society
and culture, and science and technology. Indeed, one of the priorities of Hong Kong’s public
education, following its reintegration in 1997, was and remains the strengthening of its ties
with and understanding of China (Curriculum Development Council, 2002, 2011). Given the
prevalent nature of civic education in Hong Kong, however, many teachers emphasized the
subject matter’s cultural dimension (Ng, 2000; Leung, 2006). In other words, learning about
the nation’s culture should be conducive to student learning. Hong Kong’s contemporary
national identity construction is part of modern Chinese history, situated in the production
and transmission of Chinese national ideologies through education (Morris & Vickers, 2015).
Indeed, the organization of study tours for Hong Kong students to gain personal experience
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is an official educational recommendation to achieve the nationalistic aim of strengthening
ties with and understanding of China. In 2007, Chinese President Hu Jintao stated that
national education must be delivered in a more concerted manner. This included shifting and
integrating relations with mainland China (Morris & Vickers, 2015). Community support can
be found in Hong Kong’s public museums, which include mainland Chinese exhibitions,
celebrating various aspects of China’s heritage and history (Vickers, 2005, 2011), and Chinese
Olympic athletes, astronauts, and other national heroes, who have been invited to Hong Kong
and paraded before the locals to honor China’s national triumphs (Ma, Fung, & Lam, 2011).
Patriotic song-and-dance routines and other teaching materials were produced for use in
kindergartens and schools (Morris, 2009). Study tours have been increasingly organized using
government funding —including student leadership training in Chinese cities (since 2004), and
various forms of study tours (since the 2008 Beijing Olympic Games).

The controversial Moral and National Education (MNE) Curriculum Guide (Curriculum
Development Council, 2012), however, triggered a huge anti-national education campaign in
2012. This MNE controversy arose from a conflict between the promotion of nationalistic
patriotism and strong local civic values (Kennedy, 2012). Demonstrators, who were mostly
parents and students, feared indoctrination. This sparked debates on how students should be
educated about their national identity and understanding of China.

Hong Kong also has many supporters of patriotic nationalistic education and Chinese national
identity (Morris & Vickers, 2015). Both sides of Hong Kong’s identity wars have accused the
other of indoctrination (Fung, 2011; Morris & Vickers, 2015), although the pro-Beijing political
parties are better funded and more cohesive than their pan-democrat opponents (Pepper,
2006). In 2014, the large-scale Occupy and Umbrella movements against the proposed
nomination process and electoral framework of the Hong Kong SAR Chief Executive elections
negatively affected the ties between Hong Kong SAR and China. Despite this, schools have
continued national education by organizing study tours to China, between 2008 and 2019.
Some Catholic diocese schools in Hong Kong also implemented their national education
curriculum to shape students’ knowledge and attitude toward China with Catholic social
ethics (Tang et al., 2019). Teachers believe that socialization in education is a dynamic process
through which the youth interact with and respond to socializing and experiential factors.
Youth construct, refine, and reconstruct the conception of citizenship and identify the
cultural, social, and political contexts in which these concepts are formed (Flanagan & Gallay,
1995). Teachers also seek to improve students’ citizenship socialization in the digital era,
which encompasses their views on digital tools and attitudes toward the world (Prensky,
2001; Twenge, 2017).

The 2020 pandemic halted all study tours to China. The situational factors describing the
contextual dynamics emerging from COVID-19 significantly influenced student’s online
readiness (Al Mamun et al, 2022). It is unclear, however, how schools approach topics of
national education, in the post-pandemic era —especially topics about China that may
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arguably be better experienced by the students themselves. To examine this, this study

proposes the following research questions:

1. How do teachers perceive and understand using study tours as experiential learning to
understand China?

2. What are the perceived factors facilitating the organization of study tours to China?

3. What are the perceived factors hindering the organization of study tours to China?

Methods, Sample, and Analysis

Most perception studies are qualitative (Fraenkel & Wallen, 2009) and used to gain
information from individuals to provide systematic descriptions and explanations (Cannel &
Kahn, 1968). This study examines the perceptions, meanings, and viewpoints of key
individuals (Newby, 2010; Cohen, Manion, & Morrison, 2018) on the factors that facilitate and
hinder the organization of study tours to China.

Research ethics approval to carry out this research from 2018 to 2020 was obtained from the
Human Ethics Research Committee of The Education University of Hong Kong (#2016-2017-
0142). Interviews were conducted between January and August of 2019, just prior to the
onset of the COVID-19 pandemic.

Sample

The study’s population was civic or national education team heads in Hong Kong secondary
schools (for students aged 12 to 17 years old), with more than 5 years of experience
organizing study tours to China. There were 454 secondary schools in Hong Kong in 2019.
Hong Kong, secondary schools belong to one of four types, with regard to funding sources:
government schools, aided schools, direct subsidy scheme (DSS) schools, and private schools.
Government schools, while few in number, strictly adhere to official educational policies and
curriculum guides. Aided schools receive government funding and follow official policies and
curriculum guides, but have religious or social charity sponsors to inform their school
missions, values, and characteristics. Comparatively rare Direct Subsidy Scheme (DSS) schools
are self-managed, and can be characterized by a degree of autonomy in charging tuition fees,
setting their own admission criteria and school curricula. Private schools are self-financed and
managed by their own management committees. Written invitations were sent to each of the
secondary schools, resulting in a final sample of 41 teachers, who broadly cover the different
subsidy types and socio-economic statuses of Hong Kong’s secondary schools.

The sample included 24 men and 17 women who are diverse in teaching experience. 2 were
from government schools, 31 from religious schools, and 8 from charity, education
organization, or other types of school sponsors. This is not unexpected, as Hong Kong is,
indeed, characterized by a larger proportion of aided schools. Participants were either team
heads or senior members of moral, civic, or national education teams. A summary of
participants’ background information is presented in Table 1.

Informed and voluntary consent was obtained from all participants prior to the
commencement of the study’s interviews. In-depth interviews were conducted in a classroom
or study corner of participants’ schools (i.e., an undisturbed location, thus giving them the
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required comfort and safety to participate) in 2019. Each interview lasted approximately one
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hour, to ensure adequate opportunity for sharing of views on the questions.

Table 1. Background information of the interviewees
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T1 M Caritas Roman Catholic Aided New Territories
T2 M  Govt. Govt. Govt Kowloon Peninsula
T3 M A local education organization Christianity Aided Hong Kong Island
T4 M  China Holiness Church Christianity Aided New Territories
T5 M  Po Leung Kuk Charity group Aided New Territories
T6 F  Sheng Kung Hui Christianity Aided Kowloon Peninsula
T7 F  Roman Catholic Diocesan Roman Catholic Aided New Territories
T8 M  Govt. Govt. Govt. Kowloon Peninsula
T9 F  Sheng Kung Hui Christianity Aided Kowloon Peninsula
T10 F  Areligious order Roman Catholic Aided Hong Kong Island
T11 M  Tsung Tsin Mission Christianity Aided New Territories
T12 M Local Merchants Association ~ Merchants association  DSS Kowloon Peninsula
T13 F  Local Education Organization Education organization Aided New Territories
T14 M Caritas Roman Catholic Aided Hong Kong Island
T15 F  Buddhist Association Buddhist Aided New Territories
T16 M Church of Christ in China Christianity Aided New Territories
T17 F  Areligious order Roman Catholic Aided Hong Kong Island
T18 M  Sheng Kung Hui Christianity Aided Kowloon Peninsula
T19 M  Lutheran Church Christianity Aided New Territories
T20 F  Areligious order Roman Catholic Aided Kowloon Peninsula
T21 M  Roman Catholic Diocesan Roman Catholic Aided New Territories
T22 M Church of Christ in China Christianity Aided Kowloon Peninsula
T23 M Church of Christ in China Christianity Aided Kowloon Peninsula
T24 F  Church of Christ in China Christianity Aided New Territories
T25 M Buddhist Association Buddhist Aided Kowloon Peninsula
T26 M Local Chinese Organization Pro-Beijing DSS New Territories
T27 F  Po Leung Kuk Charity group Aided New Territories
T28 M Caritas Roman Catholic Aided Hong Kong Island
T29 M  Mission Covenant Church Christianity Aided Kowloon Peninsula
T30 F  Mission Covenant Church Christianity Aided Kowloon Peninsula
T31 M  Tsung Tsin Mission Christianity Aided New Territories
T32 F  Roman Catholic Diocesan Roman Catholic Aided New Territories
T33 M  Local Education Organization Education Organization Aided New Territories
T34 M A graduates’ association Graduates’ Association  DSS Hong Kong Island
T35 F  Tung Wah Group of Hospitals Charity Group Aided New Territories
T36 M  Church of Christ in China Christianity Aided New Territories
T37 M  Sheng Kung Hui Christianity Aided Kowloon Peninsula
T38 F  Local Education Organization Christianity DSS Kowloon Peninsula
T39 M  Sheng Kung Hui Christianity Aided Kowloon Peninsula
T40 M  Baptist Convention Christianity Aided New Territories
T41 M  Lutheran Church Christianity Aided New Territories

- Government-run schools: 02 Hong Kong Island (urbanized): 6

& M: 27 Public fund aided schools (religious): 31 Kowloon peninsula (urbanized): 15

E Public fund aided schools (non-religious, New Territories (less urbanized): 20

& F:14 charity and others as sponsors): 08
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Data analysis

This study employs deductive coding to analyze the interview data (Strauss & Corbin, 1990;
Fereday & Muir-Cochrane, 2006). Deductive coding is a theory-based method that begins with
the development of a provisional “start list” of codes, which precedes fieldwork and is based
on the research questions, hypotheses, and/or key variables (Miles, Huberman, & Saldafia,
2014). Codes and themes were also identified from the interview transcripts based on the
literature review, including experiential learning, learning outdoors, citizenship education,
facilitators, and hindrances.

As part of a subsequent thematic analysis, themes were created and compared across the
interview transcripts, in an attempt to provide their selection with a coherent underlying logic
(see Clarke & Braun, 2017). Examples of these codes include ‘engaging students in study tours
to China’, ‘learning and reflection during a study tour’, ‘workloads’, ‘site attraction” and ‘study
tour quality’. The consistency of the judgment of the codes was determined in conjunction
with an examination of relevant literature.

Findings and Discussion
Using Study Tours for Learning About China
Experiential learning is marked by learners’ active engagement with the environment and
other social actors (Waite, 2010). Several teachers (T1, T9, T3, T14) suggested that
experiential learning could be used to teach about China, by tailoring the learning contents to
allow students to obtain first-hand experience for clarifying their understanding (T1, T9)
about their nation, including digital technologies (T14) for the future (Twenge, 2017).

We use study tours to let students know more about “One Belt, One Road” Initiative, especially

the relationship with the economy and culture of Hong Kong. Then, students think more about
their travel, further study, or even work. (T1)

A study tour is a teaching approach to understand more about China. After they visited the
mainland, they will develop more understanding about China. (T3)

Our senior form students went to China by high speed railway. They visited outdoor places and
had meaningful exchanges with students in China. (T9)

We need to arrange more in-depth study tours to mainland China so that students can learn about
the social and technological development there... These tours counter students’ misconceptions
of China in the news. (T14)

This speaks to the potential for study tours to create experiential opportunities for the
development of cultural ties with students’ nation (Ng, 2000), skills of cooperation, problem-
solving, and self-reflection (Knight, 2009; O’Brien, 2009), and their propensity and skill to
evaluate information against background knowledge and context using reflective skepticism
(McPeck, 1981, 1990).

Factors Facilitating Study Tours for National Education
Teachers in experiential learning are de facto facilitators of students’ experiential learning
(Gearon, 2010). Interviewees identified several facilitating factors below.

Government Policy on National Education
Governmental policy on national education helps schools organize study tours to China (T2,
T7, T30). Teachers perceive both a mandatory nature and support provided by the

9



1 o Children’s
| Identity &
Citizenship

European Association
government as necessary. This is especially true for government school teachers (T2). This is
consistent across different types of schools.
The government encourages organizing different types of study tours to China to understand the
overall national development and the daily life, which include sister school partnership schemes,

learning tours, voluntary teaching tours, and aerospace study tours. Students can realize
something different from what they read on the Internet. (T2)

If it is required by the government, then you must teach it. If schools have made what to teach
and their expectations of teachers clear, this is a push factor. (T7)

If the schools allow some room for teachers to plan and teach according to the government policy,
this would also be a facilitating factor. (T30)

Openness of the School Sponsoring Body and School Management
The openness of school sponsoring bodies and management is also important following
periods of social turbulence (T6, T10, T25) for organizing a study tour to China. Teachers
specifically emphasize the concept of “trust” (T10, T25). Teachers’ perceptions of how to
teach national education vary across the management of school sponsors in Hong Kong
(Chong et al., 2021).

