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Abstract  

The aim of this paper is to describe all faces of designing educational material tailored 

to the communicative needs of a teenager with refugee/migrant background, in order to 

assist her/his learning Greek as second language. Hence, this essay has two main parts: 

In the first part can be found the theoretical background of the importance of the 

learners’ sociolinguistic profile as a means of identifying their personalized educational 

needs and the particular role of their parents as an influencing factor, along with the 

preconditions of an effectively designed educational material for second language 

learners. In the second part, a particular case is presented:  First, the research data of 

two semistructured interviews and identity texts and the inferred sociolinguistic profile 

of a 14 year old refugee girl, attending the Reception Class (ZEP I) in a Greek public 

High School in Athens. Then, the educational material produced for a tailor-made one 

hour lesson, along with the reasoning of the selected content and language activities. 

Finally, some generalizing suggestions for further use of this educational research 

procedure into language teaching towards multi-lingualizing the classroom.  

 

Key-words: Second Language Teaching material, Greek as L2, Greek Language 

Learning for Migrants and Refugees, Sociolinguistic profile  

 

Περίληψη 

Στόχος αυτού του άρθρου είναι η περιγραφή όλων των φάσεων σχεδιασμού 

εκπαιδευτικού υλικού προσαρμοσμένου στις επικοινωνιακές ανάγκες εφήβου με 

προσφυγικό/μεταναστευτικό υπόβαθρο που μαθαίνει την ελληνική ως δεύτερη γλώσσα. 

Έτσι, στο πρώτο μέρος του κειμένου τεκμηριώνεται η σημασία του 

κοινωνιογλωσσικού προφίλ των μαθητών ως μέσου προσδιορισμού των ιδιαίτερων 

εκπαιδευτικών αναγκών τους και ο ειδικότερος ρόλος των γονέων τους στη 

διαμόρφωσή τους. Υπενθυμίζονται επίσης οι βασικές προϋποθέσεις αποτελεσματικού 

σχεδιασμού εκπαιδευτικού υλικού κατάλληλου για εκμάθηση δεύτερης γλώσσας.  Στο 

δεύτερο μέρος του άρθρου παρουσιάζεται μια συγκεκριμένη περίπτωση: Αρχικά, το 

κοινωνιογλωσσικό προφίλ μιας 14χρονης με προσφυγικό υπόβαθρο, μαθήτριας της 

Τάξης Υποδοχής (ΖΕΠ Ι) δημοσίου Γυμνασίου στην Αθήνα και τα ερευνητικά 

δεδομένα δύο συνεντεύξεων και δύο ‘κειμένων ταυτότητας’ από τα οποία προέκυψε. 

Ύστερα, παρουσιάζεται το εκπαιδευτικό υλικό που σχεδιάστηκε για ένα γλωσσικό 

μάθημα μίας ώρας ειδικά γι’αυτήν, καθώς και η αιτιολόγηση των επιλογών που έγιναν. 

Τέλος, διατυπώνονται προτάσεις για περαιτέρω αξιοποίηση αυτής της εκπαιδευτικής 

ερευνητικής διαδικασίας στη γλωσσική διδασκαλία σε πολυπολιτισμική και 

πολύγλωσση τάξη.  
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μετανάστες και πρόσφυγες, κοινωνιογλωσσικό προφίλ  

 

 

1. Introduction  

Worldwide, the consequences of globalization and particularly the recent wide 

migratory and refugee flows have highlighted new challenges, humanitarian, political 

and educational (Appadurai, 1990; Dryden-Peterson, 2015). Additionally, education in 

this context remains an area of economic, social, and political inequality (Bloch & 

Hirsch, 2017), used as a policy tool for pursuing assimilation, integration, or 

multiculturalism (Matthews, 2008).  

