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ABSTRACT

Marmaridou, Margarita. 2019. Education of Refugee Students in Greece:
Teachers’ Experiences. Master's Thesis in Education. University of Jyvaskyla.
Faculty of Education and Psychology.

Greece encountered an unparalleled flow of people in 2015, what has been
described as a “refugee crisis”. A substantial proportion of the refugee
population comprised of children under the age of 18. The Greek state has been
called to provide these children with the fundamental right to education.
Considering that the need for refugee education provision at such a large scale
has been recent and abrupt within the Greek context, the present study attempted
to explore the experiences of educators involved in this educational project.

Semi-structured interviews were conducted with teachers and members of
school staff in June 2018 at four different schools in Northern Greece. Three of
the schools were located in a small town; the refugee students were integrated in
each school through Reception Classes. The fourth school was an Intercultural
primary school, located in a big urban centre; the two refugee students attending
were integrated into mainstream classrooms.

The findings elicited from the interviews manifest differences between the
two settings, namely the Reception Classes and Intercultural School, in terms of
the challenges faced and the support networks the informants had access to.
Linguistic and behavioural issues as well as inadequate support were repetitive
themes among Reception Class teachers.

The findings indicate the multiple layers and system interconnections that
exert influence on the reality facing refugees at host communities. Systems that
refugees are involved in or systems over which they possess little to no power all

have an impact on their educational experience.
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1 INTRODUCTION AND PURPOSE OF STUDY

In recent years, large populations have been forced to leave their homelands,
seeking safety as a result of war and conflicts. In a total of 68.5 million forcibly
displaced people worldwide, more than 10 million are refugees under the age of
18 (UNHCR, 2018a). Children constitute the group that is more severely affected
due to exposure to war, violence and traumatic events (Anderson, Hamilton,
Moore, Loewen & Frater-Mathieson, 2004; Stermac, Clarke & Brown, 2013).
However, even though exposure to traumatic experiences can pose challenges
for some immigrant and refugee youth in terms of mental health, this is not the
case for all individuals (Bonanno, 2004). Despite the various obstacles they face,
some individuals manage to utilise coping strategies, demonstrate resilience and
recover from trauma (Stermac et al., 2013, p. 216). Thus, some scholars have
criticised the tendency to pathologise refugees and put emphasis on their trauma
and vulnerability in opposition to their strength and resilience (Hayward, 2017;
Summerfield, 1999; Taylor & Sidhu, 2012). Instead of implementing a medical
intervention to facilitate the process of recovery, a welcoming and safe social
environment such as a classroom can be a space where normalisation occurs,
feelings of trust and respect are cultivated, and thus a healing process is initiated
and resilient outcomes are promoted (Anderson, 2004, p. 61; Hayward, 2017). The
role of the teacher in such a space is of utmost importance. Teachers need to be
able to understand the backgrounds of their students and their traumatic
experiences as well how important their own role is in building a feeling of trust
and belonging among the newcomers (Hayward, 2017).

The initial aim of the current study was to explore teachers” experiences in
terms of the social-emotional expressions and needs of their refugee students
within the Greek education system, following the staggering inflow of refugees
to the country in 2015. Teachers have a major role to play in the creation of a
welcoming space that can be beneficial for students who have been exposed to
violence and traumatic events. They need to be aware of the backgrounds and

stories of their students in order to provide positive and culturally appropriate



educational experiences that can help students develop a sense of well-being and
belonging (Barowsky, 2010; Stermac et al., 2013). How these teachers view their
students is critical for the success of their educational practices. Teaching
practices that view and treat refugee students as vulnerable and passive victims
fail to acknowledge their full potential and can be culturally insensitive. On the
other hand, when refugee students are treated as strong and resilient individuals,
their presence in the classroom is valued as an asset and a healing process can be
potentially facilitated (Hayward, 2017; Summerfield, 1999; Taylor & Sidhu, 2012).
In order to gain an insight into teachers” experiences of the social-emotional
functioning of their refugee students, semi-structured interviews with teachers
who have been teaching in primary education Reception Classes (RCs) and an
Intercultural School in 2 cities in Northern Greece were conducted in June 2018.
Their responses were expected to provide answers to the following two research
questions:
e What are the social-emotional expressions of refugee students
experienced by their teachers?
e What are the practices employed by teachers to ensure a feeling of

wellbeing amongst their refugee students?