If the school management board are just chasing any simplistic goals but not a balanced education,

then it will create pressure for teachers. Therefore, the school management board should keep an
open mind on the school curriculum. (T6)

It is important that our school supports and trusts teachers. No unexpected force intervenes in
our planning and teaching. Hence, teachers can use their professionalism. (T10)

The school sponsoring body still prefers a neutral standpoint on some sensitive issues, but they
give teachers room to discuss sensitive issues with students based on the teachers’
professionalism and neutrality. (T25)

Teacher Background and Competency

Some teachers (T36, T11, T6) considered their own background and characteristics to be
important in helping students learn about different dimensions of China. These teachers
smployed teaching knowledge to make informed judgements when studying issues from
multiple perspectives and contexts (CDC & HKEAA, 2007). Teachers are role models,
emphasizing particular forms of reasoning within their disciplines, and citing examples of how
these forms of reasoning can be applied within and outside the discipline (Jones, 2004; Pithers
& Soden, 2000). Indeed, Lee et al. (2021) found personal efficacy to be the strongest predictor
of teacher efficacy for moral education.

Role models are important. There are more teachers coming from China who had their
undergraduate study in China. Then, they studied teacher training in Hong Kong. They are already
Hong Kong people and they can work here. They know China very well. (T36)

The peculiar characteristics of teachers, such as their knowledge background and professional
capabilities are important. When you teach about China, you are not just raising the national flag
and singing the national anthem, but also Chinese society. (T6)

If teachers can grasp the knowledge correctly, maintain openness and a balanced view or multiple
perspectives, they can attain the learning outcomes. (T11)

10
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Like-minded Teachers in School
Having like-minded teachers involved in a given study tour facilitates the smooth delivery
both its planning and any teaching involved in it (T25, T11). Interviewees believed that like-
minded teachers have the ability to plan and teach together. This is akin to creating an
informal school curriculum that include values, beliefs and citizenship ideas (Hayward, 2007)
in which all teachers can play a part.

Those senior secondary Liberal Studies and junior secondary Life and Society teachers think in a
similar way, and this is a facilitating factor when planning a study tour. We can plan and teach with
similar knowledge backgrounds and pedagogical considerations. (T25)

Having like-minded teachers enables us to smoothly implement national education. (T11)

Immersion of National Education in Different Subjects and Study Tours

Study tours can be incorporated into relevant subjects and curriculum (Cheng & Szeto, 2019).
Some teacher-respondents recommended an immersion approach to the curriculum (T4, T13)
or different subjects (T25), to facilitate students learning about their nation state. This
approach seems to be endorsed by the teachers.

Senior and junior secondary lessons have learning contents related to China. Of course, some
students may have low receptiveness to such content, and so teachers should tailor the content.
(T4)

Our humanities subjects immerse students in learning elements of Chinese history, geography,
economics, life and society. Because the junior secondary curriculum has flexibility in planning,
our teachers usually incorporate national issues. (T25)

We can plan and teach national education in different subjects according to our professionalism,
and we will provide updated information for students to know what has happened through
different subjects and study tours. (T13)

Johnson and Jordan (2019) argued for the incorporation of skill into experiential learning.
There were, however, questions (T5) with regard to the effectiveness of the immersion
approach in subjects or study tours to help students learn about China. This is consistent with
the findings of Tang et al. (2019), who noted difficulties incorporating social ethics into the
teaching of national education. While subject matter treatment might well be integrated,
skills such as critical thinking principles may not be explicit (Ennis, 1997).

The government is using different ways to incorporate national education into different subjects,

or giving resources to conduct services and activities in China. But are they effective for learning
about China? How deep and comprehensive are such learning? (T5)

Good Relations between Students and Teachers
Maintaining good student—teacher relations is also important for organizing study tours to
China. Such relationships enable students to communicate and express themselves during the
study tours (T8, T13). Indeed, teachers should ensure that a diverse range of student views
can be shared and that participation is afforded to all students, not only to those who are
articulate and literate (Flutter & Rudduck, 2004).

Normally, the student—teacher relations in secondary schools are better than in other learning
stages. There can be more communication between teachers and students during a study tour.
There is an advantage for secondary schools. (T8)
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It is important to maintain a good relationship between students and teachers so that students
trust and talk with their teachers. (T13)

Parents’ and Students’ Understanding of the School Curriculum

In view of previous anti-national education campaignsin 2012, organizing study tours to China
requires that teachers improve parents and students’ understanding of the school curriculum,
which in turn allows students to better understand different dimensions of China (T2, T25).
Obtaining such community support (Warwick & Cremin, 2010; Schwarz, 2011) is key for the
organization of study tours.

Our school’s study tours include mainland Chinese general facts, political institutions and the Basic
Law. There are no complaints from parents. Our students are also receptive to national education
and learning about Chinese geography, cities, forests, and economy. (T2)

Our whole-school attitude is that students need to learn some basics about China. Before having
study tours, our school has carnivals that take place regularly, and our learning themes are
diversified, which includes environmental protection in China. (T25)

The teachers quoted above see themselves as only one influence on students. This indicates
the need to approach national education sensitively and to consider the views of other
stakeholders, such as parents and students. Both government and financially aided school
teachers (e.g., T8 and T40) noted that students often make judgments based on relevant
information regarding China they receive from different media.

Factors that Hinder Study Tours for National Education
Several participants (T4, T16, T17, T18, T27, T28, T29) cited teacher workloads, low site
attractiveness, and low-quality tours hindered study tours.

Teacher Workloads
Teacher workloads in schools may sound like a common concern but it was also a key factor
to several interviewees. They mentioned several aspects of their workloads, including time
(T4), preparation work (T16), routine (T17), manpower (T18), and eligibility (T28).

There are many issues to consider when preparing a study tour, such as whether teachers are

willing to reschedule the time for taking students to visit China, how much time should be spent
on such visits, and how much efforts and expenditures are needed. (T4)

We have many works to do in schools, and we have to organize both overseas and mainland China
study tours. The preparation works are demanding. (T16)

When can we plan for a study tour that is far away? There is always a teaching routine. We can
hire a substitute teacher, but when teachers come back from a study tour, we still have to follow
up on what was taught, especially if students are preparing for the public examination. (T17)

Experience outside is good for enhancing students’ horizons. But the problem is manpower. How
can a teacher handle all the planning and implementation? (T18)

Teachers need to do pre-assessment on who are eligible to join; otherwise, it would be a whole-
school approach, which will raise questions about resources and money. (T28)
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Low Visited Site Attractiveness
Common study tour sites may present problems if they are too familiar to the students (T16,
T29). Most notably, teachers may struggle to garner student interest in such study tours
easily.

If the destinations are nearby or the students have relatives there, then students may have already
been there. (T16)

The attractiveness of study tours to nearby Guangdong province can be rather low because many
students have already visited there or even going there frequently because of their family
members. (T29)

Low Tour Quality
Study tours to China may not be of high quality. Indeed, some teachers were concerned about
the quality of learning (T16, T19, T27).

Those earlier study tours, such as to the Great Hall of the People and taking photos with important
political leaders, had great values. Unfortunately, there are many study tours nowadays, and the
quality can vary. (T16)

Study tours to China should include opportunities to meet some important people instead of
limited quality contents. Then, the tours will be more attractive. (T19)

What is the reason that previous study tours were more attractive? There were chances to meet
political leaders in China, or we could visit famous higher education institutions. (T27)

School-specific Requirements for Study Tours
Participants also identified some school-specific requirements for organizing study tours.

Contents informed by teaching and students’ needs

Some interviewees stated that the content of study tours to China should be informed by

schools’ and students’ needs (T15, T26) and include some field-based project(s) (T36), as this

would be more beneficial than any pre-planned itineraries to historical sites or scenic spots.
We like to arrange a visit to a water conservancy project in China. The experts there will teach our
students on topics of physics and science. Usually, the learning themes of official study tours may

not include such physics or science topics. Therefore, we have to find other educational providers.
(T26)

Study tours will be more effective for learning if a provider can plan the tours according to school
needs and requirements. If not, study tours can be just visiting common historical sites without
much learning impacts. (T15)

Outdoor experiential learning includes not just study tours but also field-based and project
learning on different aspects. They will enhance students’ understanding of their nation. (T35)

These statements emphasize the necessity of better understanding how to tie the contents
of study tour to teaching needs. Waite (2010) argued that experiential learning allowed
students to benefit from active engagement with the environment and other social actors, as
students learn more effectively when engaged in experiential learning (van Oers, 2003), which
was echoed by the interviewed teachers. Their language also indicated that immersion tours
should meet students’ needs (as suggested by Weiler & Black, 2015), and that, as Varela
(2017) proposed, students should be exposed to information that cannot be obtained through
local learning methods, language situations, and contexts.
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Teachers’ Skills and Commitment
Some respondents (T15, T22) mentioned teachers’ skills and commitment using questioning
techniques (T23, T24, T31) in organizing study tours.

Teachers’ skills and commitment are important for organizing study tours that help students learn
about China. This requires a different teaching attitude and set of skills. (T15)

Maybe even the teachers themselves need to be committed to national education. Teachers shall
think along the same lines on educating our students. For example, teachers’ explanations on what
the students have seen and experienced in China should be similar. (T22)

| always ask students to raise a question from their experiences in China. | use different questions
to stimulate their thinking about their experience. (T23)

Teachers need to use effective question techniques to ask students, for example, “After visiting
China, is there any change in your thinking?” (T24)

Students need our teaching skills to enhance their affective development in a study tour. But some
teachers are not so well equipped with affective strategies. (T31)

With proper teacher preparation and commitment, students can better understand concepts
in terms of both concrete characteristics and more abstract dimensions (Carretero, Castorina,
& Levinas, 2013; Van Sledright, 2008).

Implications and Recommendations — Building a Framework for Organizing Study
Tours

Interviewed teachers believed that, as Dewey (1997) proposed, allowing students to develop
experience of the world is valuable and that their views on both facilitating and hindering
factors are largely constructivist in nature (Piaget, 1962; Vygotsky, 1978). They did not,
however, underestimate the complexities, noted by Canavan (2000), involved in using study
tours as experiential learning to help students understand concepts such as active citizenship,
patriotism, and nationalism. They supported the use of study tours to China because of their
educational benefits (see also Hayes & Leather, 2019), such as helping Hong Kong students to
learn about belonging to a nation (see also Mathews et al., 2007). They also held the view
that the importance of engagement in outdoor learning remains consistent as children grow
(see also Wood, 2014). They believed that study tours to China should be tailored for
educational purposes and involve experiential learning, marked by active engagement with
the environment and social actors (see also Waite, 2010).

The participants identified several hindering and facilitating factors in the organization of
study tours to enhance students’ understanding China. These factors broadly relate to the
school management board, teachers, students and parents, which also cut across different
subsidy types of schools. This indicates that educational researchers or practitioners would
likely benefit from a thorough understanding of relevant factors both within and outside the
classroom. This is also true for subjects such as civic or national education, which have seldom
been compulsory subjects in Hong Kong (Morris, 1992; 1997). Experiential learning may,
however, expose students to aspects of deprivation or social inequalities, which they were
unaware of and, as a result, potentially expand their political perspectives (Haste & Hogan,
2006). As a result, teachers must also incorporate contextual considerations into their
planning.

Interviewees frequently noted that content should be informed by school teaching and
students’ learning needs. They argued that teachers’ skills and commitments were important.
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Such reflections can be integral to their ongoing and sustainable professional development
(Macintyre Latta & Kim, 2010; Cheng et al., 2017). Thus, based on all of the baove, it is possible
to create a model of the factors that facilitate and hinder experiential learning study tours to
China (see Figure 1).