Especially with regard to migrant/refugee children, given that in their turbulent lives 

education is a basic stabilizing factor, but also a guarantee that they will actually 

become “more than they –already- are” affirming their “linguistic, cultural, intellectual 

talents and accomplishments” (Chumak-Horbatsch, 2012, p.xiii), the need for inclusive 

education in a safe supportive environment (Engelbrecht, Savolainen, Nel, Koskela, & 

Okkolin, 2017) is evident. Particularly in Greece, where thousands of migrant and 

refugee children (Gkaintartzi, Kiliari, & Tsokalidou, 2016; S.C.S.R.C., 2017) form a 

highly multilingual educational context, where people constantly shift between 

languages, translanguaging and negotiating their identities (Cummins, 2001), 

bi/multilingual education is obviously needed. Building on their existing knowledge 

and language resources and solidifying their sense of identity and personhood can 

improve their academic performance, enhancing their participation both in class and in 

a democratic, inclusive, equal society (Hornberger, 2004).  

Of course, these acknowledgments consequently affect educators’ role, who have to be 

teachers, treating their bi/multiliterate learners’ developing  communication skills  in 

ways “socioculturally and sociopolitically contextualized, locally and multiply 

inclusive, enquiry-based and dynamically negotiated”,  researchers, who “reflect 

critically on the contexts and content of their teaching”, reveal and use the 

communicative repertoires (“media”) brought to school by students “as  resources for 

their language & literacy development”, and planners who create “more equitable 

educational policies and practices for linguistically diverse students” (Hornberger, 2004, 

p.168).   

This is the purpose of this study: to follow all the necessary steps in order to design and 

present the language teaching material appropriate for a mini course (1 hour) for an 

adolescent student of the Reception Class (ZEP I) of a public High School in Athens, 

Greece.   

 

2. Literature review  

Second language courses for refugee/migrant children in the host country need to 

provide them with a variety of meaningful learning experiences, hence, to be 

differentiated and individualized, in order to meet their particular learning needs 

(Kaneva, 2012). A substantial tool to identify and understand the linguistic realities of 

these children and their bi/multilingual worlds is their sociolinguistic profile, which 

includes information about their personal history, which -although often escapes the 

teachers (Matthews, 2008; Dryden-Peterson,2015)-  influences their literacy and 

linguistic experiences, their language  choice and practices (e.g. translanguaging), their 

skills, strengths, expectations, and challenges.   

Thus, children’s sociolinguistic profile depends on their past (racial, ethnic, linguistic, 

religious, regional, political and socioeconomic backgrounds, refugee trajectories, pre-
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/post-displacement experiences, e.g. racialization, persecution, torture, trauma, 

resilience, acculturation, and assimilation), present (personal characteristics, family life, 

migrant and socioeconomic status, community and social networks and transnational 

activities) and desirable future. Furthermore, it contains information about their pre- 

and post-migration educational experiences: lack of or limited literacy in mother tongue 

and unfamiliarity with specific literate practices, lack of or interrupted formal schooling, 

different language competency levels and learning styles, and  instruction quality, 

usually, poor due to inadequate financial support, lack of appropriate specialized 

training of teachers, and teacher-centered pedagogy, large classes or placement into 

classes with younger children (Dryden-Peterson, 2015; Matthews, 2008; Bloch & 

Hirsch, 2017; Chumak-Horbatsch, 2012). 

However, within an inclusive and holistic approach (Block, Cross, Riggs, & Gibbs, 

2014), children’s educational and, in particular, language learning needs are 

differentiated also by their parents/guardians influence.  Their own educational level 

and the degree of their knowledge of the school's predominant language,  their 

religious/cultural values and assumptions for their children’s education (e.g. lack of 

engagement or even exclusion from school), and their specific aspirations for them (e.g. 

professional stereotypes or girls' education)   (Dryden-Peterson, 2015), can be 

reinforcing factors or obstacles to the support they can provide to their children’s 

homework or communication with the school context (Androulakis, Gkaintartzi, 

Kitsiou, & Tsioli, 2016). Finally, the mandatory frequent movement, as well as the 

parents' intention for final relocation in another host country than that of the school, 

may well influence the motivation and stability of children's participation in the current 

language learning process (S.C.S.R.C., 2017).  