During the interviews with the research participants, however, the focus of the
study started deviating from its initial objective. Though initially aiming to
portray the social-emotional manifestations of refugee students within the Greek
education system, the discussion with the informants shed light on multiple
aspects of the refugee education in Greece, stemming from the experiences of
these teachers. These experiences included the challenges the teachers faced and
how they dealt with them, the perceived needs of their students, both social-
emotional and academic, as well as the support they provided. As such, this
study could better be described as a content analysis of the experiences of
teachers within the field of refugee education in Greece, shedding light on the
multiple environmental forces that exert influence on the refugee educational

reality.



The present study is divided in five parts with the first one being the
introduction where the purpose of the study is being described, followed by the
theoretical background. This second section begins by establishing the
significance of education within the refugee experience and is followed by an
outline of the refugee reality on a global and European scale. The focus is then
placed on the case of Greece and the specificities of the refugee experience in that
region after the outbreak of the so-called “refugee crisis” in 2015. The theories
that have informed the current study follow. The third section includes the
methods that have been utilised for the implementation of the study whereas the
fourth section describes the findings that were elicited from the interviews with
the informants. The paper ends by discussing these findings on the basis of the

theoretical framework.

2 EDUCATION OF REFUGEE CHILDREN

21 Education as a Right and Necessity

Education is a fundamental human right and is enshrined in the Universal
Declaration of Human Rights (United Nations, 1948) as well as in the Convention
on the Rights of the Child (OHCHR, 1989). Despite it being a universal right,
many refugee children are deprived of education or have access to disrupted
education due to factors related to their migration experience. Moreover, despite
the existence of international conventions, the type of education children receive,
as well as the extent to which the right to education is being respected is reliant
on national policies and might vary between different national contexts (Dryden-
Peterson, 2016).

Although the provision of education has been viewed as a chance to restore
a sense of normalcy in the hitherto unstable lives of refugee children (Nicolai &
Triplehorn, 2003, p. 25), Dryden-Peterson (2017) points to an alternative
understanding of education, that of a long-term endeavour that is in line with the

prolonged uncertainty that accompanies the refugee experience, taking into



account that the period of displacement is not temporary. In any case, the benefits
that education can potentially yield in the lives of refugee children are
undeniable. The transitions these children go through take place at a time which
is critical for their social and psychological development, putting them at
potential risk of developing behavioural problems and learning difficulties
(Anderson et al., 2004, p. 2). Schools constitute the place where the socialisation
process can start again after being disrupted for a long time and children’s
adaptation to the host community can be fostered through their interaction with
regular students and the acquisition of the host-community language. Schools
then have a fundamental role to play in the creation of a safe environment that
will allow for the normal development of children and their integration to the

new community.

2.2 Refugee Status

In recent years large populations have been forced to leave their homes in order
to avoid violent conflicts and resettle in safer areas. These forcibly displaced
groups of people might belong to different categories, according to the United
Nations High Commissioner for Refugees (UNHCR), refugees, asylum-seekers
and internally displaced people (2018a). Refugees constitute the main focus of
the present study; however, the refugee definition will be discussed in relation to
the other categories, especially asylum-seekers, a category which is often used
interchangeably with refugees, in order for the reader to gain a better
understanding of what exactly being a refugee entails according to international
law.

The United Nations Convention relating to the Status of Refugees, adopted
in 1951 and having been in force since 1954, and its 1967 Protocol have explicitly
determined the criteria that need to apply in order for an individual to qualify as

a refugee. According to the Convention, a refugee is an individual who:

“...owing to well-founded fear of being persecuted for reasons of race, religion,
nationality, membership of a particular social group or political opinion, is outside the
country of his nationality and is unable or, owing to such fear, is unwilling to avail
himself of the protection of that country; or who, not having a nationality and being
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outside the country of his former habitual residence as a result of such events, is unable
or, owing to such fear, is unwilling to return to it.” (UNHCR, 2010, p. 14)