Figure 1. A model of considering factors that facilitate and hinder organizing study tours

Achieving meaningful active engagement with the environment and other social actors
(Waite, 2010) and more effective learning (van Oers, 2003) requires the thoughtful
integration of authentic school learning and experiential learning. This learning must, in turn,
be based on consideration of facilitating factors and hindrance by the study tour planners or
teachers who act as facilitators and the experiential learning of students (Gearon, 2010). In
the context of experiential learning, participants’ ability to think and reason can be enhanced,
when cognitive learning activities are explicitly included in the process of teaching knowledge
and skills, rather than being taught as add-ons to what is being learned. These are, after all,
the objectives of education and training (Glaser, 1984). The transformation of experience can
also be achieved where new knowledge is created through experiential learning by meeting
with local people in a study tour (Cheng & Szeto, 2019). The ultimate learning goal of such
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study tours is the cultivation of social and moral responsibility, leading to positive actions and
good citizenship (Davies et al., 1999). This may also result in further positive outcomes just as
what (see, e.g., Waite, 2010). Pre-service professional development programs for teachers
must, however, also incorporate training for planning and leading study tours, with due
consideration for the aforementioned factors, in order to achieve a sustainable design (Cheng
et al.,, 2017).

Limitations

This study is potentially limited by its heavy reliance on interviewing, to the exclusion of other
forms of data, such as observation of classroom activities or the processes of study tours. The
COVID-19 pandemic also made the collection of any face-to-face, triangulated data
impossible from 2020-2022. This study furthermore limits its discussion to teachers’
perspectives, electing not to delve into the perspectives of parents and students. We argue,
of course, that the core value of this study lies specifically in teacher’s perspectives, which
more directly influence the organization of study tours, following the global pandemic. Having
said that, the perspective(s) of parents and students can and arguably should influence
teachers and, in this light, remain an important aspect for future study.

Conclusions

Hong Kong teachers use study tours as a form of experiential learning, to help their students
understand and learn about China. Their hope, in doing so, is that they may engender qualities
of active citizenship, such as fostering their national orientation and commitments, in their
students. They provided their perspectives on the facilitating and hindering factors they
encountered in planning and implementation of study tours to China. Possibly most
interestingly, it seems that Hong Kong teachers do not believe that their students should be
non-questioning, non-participatory, passive, and docile citizens in the study tours (Ho et al.,
2011; Raby, 2005) but rather that students should be properly guided by skills to learn in a
well-planned and high quality study tour.
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Drawing on Community Knowledge to Engage Diverse Communities
with their Children's Learning?

Jane Carter?

Abstract

Minoritized groups are not always comfortable engaging with schools through traditional
pathways (Moll et al., 1992). Without the engagement and inclusion of all groups, mistrust and
conflict have space to grow. Being a reader and learning to read is the foundation for academic
and future economic success, as well as engagement in democratic society (Breadmore et al.,
2019). This paper will outline a research project located in inner-city Bristol, England, which aimed
to engage groups often considered to be ‘hard to reach’ (Bonevski et al.,2014), with reading and
school. The research design involved community researchers identifying members of the school
and wider community, considered to be ‘influential’, drawn from religious organizations,
community and parent groups, as well as community elders. This group of ‘influencers’ (Briggs et
al., 2012) shared their experiences of learning and understanding the barriers for families in
engaging with reading and schools. ‘Messages’ were collaboratively designed and shared over six
weeks through the ‘influencers” channels of communication — informal WhatsApp groups, social
media sites and word of mouth. During these six weeks, the school opened its library after school
for families. Data was gathered to identify the number of families that visited the library (n=69),
the books borrowed (n=144) and then analyzed to identify if any of the ‘harder to reach’ families
had made use of the library. Twenty-six of these families were considered to be ‘harder to reach’.
Further data indicated that it was possible that at least eight of these families had engaged with
the library as a result of the ‘influencers’. This suggests the use of ‘influencers’ may present a
promising area for further research.

Keywords: Community Engagement; Education, Influencers

Introduction

Without the engagement and inclusion of all groups, mistrust and conflict is given the space
to grow. Not only is learning to read one of the most important skills a child will learn as part
of their school education (Castles et al., 2018), it is a passport to engagement in community,
citizenship and democracy (Breadmore et al., 2019). Learning to read is often the focus of
government education policy across Europe and this is true in England (Moss, 2020). The
foundations for becoming a reader are often laid down before the start of formal education:
the home impacts on early attitudes to reading and future reading attainment (Fletcher &
Reese, 2005). When positive attitudes to reading are secured in the home in the early stages
of learning, future attainment, active citizenship, social and economic success often follow
despite other challenges the child may face in relation to socio-economic disadvantage
(Organisation for Economic Cooperation and Development, 2014). Shahaeiana et al., (2018)
and Hoff, (2003) identify fewer parents from socio-economically deprived communities
engage with their children in book sharing. In England, public libraries, which were once a
feature of towns and cities, have diminished in numbers (Robertson & McMenemy, 2018),
meaning that families do not always have access to children’s books. The research reported
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in this paper focused on these potential barriers to becoming a reader. The research was
conducted in a large inner-city primary school where many of the families were from the
Somali community. A socio-cognitive model of learning to read underpinned the study. This
approach views reading “as an individual cognitive-linguistic accomplishment” (Pretorius &
Lephalala, 2011, p.3), that is socially situated. The research had a case study design: the case
being a large primary school in a diverse and vibrant community in a city in the west of
England. It aimed to identify and then work with, individuals within the local Somali
community who were considered to be ‘influential’. Through focus groups, these ‘influencers’
provided insight into the local community as readers. This same group collaborated in sending
out messages to the wider community about the practical arrangements for book borrowing
from the extended hours of the school library, and messaging about the cultural, social and
educational significance of engaging children in reading. The main aim of the research was to
identify whether this approach, using local ‘influencers’, could affect the engagement with
reading of ‘hard to reach’ groups within the school.

Literature Review

What counts as reading, in many European contexts is often viewed through a narrow lens of
being able to lift words from the page (Hall, 2006). However, many studies that identify
reading as both a social and cultural construct (e.g., Brice-Heath, 1983; Street, 1984). In
England, Levy (2011) and later, Levy and Hall (2021) have demonstrated a need to reach into
communities, to explore their literacy practices, which may or may not match the dominant
view of what constitutes ‘literacy’. Clearly, schools play a foundational role in how children
view reading and what it means to be ‘a reader’ (Cremin et al., 2014). Scherer (2016) identifies
the importance of the child’s identity when learning to read and particularly that of children
from minoritized groups. Identity impacts on a child’s access to and engagement with learning
to read, and children from minoritized groups often do not reach the same standard of
reading as those in the dominant group. In addition, groups report feeling uncomfortable, by
virtue of not quite ‘matching’ the dominant view of literacy, culture and reading. Levy and
Hall (2021) explain the importance of drawing on the social and cultural knowledge and
practices of the child and their community —and so reflect on how this shapes the child’s
identity as a reader. The complex interrelationships between the cognitive, the personal
social-identity and cultural and social capital is explored by Ellis and Smith (2017) in the ‘Three
Domains’ model of reading. They view reading as a socially situated practice, where the home,
family and cultural context impacts the children’s identity as they develop as a reader and
citizen. Preece and Levy (2020, p.40) found that family cultural capital around literacy
practices was often ignored by schools, meaning that the benefits of what “reading does for
families” in relation to closeness, bonding and confidence to engage in active citizenship, was
also missed. Many of the families that would most benefit from this type of recognition were
often characterized by schools as ‘hard to reach’.

Terms such as ‘hard to reach’, ‘vulnerable’, ‘disadvantaged groups’ and ‘excluded groups’ are
used by researchers when referring to groups or individuals that do not readily engage with
state institutions —including schools (Bonevski et al., 2014). Lambert and Wiebel, (1990)
suggested these hidden groups made research unreliable, as they were not represented in
research participants. Hannon et al., (2020) used the term ‘disadvantaged families’ in relation
to participants in literacy research, whose families were usually from lower socio-economic
groups and so experienced disadvantage in relation to income, health and housing. They
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posited that their lower educational outcomes might occur because schools do not engage
with these groups or recognize the “cultural strengths” they bring to reading. They also
suggest that schools fail to understand that not all groups can be engaged in the same way
and so an awareness of needing different approaches for different children is essential. Moll
et al., (1992) saw this as a mismatch between the literacies of the home and community and
the literacy of school. The research presented here focuses on the Somali community —one
group often identified as ‘hard to reach’.

Demie et al., (2007) and later Stokes et al., (2015) demonstrated how the Somali community
often had high expectations for their children and so were engaged with the education
system. Demie et al. (2007) also identified the many systemic disadvantages, including socio-
economic, health and housing disadvantages, the community encountered. Following the
introduction of the written form of Somali, UNICEF (2003) reported an increase in literacy in
the country. This progress stopped in 1977, however, due to war. Little formal education took
place during this period, although literacy practices continued in families and through
religious networks. Somali families were dispersed to many countries, both in Europe and
beyond, as refugees from this war. Abikar (2021) detailed the many challenges the Somali
community faced in England, including racism, trauma, lack of information about English
school systems, English schools’ lack of knowledge of Somali culture, as well as the inherent
challenges for parents who speak a different language to the one used in their schools. These
challenges are not necessarily a deficit (Matthiesen, 2017) but indicators that schools need to
find different approaches and make greater effort to engage with the many benefits of having
more than one language and the cultural capital tied to Somali heritage. The present study
explores ways to do just this, using community influencers as the bridge between the cultures
of home and school.

The term ‘influencer’ is often associated with social media. Tafesse & Wood (2021, p.1) define
the social media influencer as “prominent social media users who [accumulate] a dedicated
following by crafting an authentic online persona”. Notions of authenticity are important
when considering the potential role of the influencer in education. Whilst there are
prominent social media personalities in the United Kingdom who campaign and aim to
‘influence’, such as Marcus Rashford (England team footballer), this type of influencer was
not considered in this study. The focus was the distinctive Somali community and the local,
‘authentic’ influencer. To this end, social influence theory identifies three key aspects of social
influence: compliance, identification and internalization (Kelman, 2006). Each of these were
relevant for this research: if the follower sees the influencer as someone they identify with,
whom they therefore trust and who they see as credible within their specific locality and
community, it is posited that the followers are more likely to accept and act on the ideas and
suggestions of the influencer.

Health research has employed social influence theory for some time. It informs research that
aims to engage traditionally ‘hard to reach communities’ and does so using the community it
is aiming to reach to engage and recruit participants (Rockcliffe et al., 2018). This approach is
also often used to deliver health messaging. It is understood that people who have a lived
experience of the community, the issues they face in relation to the health issue and the
current messaging in this area, are better able to connect with integrity with the community.
This prompted the study reported in this article.

Families that had been identified as ‘hard to reach’ by schools were not ‘hard to reach’ by
their wider community. Whilst not engaging with traditional school communications, these
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families were engaging with key people (i.e., ‘influencers’) within their community. If these
‘influencers’ could be identified, then these individuals and groups would be most likely to
have an impact when sharing messages about family engagement with book sharing and
reading.

Methodology

The case study design used a ‘team research’ approach (Taylor & Bogdan, 1984). The team
included the academic researcher as the project lead, a school leader, a community liaison
member of staff and two community researchers: one a parent of children at the school and
one a community leader. Both community researchers received training by the local
authority, as part of an initiative to encourage women of Somali heritage into the workplace.
The school identified families (n=30) that were not regularly engaging with reading in the
school, either currently or at all. This study attempted to identify influential members of the
community and so use their influence to affect this particular group of families. The school
was a large (n=328 children) inner-city primary school. Children in the school came from a
diverse range of heritage backgrounds, including those considered disadvantaged.

The research question guiding this study was, therefore:

Can the use of community ‘influencers’ enable families identified as ‘hard to reach’ to engage
with and access books from the school library, alongside their children?

There were five phases to the research design:

1. The community researchers used their knowledge of community groups, religious
organizations, parents in the school and community elders, to identify people they
considered ‘influencers’.