Hence, in order to provide appropriate and effective language instruction, a thorough 

initial assessment is necessary, including (semi-)structured initial interviews, providing 

all aforementioned information and establishing a communicational bridge between the 

educational context and the child and parents, probably with the necessary support of 

an interpreter. Besides, they may also be used as an initial assessment tool of child’s 

oral language skills (Ontario Ministry of Education, 2008). 

Additionally, substantial source of all these factors affecting children’s sociolinguistic 

profile and language learning needs, and basic tool for their empowerment, providing 

them voice, are “Identity Texts” (Kompiadou & Tsokalidou, 2014), i.e. the “written, 

spoken, signed, visual, musical, dramatic, or combinations in multimodal form” or 

digital “products of students' creative work or performances carried out within the 

pedagogical space orchestrated by the classroom teacher” (Cummins, et al., 2005). 

Given that “students invest their identities in the creation of these texts”, they hold “a 

mirror up to students in which their identities are reflected back in a positive light” and 

affirmed (Cummins & Early, 2011, p.3). 

This language needs analysis (Ontario Ministry of Education, 2008) also includes 

assessment of all 3 facets of children’s "language proficiency" according to Cummins 

(2001, p.65): (a)‘Conversational fluency’, necessary for non-formal communication, in 

face-to-face situations, where simple grammatical structures and high frequency 

vocabulary is used, and contextual and interpersonal cues  support the communication 

meaning,  (b)‘Discrete language skills’, involving specific phonological and 

grammatical knowledge of “rule-governed aspects of language” (Cummins, 2008, p.76), 

presupposing not only direct instruction, but also practice, both formal and informal, 

and (c)Academic language proficiency,   which is more complex and cognitively more 

demanding  due to the higher order thinking skills associated with it and, usually, has 
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no familiarity to bi/multilingual pupils’ everyday life and language, is impersonal, more 

abstract and more technical, i.e. ‘context reduced’ (Cummins, 2001, p.67).   

Teachers considering all these factors have to set the relevant educational goals and 

choose the appropriate teaching practices, which in the case of beginners 

migrant/refugees have to be gradually moving from ‘undemanding’ in the beginning, 

to more demanding and context-embedded later (from Quadrant A to Quadrant B), 

(Cummins, 2001, p.67), using multimedia, visual and language stimuli, yet, always 

supporting students’ cognitive development based on their identity investment and 

respecting their bi/multilingual repertoire (Cummins, 2001; Ontario Ministry of 

Education, 2008). 

Important role in this differentiated, individualized, language teaching, reflecting 

teacher’s pedagogic attitudes and choices, has the educational material, which 

obviously has to be also situated, i.e. contextualized, considering the educational 

context and the curriculum, the available resources and the relevant facilities, the 

teacher’s competences and  most of all, the particular learner(s)’s individual needs 

(Howard & Major, 2004). Admitting that one-size-fits-all is inadequate, educators 

usually produce their own material, often adapting commercial course books or 

synthesizing more of them, transforming them under their personal pedagogy. 

Nevertheless, this tailor-made material has to fulfill certain preconditions: it has to be 

contextualized, authentic, flexible, and attractive, to stimulate interaction, encouraging 

learners to develop learning skills and strategies, linking coherently to further 

progression of language skills, to focus on form simultaneously focusing on function, 

offering opportunities for integrated language use (Howard & Major, 2004).  

  

3. Research    

3.1. Methodology 

The main research question addressed in this study was: How can an adolescent 

migrant/refugee’s sociolinguistic profile and her/his respectful second language 

learning needs be integrated in a tailor-made language teaching material towards 

“multi-lingualizing” the classroom?  

Thus, the main objective was to draw the sociolinguistic profile and explore the 

language and communicative needs of an adolescent refugee girl, F.A., student of the 

Reception Class I facilitated in 2018 in a public High School of Athens, in order to 

design a 1-hour mini-language lesson intervention appropriate for her, creating the 

respective educational material.   

For the purposes of this study, qualitative research methods were chosen. Aiming to 

determine her sociolinguistic profile, information was  collected from (1)two identity 

texts of F.A. (a)on the 14th day of her Greek language lessons (27.4.2018), and (b)after 

the end of the school year (18.6.2018),  and (2)two transcribed semi-structured 

interviews (Taylor, Bogdan, & DeVault, 2015), (a)by her (18.6.2018)  and (b)her father 

(M.A.) (13.6.2018), both with the support of a cultural mediator, who was provided by 

the NGO which shelters the girl’s family, after hers and her father’s consent.  The 

Consent Form was also translated by the cultural mediator and signed by the parent. 

Qualitative thematic analysis was carried out on the collected data (Braun, & Clarke, 

2006).   
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3.2. Data analysis  

3.2.1. Interviews  

At the time, F.A. from Bagdad, Iraq, was 14 years old. Her family was in Greece almost 

one year.   According to both aforementioned interviews and focusing mostly on 

language and educational experiences: 

 

3.2.1.a.Family and personal educational background 

F.A’s mother has attended 2 classes in High School. Her father has finished it. He used 

to be a carpenter. F.A. has 2 younger brothers, 12 and 6 years old. During their stay in 

Greece her brothers do not attend Greek formal education, due to bureaucratic 

difficulties, according to their supporting NGO. F.A. was enrolled in the 1st grade of 

Iraqi High School when they left Bagdad and before the Reception Class was attending 

(for 2 months) only English language lessons in the learning center of another NGO.  

She has always been a ‘good learner’ according both herself and her father, who 

attributes that accomplishment (a)to the time spent and the critical thinking practices 

by the parents teaching their children and (b)to their expectations for them:    

“I try to explain to her that a doctor is not just someone who knows things, but 

someone who comprehends them”…  

“What we try to teach our children is not to be afraid to make mistakes.”.   

F.A. adds motivation as a trigger for being a ‘good learner’: “because I think that 

learning languages is something useful”.  

 

3.2.1.b. Home language(s) and language use  

F.A’s family speaks Arabic at home and seems to have very few opportunities to use it 

outdoors, due to a deliberately chosen lack of language community relations. They also 

practice Finnish, which they have been taught in school or/and in informal learning 

programmes (for the adults) during their one year stay in Finland, 3 years ago. F.A. and 

her father highly respect the Finnish educational system, due to the integration of 

technology devices and applications. Now they teach each other English through 

mobile phones. Lately, they also learn Greek at home with the help of F.A. 

Her father does not consider that her L1 will ever be in danger of loss, even if she 

learned “20 languages”, which is his aspiration for her, adopted by her too:   

“Generally, I like to learn languages, but what I dream is to travel and …..to 

be able to learn each country’s language …”.  

F.A. considers the monoglossic approach of the Finnish language program, excluding 

her home language, very effective:  

“… they also avoided translating in our mother tongue, in order to learn faster 

the words in Finnish”.  

On the other hand, in the Greek High School she constantly translanguages with her 

peers, using Greek, English and Arabic, teaching her mates her home language. She 

hasn’t got school friends, “yet”, though.   

She self-evaluates her Greek language competency as such:  

“When I hear them I understand what they say, although they speak Greek too. 

When I want to say something and I don’t know the word, English comes up”.  

 

3.2.1.c.Interests 

Apart from her educational activities, F.A. visits with her family parks and hills in 

Athens and goes shopping. At home she likes to draw and watch videos in You-tube, 

mostly in English.  
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3.2.2. Identity Texts 

Based on the Identity Text 2 (Figure-1) composed the same day with F.A.’s interview 

(18.6.18) as a preliminary activity for her own “dual language book” (Cummins et 

al.2005, p.6), finally meant to be completed at home (due to time limitations deriving 

from F.A.’s other obligations that day), all elements of her identity mentioned in her 

interview can be confirmed, written in Arabic and translated with the help of the cultural 

mediator.   