2. The community researchers conducted male (n=seven) and a female (n=six)
‘influencer’ focus groups. This gender oriented focus groups structure was the result
of a request from the ‘influencers’. The focus groups attempted to construct a real-
world picture of how the ‘influencers’ framed reading and learning to read in their
community. They also described the manner in which the ‘influencers’ explored their
own reading experiences and their views on the barriers they identified as affecting
their own reading journey, as well as that of their friends, colleagues and community.
The female focus group took place in English, while the male focus group took place
largely in Somali. Translation for the male focus group took place at the time of
transcription. Both groups had expressed their preference for the language used.
‘Influencers’ were encouraged to both share and discuss, using a semi-structured
approach.

3. Participants were given pseudonyms at the point of transcription. The six-step
approach to thematic analysis (TA) was used to analyze the transcripts (Braun &
Clarke, 2020). This approach to TA stresses reflexivity and values the “subjective skills
the researcher brings to the process”, with coding being “open and organic...with
themes [as the] final outcome of coding and iterative theme development” (Braun &
Clarke, 2020 p.7). Key observations were used in the initial analysis and these were
then “drawn together” (p.13) in the themes that were developed.

4. The analysis was used to develop a number of short messages that were agreed upon
and then shared by the ‘influencers’ two or three times a week over the following two
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months. This coincided with the school opening its library afterschool for children and
families. These messages were shared through WhatsApp groups, social media
platforms and more traditional routes, such as newsletters and face-to-face contact
in both Somali and English. Additional messages were shared using the school’s usual
communication systems (e.g., the school newsletter).

5. The school opened the school library twice a week, after-school, for all families with
students in the school. Data was gathered of those who visited the library and
borrowed books. The data was analyzed with a focus on which children and families
came to the library and borrowed books. The data was then grouped to consider which
of these families were from the ‘hard to reach’ group identified by the school. These
families were then approached over the phone for an informal conversation. The
conversation explored what prompted them to come to the library and how they had
heard about the library opening, in order to identify if any families had been
‘influenced’ by the ‘influencers’ groups’ messages.

The University Ethics Committee of the University of the West of England gave ethical
approval for this study. The focus groups were conducted in line with the protocols approved
by the ethics committee, including an opportunity before the start of the focus groups for
informed consent to be sought and clarifying participants’ right to withdraw at any point,
during the focus group or after the analysis up until a specified date. School and study
participants were anonymized for this presentation of the research.

Theoretical Framework

A socio-cognitive theoretical framework underpins this study. This approach views reading as
a socially situated, “individual cognitive-linguistic accomplishment” (Pretorius & Lephalala,
2011, p.3). This model identifies the reader as drawing on three domains when becoming a
reader (Ellis & Smith, 2017): the cognitive domain, which includes elements such as phonic
skills and knowledge and the cultural and social capital of the child, including home literacies,
practices, values and beliefs. The third domain is the child’s personal and social identity,
including their aspirations, their views of themselves as a reader, and their perception of how
others see them. These three domains informed the semi-structured focus group schedules,
attempting to draw on community knowledge funds that might affect each domain in relation
to children as readers.

Findings and Discussion (Phases 1, 2 and 3: The Influencer Groups)

A number of themes were identified in the initial phases of the research using TA. These
included the complexity of identity; the oral tradition; difference rather than deficit and
power, control and influence. Each theme is explored using the (anonymized) words of the
‘influencer’ participants (shown in italics) to illustrate the themes. The participant quotes are
written as they were transcribed and so the use of Standard English is not always evident.

The Complexity of Identity

Both male and female influencer focus groups raised issues of identity. ‘Influencers’ outlined
the myriad of identities that families held and with which they sometimes struggled. Their
identity as a Somali was important to all of the influencers, whether this identity was of a first-
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or second-generation heritage. ‘Influencers’ also discussed their identity as an English person,
their feelings about their family roles and their religious identities. The first words of Allah in
the Quran “read, read, read”, were discussed as being a key driver for many families to
support their children with reading but also as possibly useful leverage for those families that
did not engage with school and reading. Whilst ‘influencers’ discussed this initially in relation
to their own identities they also noted how this clearly affected their children. This range of
identities was seen as positive and enriching for children. Some ‘influencers’ also discussed
noticing that fewer young people were speaking their home language and that this was a
potential problem for children’s developing identities. Sada suggested that:

Language forms your identity, that’s part of who you are, so its important parents thinks about
the language they are communicating with our children.

Intergenerational language differences affect the community in different ways with regard to
education, communication and identity (Abdullahi & Wei, 2021). Abdullahi and Wei (2021)
suggested that there were additional issues in the community when young people were
surrounded by ‘incorrect’ versions of their own and second languages. This theme was also
identified in one of the focus groups. Yusuuf said:

If we look at the younger generation 90% can’t speak fluently in Somali and only speak English,
and then 90% of the elder generation would use English and Somali in their sentences. This is an
issue.

Magan referenced a Somali poet who raised concerns about the, state of Somali youths’
education and how bad it was at that time. Magan reinforced the poet’s words, suggesting
he was correct, stating:

What do you expect when they’re not rich in their mother tongue, they should be rich in their
native language.

Barwell (2005) identifies this as the language generation gap between those in the Somali
community born in England and those born in Somalia. The ‘influencers’ saw maintaining the
home language as an important way to support children’s language development. They
recognised that this could in turn support reading development and, ultimately, their
participation as citizens. They also raised the challenge of maintaining the home language.
One participant suggested that parents were not always aware that maintaining a home
language was supportive of learning in English. Degmo, specifically, pointed out that:

With us Somali parents, it's when we don’t speak the English language that well that we start

speaking English to our children and not speak Somali and that’s where the gaps start when they’re

young — where you don’t have one language that you speak really well — this doesn’t help with
reading.

Little (2017) suggested that Somali youth are viewed as pulling in the opposite direction of
their parents, the focus groups suggested that the ‘difference’ in families was a strength
rather than a weakness. This difference was also highlighted in relation to families’ experience
of reading and learning to read themselves. ‘Influencers’ had different perspectives on
reading, depending on whether they had grown up in Somalia or in England. Notions of
reading for pleasure, an aspect of reading that now recognised in English policy and curricula,
differed from their own experiences of reading. A typical comment came from Sada, one of
the influencers:

It is a completely different. When | was in my childhood | didn’t have any choices because all you
have to read is your lessons, if you don’t read it, you fail the exam.

29



1 o Children’s
| Identity &
Citizenship

European Association
The ‘influencers’ recognised that Somali heritage families had to shift their view of reading
from a functional view, linked to exam success, to one of leisure time and pleasure. The focus
groups, however, also challenged and extended the traditional concept of a ‘text’. Indeed,
they explored the idea that the tradition of oral storytelling was as much about literacy as
reading a traditional book.

The Oral Tradition

Andrzejewski, (1977, as cited in Abdullahi and Wei, 2021) clarifies that the oral tradition is a
way of passing on traditional stories, moral and social messaging but also functions as a form
of enjoyment. The ‘influencer’ focus groups also identified the importance of the oral
tradition. Ceebla and Hira both make this clear in their comments:

Songs and poems and traditional stories are really important, they form their identity, that’s part
of who they are so it’s really important parents think about the language that they communicate
this in.

Because our tradition as Africans is oral. | remember my grandmother telling us stories about, you
know, with moral endings and things and so they stayed with me.

Not only was this important to the community but a number of ‘influencers’ identified this as
a key approach to bridging home and school, if both recognised the value of the oral traditions
and shared ‘book talk’ in home languages. Sada’s comment was typical of this:

Parents may not know how the education system works but they all want the best of their children.

They need to know that reading or discussing a picture book in their home language is valuable.
Even a five-minute discussion with a picture book, it’s valuable.

The ‘influencers’ shared common stories that had often been passed-down from
grandparents. They mentioned a wide range of stories, traditional tales, rhymes and tongue
twisters, religious sayings and stories with a moral purpose. According to the ‘influencers’,
these were often told at bedtime, connecting parents reading their child a bedtime story with
the promotion of schools. Magan said:

| remember how our mothers would teach us rhymes and tongue twisters so our tongues would
get used to words and help us with our pronunciation and vocabulary since there were no book.

What was particularly interesting was the discussion between participants regarding their
own versions and favourite ways of telling the same story. Sugaal concluded that, “[t/hey
almost lose something if they are then written down”.

This highlighted how many of the ‘influencers’ felt, regarding how their traditions were
perceived by the dominant culture: written traditions were favoured over oral traditions,
even if they served similar purposes in relation to developing oral language, vocabulary and
thus early literacies.

Exploring Difference and Avoiding a Deficit Model

The differences in traditions reported by the focus groups led to some schools viewing the
Somali community through a lens of deficit. The status given to the ‘schooled’ version of
literacy did not account for the value of all literacy practices. ‘Influencers’ reported that
families were aware of this deficit view of their literacies. Consequentially, families who were
unable to read to their child were also not confident in replacing reading with an approach
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employing the oral tradition, which they now saw as ‘lacking’. Research (Mol et al., 2008) has
found evidence of the impact of oral story telling on vocabulary development, content
knowledge, grammatical structures and knowledge of the home language. Despite this, the
‘influencers’ felt that the oral tradition was not promoted by schools and specifically not to
Somali families. This led to a dissonance between what teachers were asking parents to do
and parents’ understanding of what was being asked of them. Suubban encapsulated this:
You know when the teachers are saying to the parents you know this child needs to read for

pleasure it’s not something that they will get automatically because it is not something that they
are used to.

What the ‘influencers’ identified was a knowledge gap between teachers-and-families and
families-and-teachers. ‘Influencers’ mentioned the power of dual-language texts as a way of
bridging the ‘gap’ but that these were often not available in the numbers needed, in schools.

Power, Control and Influence

A key theme in the data was the need for members of the community to have control over
the messaging about reading. The ‘influencers’ felt that messages about the value of the
home language was often lost in home-school communications. Degmo noted that:

My one message to parents would be to just speak your home language, if you speak it well.

The ‘influencers’ suggested that messages about the multiple benefits of becoming a reader
would be well-received, if they came from the community itself. They also recognized that
reading was becoming more important, in an age where so much of social media,
communication and the process of democracy occurs online, through the written language.

Some ‘influencers’ commented on instances where they had felt ‘judged’ by a school and so
lacking in power and control. They suggested that this came from a lack of knowledge about
a family’s circumstances. Barre said:

Some parents are not actually in a position to read with their children, not because they don’t
want it, maybe because they haven’t had the opportunity themselves.

Magan’s comment added to this:

It is very easy to judge other people when you think they should know this or this parent has been
in this country for X number of years here, they should know ...there may have had trauma in life
and you are just struggling, you know every single day...you’ve got other priorities. Let’s try to
understand.

Messages

The data presented above also informed Phase 4 of the research. The lead researcher
designed messages about reading, based on the responses of the ‘influencers’ in the focus
groups. The community researchers and ‘influencers’ then further developed these messages.
Examples are presented below. ‘Influencers’ shared these messages using their usual
networks (i.e., WhatsApp groups, word of mouth and community groups). Messages were
also designed for the school to share, using newsletters and ‘on the gate’ conversations with
parents.
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Example of the Messages sent out by the Community ‘Influencers’ in the Half-Term Week
before the Opening of the Library

During half term, tell your children some of the stories your parents told you when you were a
child. Oral story telling is just as important as reading a book to your child. Perhaps you
remember your parent or grandparent telling you the scary story of Dhegdheer! When you
return to school remember that Sunny Primary is opening its Hub Library to families after
school every Tuesday and Friday next term.

Example of the Messages sent out by the Community ‘Influencers’ During the Term the
Library was Open for Families

The first words of the Quran tell us to “Read, read, read”. Help your child to fulfil this message
by supporting their reading and choosing a book from the Sunny Primary Library

Exploring and sharing your culture with your children is a great way to keep you and your
children connected to their heritage but also help them grow in confidence. Can you remember
the songs and rhymes you were taught when you were a child? Share them with your child
and then perhaps see if you can find books in the Sunny Primary Hub Library that tell the stories
of your childhood.

Have you noticed recently how much time we all spend on our phones? This week could you
perhaps decide that there will be no phones on Tuesday after school? Or Friday after school?
In this time you and your child could visit the Sunny Primary Hub Library 3.15 to 3.30 when it
is open for families to look at books, talk about what is offered in the library and to borrow a
book if you want.