 
Figure 1. Identity Text-2 

 

For the multimodal Identity Text-1 (Figure-2) (composed during a class activity, and 

hence with different original educational goals), F.A. used Arabic and English and three 

words in Greek: her name, in the middle of her drawing, music/‘μουσική’(4),  and 

park/‘πάρκο’(15). Furthermore, apart from what she repeats in Identity Text-2 referring 

to her academic life (5, 8, 10, plus her compliment to her teacher,14), F.A. mentions 

her family (7) and emphasizes her desire to have new friends (11 & 12) along with her 

special bond with a new school friend, Fatima, who –at the time- had just moved to 

Germany, though (6). She expresses with sketches and words her love for travelling (2, 

5), music (4) and dancing (13) (watching her Greek peers preparing a school celebration, 

at the time). Finally, she draws a white heart ‘waiting’ (1) and she is referring to her 

‘love’(2). Generally, she has included 4 hearts (1, 2, 7, 12) in her Identity Text-1.  

   

 Figure 2. Identity Text-1  
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3.2.3. Sociolinguistic profile  

Based on collected data: F.A. is a refugee adolescent girl. Her home language is Arabic. 

She is also, according to herself, a Finnish and English speaker. Her Greek language 

skills (which is the target language of this study) are all very poor.  She is supported by 

her previous academic accomplishments and her positive attitude towards education 

and language learning. Her family shares this attitude and has big expectations of her 

professional, academic and language future. Although she seems to adopt theoretically 

the monoglossic approach of the Finnish -and Greek- educational system, she 

translanguages at school with her peers and during the Greek language lesson. She has 

not many opportunities to use her language repertoire out of school, beyond her family 

context. She uses digital devices, like all adolescents today, as a means of social 

relationships and educational tool. Her communicative domains refer to school, music, 

travelling, dancing, friends and feelings (love).   Obviously, even if she bears many 

similarities to adolescent girls all over the world, her multiple identities and her pre- 

and post- displacement experiences make her unique. 

 

3.3. Syllabus development/Second Language Learning Material   

In this particular study, a mini-language lesson (1 hour) was designed in the context of 

communicative language teaching approach and content-based instruction (Rodgers, 

2009) through a critical literacy intervention, affirming the student’s identity and 

encouraging her self-evaluation and reflection on experiences and beliefs (Cummins, 

2001).  Considering the specific curriculum for the Reception Classes (YPETH, 2018), 

and respecting F.A.’s aforementioned sociolinguistic profile, a 6-page work-sheet was 

produced (Figures 3,4,5), combining transformed existing educational material 

(Antoniou, & Detsoudi, 2004) and original teacher’s choices.  

The topic of ‘feelings’ -with the title “Niotho” (I feel…)- was chosen as one of the main 

issues highlighted in the results of this research, and thus estimated as a meaningful 

subject, increasing F.A.’s cognitive engagement and enhancing her emotional 

awareness, hence supporting her academic progress (Cummins, 2009). 

Due to F.A.’s familiarity to multimedia and considering the well-known advantages of 

video as educational tool, particularly in second language teaching (Angeli,2016; 2017), 

a short part (00.00-01.30) of a Greek song video, accessible on the internet, with the 

title ‘Kafes me gala’ (Lyra, 1993) and subject of ‘what I love among everyday activities 

and trivial things’, was chosen. This authentic oral text could activate her prior 

knowledge, allowing F.A. to get acquainted with the natural way native speakers 

communicate and to approach pictures of everyday life in Greece. Its vocabulary was 

suitable for her language skills and age and being without visual distractions, which 

might have complicated the information input, it was appropriate for Cummins’s (2001, 

p.67) Quadrant A activities.   

 

 

 1. My hart wait. 

2. I like τo co to Korea my love 

3. I like play 

4. (I like) μουσική 

5. (I like to travel) my vevoret 

6. I like my frind Fatima co to cermane  

7. I like my family  

8. I like to learn things. I want friends  

9. … 

10. (I like read and write, and stories)  

11. I like have frinds 

12. (I like to have many good new friends) 

13. I whant τo see yoo move  

14. I like my tecar 
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Figure 3. Educational Material, p.1-2. (Activities 1-4) 

 

Authentic tasks, were also preferred, promoting practicing language behaviours 

necessary in and out of the classroom (e.g. activity 2.2., 2.3., 3., 7.) (Figures 3,4), 

stimulating language interaction, moving gradually to Cummins’s Quadrant B activities.   