Findings and Discussion (Phases 4 & 5)

The library opening saw 69 children (of 328 children in the school) borrowing a total of 144
books alongside a parent, guardian or family member. The opening period lasted six weeks,
with the Hub Library opening twice weekly, after school. Of these children, 43 were with
parents that did not usually come to after school activities with their child and so had been
considered by the school to be from the ‘hard to reach’ grouping. 31 of the children (from 26
families) were of Somali heritage. The school’s community development co-ordinator
followed up with these families, through a phone call. Fourteen parents responded, providing
information about how they heard about the library being open after school. Eight of fourteen
families mentioned the phone text message from a community member (i.e., the ‘influencer’
group). Twelve families did not respond to the school’s community development co-
ordinators’ calls. It remains, therefore, possible that more than eight families had been
‘influenced’ but felt apprehensive regarding a phone call from the school. As a result, it may
be beneficial to have such follow-up enquiries conducted by members of the community in
commensurate future research.

Conclusion and Implications for Practice

This research was by no means conclusive in relation to the role of ‘influencers’ in enabling
‘hard to reach’ families engage with and access books from school libraries alongside their
children. It does, however, have some implications for practice. It found that the interest and
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motivation of the ‘influencers’ themselves was evident (for similar findings in health-based
research, see Campbell et al., 2007). Work with ‘influencers’ in the future could develop their
role but also provide the ‘influencers’ with further training and substantive knowledge of
reading, to support independence in messaging, rather than this being dependent on the
researcher. This would also recognize the focus group theme regarding the need for
community control and power. It would also enable the development a self-sustaining model.
The study also demonstrates that schools should continue to seek ways to identify and hear
the voices of their community, in relation to the real and perceived barriers to reading. It is
evident that if schools explore the wider community’s funds of knowledge (beyond the
school) in relation to reading development, they may be in a position to begin to bridge the
real or perceived gap between school and community literacies.

More research is needed to identify the potential benefits of sustaining and supporting
‘influencers’ to use their community networks to spread messages about the value of book
sharing. In particular, a focus on exploring the ‘hard to reach families’ in specific cultural and
social networks, could further develop and explore the area of family engagement with
reading.
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Building Connections between Students through Practices to
Deal with Racism in the School Environment?

Asimina Bouchagier?

Abstract

The rise of racism, in all aspects of social life, is reflected daily in many countries of the
world, something which concerns the international community which is looking for
solutions to the problem. Greek society, having evolved into a multicultural society after
population movements, is also called upon daily to face inequalities of treatment,
discrimination, prejudice, and racism. This conclusion requires, the teacher to adopt
practices to prevent and combat racism by adopting a multicultural teaching approach.
The present study examined the perspective of primary school teachers on the types of
discrimination that may occur in the school environment and the practices they follow to
deal with racist phenomena at school. The research was conducted, using a questionnaire
as its research tool administrated to primary school teachers of the Region of Western
Greece (n = 322). The statistical analysis showed that racist behaviors among students
are indeed occurring in the school environment. The reasons for distinguishing students
from their classmates are mainly due to appearance, color of the skin, origin, good and
poor course performance in the courses and socioeconomic status. According to the
teacher's opinion, the racist disposition of pupils is not accompanied by such an intention.
Regarding the way racism is expressed, teachers in high percentages, argued that
students express this mainly through the use verbal assault and isolation from groups.
The majority of the teachers, who responded prefer group activities, role - playing games,
racism-related films and set a good example with their attitude towards diversity, as ways
to deal with racism. In this presentation, our findings will be presented and discussed with
the hope that these can contribute to the academic discussion related to how to prevent
and deal the racism in school.

Keywords: racism; stereotypes; prejudices; practices; school
environment

Introduction

Racism is a social phenomenon that takes various forms. Racism generally consists of
forms of discrimination by which people are marginalized, discriminated against,
oppressed, humiliated or even persecuted. Members of society consciously or
unconsciously participate in the rise of this phenomenon. The school environment is
characterized by multiple forms of diversity, some better known to and understood
by the public (e.g., nationality, appearance, community, gender) and others lesser-
known (e.g., gender identity, disability), all of which seek recognition, respect and
protection. (Pantazis, 2015; Papamichael, & Zempylas, 2015; Roman, & Eyre, 2013).

Greek schools have hosted a large number of foreign for many years. This has created
a new educational paradigm, which is the subject of extensive discussion and, as a
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result of which, every Greek teacher must deal with the resulting issues (Nikolaou,
2005).

The issues stemming from the, in some respects, relatively novel diversity that
characterizes Greek schools and many but the most important is arguably racism.
Indeed, phenomena of racism and discrimination against groups described as
"different" are on the rise (Triliva, et al., 2012). This raises questions regarding
whether teachers perceive racist incidents at school as well as the ways in which racist
phenomena are expressed among their students.

Findings stemming from recent research by the US Department of Education, dealing
with educational inequality and racism in schools, are a matter of great concern. This
research refuted teachers’ beliefs that racism was not present in their schools. Indeed,
racism not only existed in the classroom but was often subconsciously created by the
teachers themselves, who were often influenced by their own prejudices. All of the
relevant surveys concluded that teachers had to change their way of thinking and
realize that their behavior can instigate inequalities in the classroom. They must have
high expectations for all students regardless of color, race, and so forth, so that they
are role models for all their students, providing equal opportunities to all (Moss Lee,
2012).

A survey conducted in eighty (80) primary schools in the Netherlands found multiple
victims of racist violence in the school environment. Victims primarily belonged to
different ethnic groups. The most common form of racist bullying was verbal violence,
marginalization and isolation of specific groups at school (Verkuyten, & Thijs, 2002).
Cremin, (2003) states that racist violence in European schools is believed to stem from
the rise of racial inequality in schools. The same studies that indicate this find that
racist violence in schools takes many forms. Generally, however, the perpetrator uses
either their own body or other objects to frighten the victim. Victim isolation is the
most common outcome, although verbal attacks and minor injuries are often
observed (Cremin, 2003).

Freire believed that schools should become liberating institutions in which students
are not passive containers just waiting for knowledge to be deposited by the teacher
(Smith-Maddox & Solorzano, 2002). There should be a two-way dialogue between
teachers and students within the school. Indeed, in Freire pedagogy, students unfold
themselves into members of a participatory education that supports ideas. In such
circumstances, teachers are no longer conductors of ideologies that support the
dominant class(es), which are, in turn, passed on to their students. With the above in
mind, Smith-Maddox and Solorzano (2002) conducted a case-study, in which teachers
were challenged daily to provide answers rather than making assumptions about what
it means to be culturally and linguistically different. The research challenged
traditional teaching models and promoted student participation processes in
discussions, narratives about race, their own experiences and whether they have been
discriminated against. Teachers challenged their own innate assumptions about race,
changed tacit beliefs, perceptions and worldviews and created a fertile classroom
environment for students to focus on their own concerns about racism and
discrimination in society in general and the school environment in particular (Smith-
Maddox & Solorzano, 2002). From this, we understand that teachers need to create a
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safe learning environment that will prevent racist tendencies by enabling the students'
souls to liberate through group and participatory activities.

Teachers motivate their students by teaching them to tell their personal stories
regarding racism and shape their teaching by taking ideas from the art of the theater
(Epstein & Lipschultz, 2012). Students have the opportunity to better understand the
issue they are dealing with and to put themselves in the place of the one who accepts
racism or even the one who causes it, especially if they engage in role-play, which
mimics reality. This allows students to perceive what Epstein and Lipschultz (2012)
refer to as "wrong texts" and correct them. In particular, the use of dramatic art
techniques, such as theatrical play, dramatization and role-plays can be a particularly
useful tool for teachers to promote intercultural communication and exchange and
address prejudices in the classroom. Through theater, students can use an in
imaginary context to facilitate an initial approach to real situations of everyday life
and think about them (Magos, 2019). Teachers must become more sensitive and
dynamic in their role regarding the racist incidents they face at school. When they see
a humiliating, racist incident, they must report and record it. They must develop their
students' self-esteem in order to deal with whatever happens, to encourage students
to both appreciate diversity and to embrace it (Griffin, 1991).

Successful teachers should not be afraid to teach the core values of a community
based on freedom, equality and justice. These principles are very important in order
to prevent racist tendencies. It is also particularly effective for older students to be
able to reverse the arguments of a racist by creating their own views on the subject
(Wormeli, 2016).

Methodology

The present study examines the means by which connections can be built between
students through better practices, in order to deal with racism in the school
environment through a quantitative lens. The present study examines the means by
which connections can be built between students through better practices, in order
to deal with racism in the school environment through a quantitative lens. Data was
collected via questionnaire, which was formulated. The instrument primarily focused
on creating a descriptive classification of teachers' tendencies regarding racism, using
closed-ended questions.

The questionnaire was distributed to a cluster sample of teachers in the Western
periphery of Greece. Cluster sampling was (and is) particularly suited to educational
inquiries, since educational actors (i.e., teachers, students, etc.) are de facto clustered
into a hierarchically clustered set of groups: schools, which are located in
neighborhoods, in cities, which in turn are located in prefectures, in regions, and so
forth. This study’s population comprised all of the teachers of Western Greece. These
teachers were then divided into clusters depending on the prefecture in which their
schools are located (for more insight into cluster and stratified cluster sampling, see
Ahmed, 2009; Hillson, et al, 2015).

The main purpose of the research is to explore the views of primary school teachers
in the region of Western Greece on racist behavior at school and the means by which
it can be dealt with. Bearing this in mind, we must first understand the current state
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of racist phenomena in the school environment and then how teachers perceive and
deal with them. These concerns led to the formation of the research questions:

1. What are the teachers' perceptions of racist attitudes that occur at school?
2. Which anti-racism practices do teachers use to prevent and/or deal with racism
in schools?
Data collection took place from October 2019 to January 2020. The study’s sample
was informed by population data retrieved from the Periphery of Primary and
Secondary Education of Western Greece. Thirty-seven (37) schools were selected by
lot for inclusion in the study. Our sample was 322 teachers of primary education.

The study’s instrument was comprised of three sections. The first section dealt with
respondent demographics —placed at the beginning on the longstanding premise that
respondent’s first impression is usually positive. The second section contained items
pertaining to respondents' perceptions of the phenomenon of racism in the school
environment. The third and final section inquired after the practices that teachers use
to deal with racism in the school environment.

Findings

The majority of teachers reported that racist behaviors are manifested in the school
environment. Nearly two thirds (60.6%) of respondents considered racist behaviors
occurred in the school environment "Sometimes". 27% considered that they occurred
"Very Often". 53.7% of teachers also reported that the classroom "Sometimes"
encourages racist behavior.

Table 1. Teachers' belief regarding the manifestation of racist behaviors in the school
environment by area where the school they serve is located.

Teacher Urban school Semi-urban Rural school area
response district (%) area (%) (%)

Never 00.7 00.0 00.0
Rarely 07.2 02.7 27.4
Sometimes 52.6 68.0 67.4

Very often 39.5 29.3 05.3
Total 100 100 100

We examined the existence of differences in teachers' opinions on the manifestation
of students' racist behavior, depending on the area in which the school they taught in
was located. These opinions were measured using a 4-point Likert type item, resulting
in ordinal level data (see Table 1), limiting our ability to test for such difference to non-
parametric methods (such as the Kruskal-Wallis test employed below). Indeed, we
found evidence of a statistically significant difference in the opinion of teachers about
the manifestation of racist behavior at school depending on the area of the school
they serve (see Table 2).

Teachers reported more frequent manifestations of racist behaviors in urban than
rural schools. Although, in each case (urban, semi-urban, and rural locales), the
majority of teachers reported racist behaviors occurring “Sometimes” (52.6%, 68%,
and 67.4%, respectively), this may be due to the relatively noncommittal nature of the
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term (which is mirrored in its Greek language counterpart). And, while there is some
differentiation between the locales, even in this context, the more extreme responses
of “Rarely” and “Very Often”, show much more evident variation. Specifically, more
than a quarter (27.4%) of teachers serving in Rural areas answered that racist
behaviors are "Rare". The corresponding percentages of those serving in Urban and
Semi-Urban areas are 7.2% and 2.7% respectively. Only one in twenty (5.3% of)
teachers serving in rural areas reported racist behaviors occurring "Very Often", while
the corresponding percentage among teachers serving in Semi-Urban and Urban areas
was between nearly 6 and 8 times higher (29.3% and 39.5% respectively).

Table 2. Kruskal-Wallis Test - Question B1 with School Area

School Area N Mean Rank
Urban 152 184.29
Semi-urban 75 176.24
Rural 95 113.40
Total 322

p*:.000 (* Kruskal-Wallis Test)
p**:.000 (** Pearson Chi-Square)

The motivations characterizing the racist incidents in schools were also varied. More
than 4 out of 5 teachers reported that students "distinguish" their classmates primarily
based on their appearance, origin (only 28% of teachers rarely) and performance (good
or bad). They sometimes distinguish their classmates due to socioeconomic status and
skin color but rarely or never based on sex and/or religion. Racist behavior is
predominantly expressed through verbal attacks and exclusion from groups and
friendships. Students frequently (40.1% "Sometimes" 36% and "Often") employ
stereotypical expressions against their classmates with regard to their appearance.
Nationality and/or place of origin was reported as a motivation for stereotypical
expressions at similar rates. Academic performance and the socio-economic were
frequently reported as "Sometimes" causes and, to a substantially lesser extent,
"Often". Students were reported to complain to their teachers about racism they
received from their classmates with regard to their appearance, nationality/origin and
poor performance in school. 46.6% of teachers believe that the manifestation of racist
behavior by students is "Sometimes" accompanied by a similar intent, as some students
may behave or express themselves in a racist manner without realizing it —although
nearly a quarter of respondents (22.4%) disagree with this idea. Educators report that
racist behavior has multiple manifestations and takes various forms within school
classrooms, which are, in and of themselves, a reflection of our society. The most
commonly reported manifestation (43.1% of reported cases) is isolation, as a result of
exclusion from social groups, collective games, and social activities. The second most
prevalent form of racist behavior, evident in 37.6% of cases, involved frequent use of
verbal attacks, swearing, insults, threats, slander, and so on.

The overwhelming majority of surveyed teachers (83.9%) reported that they have not
undertaken a specific program in school related to combating discrimination and
racism within the classroom. Moreover, the respondents reported that anti-racism
programs and trips to schools in foreign countries for exchange of ideas, mores, and
so forth, are rarely promoted. Approximately one third (31%) of surveyed teachers
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believed that diversity discussions were promoted in the school where they taught. It
is encouraging to say that most teachers reflect on their own views on diversity by
attempting to provide all of their students with equal opportunities. Although answers
ranged from “Rarely” to “Sometimes”, teachers reported that activities related to
racism are implemented in their classrooms. Moreover, when they are at school,
teachers report their key actions in the face of racist incidents are to advise the victim,
discuss with the students involved, and, as necessary, scold offending parties.

In ongoing attempts to address and discourage such incidents in the future, teachers
reported they would "Often" (47.8%) try to find stimuli from cognitive objects (i.e.,
Language, Religion, History, etc.) in the classroom to prevent and deal with racism and
to raise awareness among their students for diversity and discrimination. Teachers
also reported that they would “Often” use literature (31.1%) on the subject of
diversity, while they would only "Sometimes" (32.3%) seek and employ videos and/or
movies with topics related to discrimination. A large proportion of respondents
(40.2%) would "Sometimes" and, in a smaller proportion, "Often" (19.3%) employ
role-playing games in the classroom.

Table 3. Actions to combat racism in the classroom

Response Actions to Never Rarely Sometimes Often Always
Racism in the Classroom (%) (%) (%) (%) (%)
You find stimuli from cognitive objects 00.0 14.9 11.8 47.8 25.5
Make use of literature 06.2 12.4 31.1 32.3 18.0
Looking for Discrimination Videos/Movies  02.2 39.8 32.3 16.5 09.3
Use Role-playing games 07.5 28.3 40.2 19.3 04.7

Schools in Urban areas see anti-racist actions being promoted and taken more often
than schools in rural areas. It is possible that this is causally related to the
discrepancies in the frequency of reported racist incidents by locale discussed above
(see Table 1).

Table 4. Average Ratings of Racism Prevention-Handling Methods in the School
Environment as Ranked by Educators.

Ways to Address Racism Mean Std. Deviation
To punish students who behave in a racist manner. 3.53 0.688

To engage in group activities and awareness-raising 1.50 0.608
actions.

To discuss with students who exhibit racist behavior. 3.12 0.721

To set a good example with their attitude towards 1.84 0.860
diversity.

Respondents were asked to rate racism prevention methods, on a scale 1 (most
preferred) to 4 (least preferred). Responses were polarized into two groups (see Table
4). They prioritized group activities and awareness-raising initiatives concerning
diversity as their most preferred approach to preventing racism, scoring an average
value of 1.5 (5.d.=0.608). It is worth noting that this option, apart from having the
highest overall ranking, also had the smallest standard deviation or, in other words, it
was the most consistently reported in this position. The second most popular
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preventative measure reported was setting a good example in their attitude towards
diversity (m=1.84, s5.d.=0.86). This point marks a clearly visible shift in average
preferences, as the respondents’ third preference, involving discussion with students
who exhibit racist behavior, ranked just 3.12 (s.d.=0.721). Educators least preferred
option was punishment for students engaging in racist conduct, with an average
ranking of 3.53 (5.d.=0.688).

These preferences for responses to racism in the classroom were related to teachers’
age and years of service. This is particularly evident with regard to of the most
important practices for preventing and tackling classroom racism. The two practices
are to encourage students to talk about racist incidents they are experiencing or
witnessing, as well as group activities about diversity and discrimination. As one might
expect, based on teacher responses discussed above (see Table 4), teachers who agree
that it helps to encourage students to report racist incidents are also stronger
proponents for the implementation of group classroom activities. Both, however,
appear to primarily be the purview of younger and/or newer teachers, as support for
both propositions decreases with both age and years of service (see Table 5).

Table 5. Spearman Correlations. Age - Previous service, Encouragement for reporting
racist incidents by students and Anti-racism practices related to the implementation of
activities on issues of otherness.

Encourage Group
students to activities on
Years of report racist the subject

Age Service  incidents of otherness

Age Corr. 1.000

rSpearman .

N 322
Years Corr. 871 1.000
of Service  rspearman .000 .

N 322 322
Encourage Corr. -.189 -.194 1.000
students to rspearman .001 .000 .
report racist N 322 322 322
incidents
Group Corr. -.172 -.233 .617 1.000
activities on rspearman .002 .000 .000 .
the subject N 322 322 322 322
of otherness

Notably, teachers who emphasized the need for them to set a good example towards
diversity, in order to prevent their students from behaving in a racist manner and
those that supported simple recommendations to students who behave in a racist
manner, do not agree that students should be punished (r=-.486, p=.000 and r=-.666,
p=.000, respectively; see Table 6). As teachers increased in both Age and Years of
Service, they also became (statistically significantly but only slightly substantively) less
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likely to support simple recommendations (r=-.118, p=0.035) and, equivalently,
slightly more likely to support student punishment (r=0.163, p=.003).

Table 6. Spearman correlations. Age- Previous service, Anti-racism practices related to
punishment simple recommendations and setting a good example for teachers in
matters of discrimination.

A good
Years of  Student Simple example of
Age Service Punishment recommendations teachers

Age Corr. 1.000

rSpearman .

N 322
Years of Service Corr. . 871 1.00

0

rSpearman . 000 .

N 322 322
Student Corr. .163 . 147 1.000
Punishment Ispearman | . 003 . 008 .

N 322 322 322
Simple Corr. -.118 - -. 666 1.000
recommendations 109

Fspearman | . 035 .051 . 000 .

N 322 322 322 322
A good example Corr. -. 108 - 322 .012 1.000
of teachers 107

Fspearman | . 053 . 056 -. 486 . 828 .

N 322 322 . 000 322 322
Conclusion

Greek teachers believe that racist behaviors do, in fact, manifest in the school
environment. This is not always the case, as the majority of teachers often fails to both
recognize the extent of racism in their classroom and reduce the racist incidents that
occurred in the school (Moss Lee, 2012).

Racist incidents involving students were more frequently reported in urban schools.
This is particularly interesting, especially given that the phenomenon does not appear
to have been extensively examined in either Greek or foreign literature. The majority
of surveyed teachers believe that their observed manifestations of racist student
behavior is not intentionally racist, believing that some students may behave or
express themselves in a racist manner, without realizing it. Indeed, according to
teachers’ perceptions, the most prevalent reasons for students distinguish against
their classmates are, in descending order, appearance, good and bad academic
performance, and then nationality - origin. While the first two may be exacerbated by
the third, they are nevertheless (unfortunately) common reasons for discrimination
against other students, regardless of racial or national background. When students did
express racism, however, teachers most frequently reported its manifestation
through the use verbal assault(s) and isolation from groups.
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We argue, nevertheless, that the most remarkable results are those which stem from
the examination of the means by which teachers attempt to both prevent and treat
racism within the school. More than four out of five surveyed teachers (83.9%) have
not undertaken a health or cultural environment program focused on combating
discrimination against racism. Nearly one third (31.1%) reported "Often" using
discussions and stories focusing on diversity to encourage their students to tell their
own stories and experiences —a practice particularly useful in preventing
discrimination. Indeed, teachers would do well to initiate discussions, narratives
related to otherness in order to sensitize their students. Teachers in our survey said
that they do not often organize informational events, discussions or exhibitions which
could promote peaceful relationships and fight racism. It is left to each school to
ensure the existence of a code of anti-racist violence and programs/group activities to
prevent and deal with such cases.

Older teachers and those with more years of service were less in favor of group
activities being implemented in the classroom to combat racism. They were also
stronger proponents of disciplinary action for transgressors. These positions are not
only concerning but clearly warrant more and more focused research.

All the above practices are implemented in the majority in schools in urban areas. They
are less common in semi-urban areas and even less so in rural areas. This may be a
result of the fewer (or at least fewer perceived) cases of discrimination and racism
within the school space in rural schools.

Teachers often attempted to find stimuli from cognitive objects (Language, Religion,
History, etc.) in the classroom to prevent and deal with racism and to raise awareness
among their students for diversity and discrimination. Teachers also often used
literature on the subject of diversity, while sometimes searching for videos and movies
with topics related to discrimination and, often, use role-playing games. Role-playing
is considered the most important technique in combating racism at school (Epstein &
Lipschultz 2012). Although two in five teachers (40.2%) only use it occasionally and
over a quarter of respondents (28%) no more than rarely. Educators prioritized group
activities and awareness-raising initiatives concerning diversity as their first (1st)
approach to prevent and deal racism. They consider setting a good example
themselves in their attitude towards diversity to be the second most significant
measure to combat racism. The third most crucial measure involves discussion with
students who exhibit racist behavior. Conversely, teachers (on average) considered
punishment for students engaging in racist conduct as the least preferred option.

Several of these findings have reinforced our existing understanding teachers’ best
practices when dealing with and preventing racism in the classroom. Some, however,
were surprising, while others were, frankly, concerning. As globalization continues to
characterize both Greek and international educational reality, the prevalence of and
teachers’ reactions to discrimination in general and racism in particular are questions
of paramount importance. Understanding why teachers in the Western Periphery of
Greece appear more sensitive to the existence of racist manifestations in their
classrooms could provide insight into ongoing or future teacher training for educators
in other countries/circumstances. Comprehending the differences in older and
younger (or more and less experienced) teachers’ approaches to racist phenomena in
the classroom is also a point of keen interest. Are these differences the result of
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differential training, different life experiences, or possibly the influence of increased
practical experience? Deeper examination of these differences may provide the
means to steer the better-established educators away from less desirable practices,
but also safeguard future generations from adopting them. In short, this study made
evident the need for more research, which is concurrently more expansive and more
focused, in hopes of providing more evidence for the answers it provided and greater
insight into the questions with which it left us. Both have the potential to impact
educational policy and, thus, the lives and practices teachers and the experiences of
students, who might otherwise (continue to) suffer the ignominy of racism in their
daily lives.
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Citizenship Within Language in Times of Conflict: Teaching
Strategies for English as a Foreign Language within the
European Union?
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Abstract

Common language is among the least disputed indicators of ethnic and cultural groups.
Indeed, language can shape ideas, color perceptions, and identify groups or tribes. As a
marker of multicultural competency, foreign languages are also considered an important
factor for participation in society as a whole. Language can unite populations and groups,
render the otherwise “other” accessible, and strengthen intercultural understanding.
Common language —formal or otherwise— provides a foundation upon which community
may be fostered.