Willing to encourage development of all four language skills, activities for listening (1.) 

and reading comprehension (2.1., 5.1, 8.), production of oral (2.2, 2.3, 3, 4, 5.2) and  

written (4,6,7,8,9) text were included (Figures 3,4,5).  

 

 
Figure 4. Educational Material, p.p.3-4. (Activities 5-7) 

 

At the same time, important was the parallel emphasis on language function and form 

(4.,6.,7.,8.,9.), offering opportunities for metalinguistic awareness, e.g. comparing 

types of the same language  or through her whole linguistic repertoire (6.,7.,8.) (Figures 

3, 4, 5). Hence, additionally, translanguaging was legitimized and enhanced, facilitating 

the “flow of knowledge, ideas, and feelings from one domain to another and across 

languages” (Cummins, et.al., 2005, p.8).  
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Figure 5. Educational Material, p.p.5-6. (Activities 8-11) 

 

Moreover, further multimodal communicative means, such as pictures (1.), sketches 

(2.4., 4., 5.1.) and tables (6.,7.,8.) (Figures 3,4,5) were included combining language 

and visual stimuli in order to support F.A. cognitively, making the educational material 

more attractive and matching her personal preference on drawing.   

Generally, it has been attempted to make the material user-friendly, including e.g. 

sufficient space for her own responses (2.4, 4., 5.2., etc.) but also viewable with a 

similar density and quantity of information on each page. 

Moreover, the activities were selected in order to allow flexibility in linking them to 

the following sections, both vocabulary and communication circumstances, as well as 

grammatical forms (e.g. with a potential section "Mou aresei", suitable for comparative 

treatment with each other) providing the necessary coherence in this tailor-made 

curriculum (Howard & Major, 2004).  

 

Finally, critical analysis was encouraged through student’s evaluation of the 

information of the text/song (5.1., 5.2.), self-assessment (10.) (Ontario Ministry of 

Education, 2008; Council of Europe, 2014) and self-awareness activities, inviting her 

to share experiences, thoughts, and feelings in a more or less creative way (2.2., 2.3., 

2.4., 5.3., 11.)(Ada, & Campoy, n.d.; Cummins, 2001). Learner’s autonomy and self-

regulation of the learning process is the long-term goal (Cummins et al., 2005) of this 

whole intervention, reflected on this language learning educational work-sheet.   

 

Conclusion 

This study allowed deeper exploration and more systematic analysis of the educational 

procedure necessary to plan second language teaching material appropriate for 

adolescents with refugee/migrant background.  

Evidently, given all students’ superdiversity (Bloch & Hirsch, 2017), a thorough 

communicative needs assessment, based -among others- on initial interviews and on 

multimodal identity texts, is a practice that should be generally used for all minority 

language students at least, in order to support their unique identity investment in the 

learning procedure towards bi/multilingual classroom practices, respecting all students’ 

home language(s).  
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A tailor-made curriculum and a student-specific syllabus providing differentiated and 

individualized meaningful learning experiences is necessary (Kaneva, 2012) in order to 

develop all aspects of language proficiency (Cummins, 2001).  

For this purpose, especially in the monoglossic Greek educational system, a teacher -

even if she/he does not speak students’ home languages- can create a multiliterate 

community (Schwarzer, Haywood & Lorenzen, 2003). Thus, word walls and cognate 

charts produced after classroom cooperative work, playful activities (e.g. Kamperi-

Tzouriadou & Pantazi, 2004), displays of photographs or other multilingual realia 

(newspapers, books, etc.) and multiple other bi/multilingual resources (e.g. internet, 

versions of songs and other popular art works) brought by students (Celic & Seltzer, 

2011) can be used as an extension of the suggested (6 page work-sheet) educational 

material on the specific topic.    

Furthermore, a project based extension activity of creating every student’s ‘dual 

language book’”  (e.g. 11th activity) or a digital story telling  could enhance a 

multicultural learning community, welcoming student’s diversive characteristics at 

school and connecting the academic community with the broader society, which 

becomes more inclusive  and,   hence, democratized.  
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