This provides a basis for the acquisition of the skills and attributes needed to live and work
in a diverse world. It enables individuals and groups to advance their understanding and
appreciation of sociocultural differences, promoting appropriate and effective behavior
in intercultural communication. Common language (implicitly or explicitly) promotes the
values of multicultural competency and intercultural sensitivity across the Union.

Conflict, the action of forces in opposition, is to some extent the result communications
failure. It promotes discrimination and results in exclusion. One extreme culmination of
this exclusion is embodied in the transformation of native populations into refugee
groups. These groups are necessarily, often forcibly, relocated into predominantly foreign
sociocultural circumstances/locales.

We focus on the teaching of English as a second of foreign language (ESFL) as the most
common linguistic framework within Europe. Whether by design or mistake, the reality of
this underlying commonality has provided a persistent foundation upon which
international relationships can be and often are built —a foundation whose importance
only becomes more heightened as ongoing conflict foments an abrupt and increasing lack
of sociocultural cohesion. In this light, we employ a qualitative analysis of interviews
conducted with Greek ESFL teachers to examine the role of ESFL in Greece in general and
in light of ongoing national and international conflicts.

Keywords: Teaching Strategies; EFL; ESFL; Education; Citizenship; Conflict

Introduction

Language, the systematic “spoken or written communication used by a particular
country, people, community, etc.” (“Language”, 2023), is among the core identifying
factors of societal groups. It could be argued that this definition implies that it is the
sociocultural group that defines the language, rather than the language characterizing
the group. Indeed, languages develop as composites of words, mannerisms, patterns,

L |f this paper is quoted or referenced, we ask that it be acknowledged as:

Papalexatou, E., Katsillis, M. J., & Panagopoulos, E. (2023). Citizenship Within Language in Times of
Conflict: Teaching Strategies for English as a Foreign Language within the European Union. In Katsillis,
M. J., Garcia-Vélez, T. & Jacott, L. (Eds.), Diversity, Conflict, Crisis and Educational Adaptation, (pp. 50—
66). Children’s Identity and Citizenship European Association. ISBN: 978-1-3999-7622-0.

2 PhD, Corresponding Author: evelpap@gmail.com

3 DPhil, Otto von Guericke University Magdeburg, mijkat@gmail.com, ORCiD: 0000-0001-9771-7689

4 MSc, University of Patras epameinondaspanagopoulos@gmail.com

50


mailto:evelpap@gmail.com
mailto:mijkat@gmail.com
mailto:epameinondaspanagopoulos@gmail.com

1 e Children’s
| Identity &
Citizenship

European Association

and other means of communication, which are initially defined by sociocultural
markers, mannerisms, and circumstances of specific groups. As they are more widely
adopted, they begin to not only be defined by the group but also to define the group.
Such adoption is not limited to the initial, formative, group. Indeed, adoption or at
least comprehension of the particular language may be requisite for any form of
comprehension between two otherwise disparate groups. Through learning and
adopting new languages, however, disparate groups can gain insight into local,
cultural, and spiritual beliefs and mannerisms. These insights can then act as a bridge
between such groups making language or, more appropriately, common language, an
identifying marker of the sociocultural group.

The relatively recent increase in the global exchange of populations and ideas has
conspired to make the exchange of populations, ideas, and mores substantially easier
and more commonplace than at any other time in human history. It has also served to
make differences between otherwise disparate groups more apparent. Exchange,
however, can only take place if it is possible for groups to communicate with one
another. And, indeed, cooperation requires communication; dispute is, generally, the
direct or indirect result of a failure to communicate. Common ground, common
language —formal or otherwise— provides a foundation upon which community may
be fostered.

Significance of the Study

Language can shape ideas, color perceptions, and identify groups or tribes. As such, it
can be a unifying agent, fostering inclusivity, acceptance, and understanding. These
characteristics are a prerequisite for the acquisition of skills and attributes necessary
for integration into and thriving in a culturally and linguistically diverse (and
increasingly diversifying) world. They enable individuals and groups to advance their
understanding and appreciation of sociocultural differences, promoting appropriate
and effective behavior in intercultural communication. Thus, common language
implicitly or explicitly promotes the values of allophilia (Pittinsky & Montoya, 2009),
multicultural competency and intercultural sensitivity (see Bennet, 1993; Chen &
Starosta, 1998) across the European Union (EU).

In certain fundamental ways, conflict functions in opposition to common language.
Conflict promotes discrimination and results in exclusion. Exclusion takes many forms,
one extreme of which manifests in the displacement of people and groups into foreign
sociocultural and linguistic circumstances. This disconnects these individuals and
groups from the communal (native) language ties that bound them to the local
community they lived in but also the greater global community. The impact of this
disconnect is particularly evident in children, who rely on social mechanisms (including
though not limited to education) for integration, training, and support.

Native language, however, is just one form of communal language and, thus, one
means of connection to the societal whole. Indeed, it is worth noting that native
languages are generally designed and maintained to only provide connections to local
societies. The global community has largely agreed that there are a limited number of
languages, which function on an international level and, as such, can connect
communities between tribes, nations, and cultures. English, taught across the
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European Union as a Second or Foreign Languages (ESFL)®, provides a persistent
foundation upon which to build (or rebuild) both local and international relationships.
It is a means by which it is possible for individuals and the groups they comprise to re-
establish the ability to integrate into and participate in societies. It is a means by which
displaced and disenfranchised individuals may once again function as active citizens.

European Reality, Greek Reality, and the Culturally and Linguistically Diverse
Student

For most contemporary EU citizens, protracted, persistent conflict is a relatively
abstract notion. Wars are largely (though not universally) things that take place
elsewhere. The indirect effects of ongoing conflict (e.g., supply chain disruptions,
goods shortages, etc.) can be evident, provided the conflict is close enough and the
good(s) affected fundamental enough. The direct effects of conflict, including the
direct disruption of daily life, destruction of property and infrastructure, and loss of
life are, however, largely removed from their reality. To the average EU citizen, the
most familiar and tangible outcome of conflict is the transformation of a citizen into a
refugee.

The refugee, however, must, by definition, seek refuge. To do this, they must first be
displaced —which is to say they must be (forcibly) relocated somewhere other than
their native locale. The foreign locales to which they are relocated, however, rarely if
ever expect them and, historically, lack the social and sometimes (usually) physical
infrastructure to accommodate them. As such, any sufficiently large number of
refugees constitutes a crisis scenario for most countries.

From its inception as a modern state in 1821 and until 1990, Greece was perceived as,
and indeed self-identified as, a monocultural, monolinguistic country. The early 1990s,
however, saw the influx of substantial immigrant populations, primarily from
bordering Northern countries. This marked a rather abrupt shift, which, over the
course of the next several decades, saw Greek society begin the shift from mono- to
multi-cultural. Although substantially more slowly, this also marked the beginning of
the ongoing path toward Greek recognition of the existence of a more socially,
culturally, and, salient to our study, linguistically diverse population.

Greece, due in no small part to its location, has also historically served as a gateway
into Europe. As a result, it currently finds itself in the midst of a second refugee crisis
in as many decades. It could even be argued that the original refugee crisis never truly
ended®. If this is indeed the case, then the second wave has only compounded and
expanded the problems initially caused by the first. Even if it is not, however, the
country has still been the receptacle of culturally and linguistically diverse, displaced
peoples for the better part of twenty years. The advent of international conflict still

5 We recognize that the terms “English as a Foreign Language” (EFL) and “English as a Second or Foreign
Language” (ESFL) are not, strictly speaking, equivalent. For the purposes of this study, they are largely
equivalent and will be used as such.

6 Proving this claim is a difficult proposition. Rigorous arguments would necessitate the presentation of
extensive data, more than a decade’s worth of immigration figures, ongoing reports from refugee
receptacle areas, and news reports, at a minimum. While we would argue this is a worthwhile endeavor,
it strays far beyond the scope of this particular enquiry.
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unfolding on the Eurasian continent, however, means that Greece is not currently
alone in being a primary recipient of large groups of immigrants/refugees.

The influx of immigrant or refugee groups inevitably both introduces and increases
diversity in receptacle countries. These countries and their component communities
become host to groups that bring with them native languages, customs, beliefs, and
ideals. Children regularly comprise large portions of such displaced populations.
Sufficient or otherwise, host countries generally attempt to provide a social net for
such populations including, though not limited, to continued education, allowing
displaced youth to once again take up the mantle of students. These students,
however, differ from the local student body. They bring with them more and/or
different linguistic and cultural markers, if not outright languages and cultures. They
are what is referred to as Culturally and Linguistically Diverse (CLD) students (Allen et
al., 2002).

Third Language Acquisition and the CLD Student

Relatively unavoidably, displaced students are in a singular position, regarding
language courses. They have spent varying amounts of time learning their native
language and (in most cases at best) one other language. English is and has been the
most commonly studied second or foreign language within the EU by a wide margin,
for quite some time (Eurostat, 2023).

Displaced students, however, are injected into educational systems structured to
integrate children into their native, local societies. This has several ramifications; the
most salient to this study is that their curricula are structured around and presented
in the local students’ native language(s). Displaced students are therefore placed in a
position where their mother tongue is de facto sidelined. These students are required
not only to learn but, depending on their age, have varying degrees of functional
fluency in the local language. Established educational systems rarely if ever have
mechanisms in place to treat local languages as though they were third or foreign —
despite this being the reality for such displaced students. Local languages are treated
as native, with all of the commensurate home, extended family, and community
support that connotes. English, the default second or foreign language in most locales,
now acts as a de facto foreign and, indeed, third language for these students.

CLD students, displaced or otherwise, are defined by the application of their diverse
resources in communication with monol- and multilingual individuals (Cenoz & Gorter,
2011). Indeed, given ample opportunity, CLD students can exhibit superior cognitive
abilities in certain fields, including autonomy, vocabulary, language system
comprehension, cognitive flexibility, creativity and metalinguistic awareness (Aronin
& Toubkin, 2002; O Laoire & Singleton, 2009; Jessner, 2008; Kemp, 2007; Thomas,
1988; Bialystok, 1991; Baker, 1996). With specific regard to Third Language (T3)
learning, CLD are uniquely suited to benefit from the language input of bilingual
children (Mieszkowska et al., 2017) and common cognate words and expressions
between the various languages they speak and are called upon to learn (Schmitt,
1997).
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The Role of the ESFL Teacher

Human displacement imposes potentially wide-scale social, cultural, and linguistic
disparity. Foresight, sensitivity, and active, ongoing effort may make it feasible for that
disparity to eventually transition into diversity. Regardless of what stage the societal
whole is at, however, the introduction of social, cultural, and linguistic diversity into
the classroom produces a special type of student and so a special type of learning and
teaching experience. How ESFL Teachers deal with this particular phenomenon, and
its agents, the CLD Students, is the focus of the present study.

There are a number of core considerations that teachers of third (foreign) languages
should (arguably must) take into consideration, when formulating effective third
language teaching strategies. These include Cross Linguistic Influence - transfer (CLI),
code switching, metalinguistic awareness, and translanguaging. The Greek
government has laid out guidelines for a Greek Primary School Intercultural Teaching
Framework (see Giavrimis & Dimitriadou, 2023), which specifically define the role of
the foreign language teacher as being both able and required to self-reflect, be
sensitive, and be aware. Listed as such, however, these remain relatively nebulous
concepts.

In this context, self-reflection entails analyzing one’s personal feelings toward
culturally “other” individuals, discerning how that relates to the (local) dominant
culture, and processing the perspective influencing these feelings (Ming & Dukes,
2006). Wright et al. (2002) note that the language teacher needs to understand more
than just the workings of the language they teach but also to empathize with the
learner, comprehending their difficulties, the causes of their errors as well as other
interlanguage features. Banks et al. (2001) further posit that the teacher must actively
employ and transform this knowledge and comprehension into effective teaching
strategies and enriched curricula. Indeed, there are a number of things language
teachers need to be aware of, including cultural responsiveness (Gay, 2010; Ladson-
Billings, 2006), linguistic sensitivity (Villegas & Lucas, 2002), strategy training (Oxford,
1990) and activation of the learners’ metalinguistic awareness (De Angelis, 2011;
Jessner, 2008).

ESFL Teaching Strategies

The traits necessary for teachers, as laid out above, manifest themselves in the various
teaching strategies they employ in their classrooms. These can be predominantly
divided into one of three categories: Culturally Responsive Pedagogy (CRP),
Differentiated Instruction (DI), and Adaptation Pedagogy (AP).

CRP entails “[u]sing the cultural knowledge, prior experiences, frames of reference,
and performance styles of ethnically diverse students to make learning encounters
more relevant and effective for them” (Gay, 2009, p. 29). DI refers to the modification
of curricula in order to maximize learning opportunities for all students, while
addressing their needs and taking into account their learning styles, attainment levels
and personal interests (Sougari & Mavroudi, 2019). AP entails providing opportunities
for enhanced educational achievement, by offering students information in
comprehensible format(s) (Lalas & Bustos, 2012). All three of these strategies increase
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student engagement, help them negotiate meaning, and retain a better tally of their
learning and comprehension progress.

Teaching strategies assign innovative and varied roles to teachers; they are flexible,
teachable, and extend beyond simple cognition. Strategies promote learning directly,
as strategies access the special thoughts or behaviors individuals employ to enhance
comprehension, learning, and retention of new information (O’Malley & Chamot,
1990). Strategies promote teaching indirectly, by making learning more efficient and
effective, vis-a-vis teachers helping students understand how to better help
themselves learn (Rubin, 1990). Indeed, teaching strategies provide several key
benefits for the student, including motivation, increased confidence, and enhanced
educational achievement (Paris, 1988; Zimmerman, 1990). These then pay dividends
in increased metacognition and/or metacognitive awareness, self-reflection and self-
evaluation of personal performance, and an understanding of optimal personalized
learning processes.

Purpose of the Study

These considerations are particularly important in Greece, where large portions of the
active EFL teaching force may have been educated while Greece was considered
monocultural and monolinguistic or recently enough thereafter that the relevant
curricula had no consideration had been given to the new social and linguistic
paradigm. Even outside of such contexts, English is predominantly viewed, treated,
and taught as though it were, as the curriculum dictates, a second language. There is,
thus, a great deal of uncertainty regarding a number of salient characteristics of the
EFSL teacher, under such circumstances.

Although not as substantial as the difference between native language and first
foreign language, there are, nevertheless, differences between the teaching of a given
language as a second (i.e., first foreign) or third (or later) language. There is no rigorous
data on teachers’ mindset(s) and general understanding of third language teaching,
learning, and acquisition. We know what teaching strategies they should be
employing, based on the generally imposed criteria in their roles as ESFL teachers. We
do not know which of these are most commonly employed or to what extent. And, in
an ever-changing sociopolitical and linguistic reality, we do not know what, if any,
relationship exists between teachers’ beliefs and the prevailing contemporary findings
in the field of EFSL.

Impediments faced by ESFL educators impede access to the communal framework,
societal integration, and true, meaningful citizenship for some of society’s most
vulnerable individuals and groups. In this light, understanding the needs of, challenges
faced by and further opportunities available to ESFL educators is central to ensuring
that these displaced and disadvantaged youths reap the benefits of well-established
social integrative mechanisms, and are allowed to reap the benefits of the social
promise of education, integration, and, in the truest, most meaningful way,
citizenship.

Thus, we hope to spotlight culturally relevant pedagogy, differential instruction,
adaptation pedagogy, and indications of interculturalism in the foreign mainstream
classroom. In doing so, we hope to identify ESFL teachers’ needs, more clearly define
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the challenges they face, and signpost further opportunities for them to actively and
more efficiently adopt relevant teaching strategies, in practice.

Methodology

To examine the questions discussed above, we conducted a case study on a purposive
sample of 6 EFSL teachers in Western Greece, during the Spring semester of the 2022-
2023 academic year. The teachers were active in the prefectures of Achaia, llia, and
Aitoloakarnania. These prefectures are host to multi-lingual, multi-cultural
classrooms, while also being largely comprised of smaller, more parochial settlements.
Most of the immigration they have borne is primarily the result of seasonal worker
movement or blue-collar (usually agrarian) worker movement. As a result, they offer
a potentially exaggerated educational and social paradigm —one in which both the
classroom and the society it is housed in are less-than-ideally prepared for the realities
of an often rapidly and violently changing world. Although not a microcosm for the
entirety of Greek social reality, it could be argued that they offer insight into a baseline
perspective. They correspond to decreased impetus to accommodate social
integration, which would, for example, be necessary in the tighter confines of a
metropolitan setting. More suburban and agrarian locales also likely see the allotment
of fewer resources per educational unit, if only due to the smaller size of their schools
and classrooms. They also generally represent historically lower levels of interaction
with the social, cultural, and linguistic “other”.

We conducted a series of semi-structured interviews with each of member of the
sample. Interviews are flexible and adaptable tools, which have the potential to
provide rich material (Robson & McCartan, 2016). The core structure of each interview
was comprised of 6 open-ended questions. This approach was selected in part due to
the nature of our inquiries; while EFSL is a well-established subsection of education in
general and language education specifically, our particular context left us in a position
where, as is so often the case in such studies, we could not know what we did not
know. Indeed, the particular interpretation of the set of knowledge each ESFL teacher
possessed, in conjunction with their particular awareness of how complete (or
incomplete) this knowledge was particularly salient. It also enabled us to gain deeper
and more extensive insight, through real, ‘face to face’ interaction, elicit views on
specific topics, and “stimulate verbal flights from the respondents who know what you
do not” (Glesne, 2010, p. 102). In short, the open-ended interview provided the best
opportunity to gain meaningful insight into the personal motivations of each teacher
but also their comprehension and internalization of the core concepts of multicultural
competency, intercultural sensitivity, and their application thereof to the adoption of
optimal strategies for and in general the teaching of ESFL.

Interviews were recorded using audio taping, transcribed using intelligent verbatim
transcription, and encoded (see Creswell, 2003) for later thematic analysis. Thematic
analysis was selected since its fundamental purpose is to extract common patterns
clustered around a core organizing concept, which recur across datasets (Braun and
Clarke, 2019). Our approach to content analysis was deductive, employing interview
topics and relevant theory were as guides in forming the main analytical categories.
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Findings

The questions which probed the personal views of the six participants and their
teaching strategies, with regard to L3 learners, facilitated the interpretation of how
the ESFL teacher-interviewees made sense of their own teaching experiences. They
provided a clear description of the general views teachers hold and the extent to
which their personal viewpoints are related to or influenced by the strategies they are
currently employing in the classroom. The six participants’ responses were
categorized under the following broad categories:

1. Teachers’ Experience and Views on Intercultural Awareness

2. Teaching Strategies and/or Resources Adopted in Mixed Educational Settings
for L3 Learners

3. The Potential of Multilingualism for Learners / Use of Available Languages to
Maximum Effect

4. Classroom Management and Challenges, and
5. Teacher Development and Future Training

Key points from each are discussed and expanded upon below. Interviewees names
have been redacted. Where they are referenced below, we refer to them as T1, T2,
T3, T4, T5, and T6.

Teachers’ Experience and Views on Intercultural Awareness
Teachers reported experience working in culturally and linguistically diverse
environments —both at the time of the interview and in the past. They provided
multiple definitions of intercultural education and what it may entail for L3 learners.
Relevant excerpts from the interviews include:

“...Intercultural education pertains to teaching students of various cultures and using

elements of those varying cultures to create a new common setting and encourage
cultural awareness and inclusion...” (T3)

“...The notion of intercultural education is quite wide | suppose...it not only has to do with
the country of origin...it has to do with different races...languages...lifestyles...religion...it
is not something uniform and static | think...” (T5)

It became evident that the teacher-interviewees struggled to go beyond issues of
unity, equity and mutual respect for all cultures within the mainstream classroom,
with regard to intercultural education, thus seemingly equating integration of L3
learners with assimilation:

“...it actually comes as...incorporation, as an issue of incorporating all these students into

the Greek school context...try to integrate and assimilate them in...in the Greek reality...”

(T6)
Notably, all but one of the teachers (T1) appear to have no formal education in the
field. The exception (T1) reported that:

“...personally, | have attended a two-year postgraduate program offered by the Hellenic
Open University entitled ‘Language Education for Refugees and Migrants’...” (T1).

The balance of the teachers reported no relevant awareness citing a lack of training:
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“..no, I've not received any training in the field...” (T2)

Other respondents reported seeking education in the field out of personal interest:

“..I have never received official training on the field, yet | have read some basic
information on my own initiative...” (T4)

or report that their knowledge can be attributed to various programs. Even in such
scenarios, however, they did not indicate that such knowledge as they attained was
useful or actionable:

“..I have not received formal training on the subject, but | have been exposed to
intercultural education through participation in Erasmus+ KA 2 mobilities and e-twinning
projects” (T3)

Teaching Strategies and/or Resources Adopted in Mixed Educational Settings
for L3 Learners

Teaching strategies and adopted resources are indicative of how teachers approach
specific educational circumstances. Teachers appear to cater to the learners’
developmental levels through what Rothenberg and Fischer (2017, p. 35) refer to as
“scaffolding and explicit language instruction”. They also employ shared learning
experiences, which are key tenets in the notion of successful teaching according to
constructivist theory and CRP.

Teachers try to facilitate the lesson, celebrate praise and respect and promote
‘thinking about thinking’ (i.e., meta-cognitive strategies), foster learning through
visual support (i.e., memory strategies) and try to activate learners’ prior linguistic
knowledge (i.e., cognitive strategies). They also appear to develop an inclusive
perspective among students, by assembling them into pairs or larger groups,
employing socio-affective strategies. In conjunction with this, teachers seem to
promote collaborative and interactive learning, making use of social and
compensation strategies through cooperative learning and one-to-one or teacher-
student interactions. This, in turn, can help learners bridge the gap to a higher level of
learning within their zone of development (Price, 2008).

“...1 try to employ the help of other students who speak the same L1 as the diverse
students and can act as an intermediary...” (T3)

“... mainly try to use ICT in my lessons and a lot of projects that promote cooperation,
coordination and mutual respect among students... (T4)

“...if there is a student from the same country, | usually have them help another student...
| ask for help from students who are more proficient in Greek in the L2 or in the L3 in
English... “(T5)

“...make them think before we step into something new...with the help of a “stronger”
student who is there to clear things in the topic of today’s lesson and elaborate on that...”
(T2)

“...also brainstorming and discussion on various topics can oil the wheels and get them
to understand the topic even better...” (T3)

Teachers identify the ‘non-visible’ diversity of students, favoring all types of
adaptations, ranging from instructional presentation and classroom organization
adaptation, to student response and motivation adaptations. Some indicative

58



1 e Children’s
| Identity &
Citizenship

European Association

adaptations refer to the use of authentic material that relates to students’ personal
lives:

“..1 also try to correlate each lesson to their own experiences...activate background
knowledge and help them make associations or inferences...” (T4),

Some refer to the preview of information or the pre-teaching of vocabulary units:
“..l also try to pre- teach unknown words...” (T1)

Some even note simplification of the curriculum and the provision of individualized or
less complex material:

“...I try to explain more...make things...information simpler...pre-teach basic notions to
make them aware of what is coming...” (T5).

Some teachers also referred to the use of cues, flashcards and task variations through
the choice of specific assignments, graphic organizers or tasks based on learners’
multiple intelligences and individual, pair and flexible group work through teacher
guiding or peer collaboration:

“...with the use of images...or flashcards on the board, using body language...l also employ
various gestures...” (T1),

There was no mention of classroom organization regarding suitable workspace(s),
additional personalized time spent on specific tasks, or more elaborate, adapted
equipment (e.g., dictionaries, computers, etc.).

The Potential of Multilingualism for Learners / Use of Available Languages to
Maximum Effect

Teachers did not seem willing to make sustained use of the learners’ home languages.
This appears to have been due to a lack of functional knowledge (and the mastery
thereof) such a strategy would require —to say nothing of the extra research and
workload it would nec