It is thus obvious that refugees comprise a distinct group that is legally defined
and, as such, enjoys certain rights and standard protection under international
law (Anderson et al., 2004; Gil-Bazo, 2015; Reed, Fazel, Jones, Panter-Brick, &
Stein, 2012; Reyhani, 2019). In contrast to refugees who constitute an explicitly
defined group, there is no clear definition of asylum in any international legal
document. Additionally, as opposed to the refugee status which characterises the
individual, asylum has been so far viewed as the institution of protection a state
can potentially offer to an individual and, as such, the legal nature of asylum as
aright of individuals is a subject of debate within refugee studies (Gil-Bazo, 2015;
Reyhani, 2019). Internally displaced people, who constitute the third category of
forcibly displaced people, on the other hand, have not fled their country and
remain under the protection of that country’s government, but are on the run
from home within the borders of their own country (UNHCR, n.d.).

In the following pages the facts and figures associated with the refugee
experience in recent years will be discussed within an international and
European context whereas the section will close by presenting the case of Greece
and the refugee reality in the country since the outbreak of the so-called “refugee

crisis”.
221 Global and European Situation

At the end of 2017 the highest so far number of forcibly displaced people was
recorded, with 68.5 million people (1 out of every 110 people worldwide) being
on the run from home. About 37% of those were estimated to be refugees while
more than half of the refugee population consisted of children under the age of
18 (UNHCR, 2018a). The Syrian conflict between Assad’s government and the
opposition coalition that broke out in March 2011 (Hove & Mutanda, 2015) has
majorly contributed to the sharp increase of forcibly displaced people worldwide
in the last five years. In particular, as of December 2017 about 20% of forcibly

displaced people were Syrians. At the same time, a number of other considerable
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displacements have occurred in other parts of the world, both in Africa and the
Middle East (UNHCR, 2018a).

Syria, Afghanistan, South Sudan, Myanmar, Somalia, Sudan, Democratic
Republic of Congo, Central African Republic, Eritrea and Burundi were the ten
countries of origin with the largest number of refugees in 2017, accounting for
82.5% of the total refugee population (UNHCR, 2018a). Despite the increased
influx of migrants in Europe during recent years, the vast majority of the refugee
population has been migrating to neighbouring, economically disadvantaged
regions (Barbulescu, 2017; Reed et al., 2012; UNHCR, 2018a). Germany was the
only high-income country in the list of ten major host countries for refugees in
2017 whereas Turkey remained the first on the list (UNHCR, 2018a).

Migration is not a new phenomenon in Europe, however in recent years
public discourse related to migration issues and refugees has come to the
foreground with the so-called “refugee crisis” that reached its peak during 2015
when more than one million people entered the continent (Bulmer & Solomos,
2018; Castelli Gattinara, 2017; European Migration Network, 2018, UNHCR,
2019). Numerous countries were affected in complex ways by the influx of
refugees and asylum-seekers in Europe. After a boat carrying over 800 people
sank in the Mediterranean Sea in April 2015, the EU proposed a set of measures
in response to the crisis that started unfolding at the time. Although the EU has
been presenting itself as a safeguard of human rights, some scholars have
nonetheless questioned the humanitarian element embedded in the European
policies that were directed at the management of migration (Abbasi, 2015;
Barbulescu, 2017; Castelli Gattinara, 2017; Panebianco, 2018). Castelli Gattinara
(2017) particularly pointed out the inconsistency between the Schengen principle
of allowing asylum-seekers to reach their destination of desire once entering the
EU and the Dublin Regulation that allowed Member-States to reject certain
claims and send migrants back to their countries.

One of the measures taken by the EU in response to this unprecedented
incident was an increased presence in the Mediterranean Sea in order to prevent

the loss of the lives of people on the route from Libya to Italy and from Turkey
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to Greece (European Union, 2016). However, the funding was temporary and
directed at extraordinary operations, meaning that once that crisis was over no
further assistance would be available for subsequent potential crises (Barbulescu,
2017). The use of military force to prevent smugglers from getting refugees and
asylum-seekers on boats from the Libyan shore was another measure adopted by
the EU Member-States. This action against smugglers, however, would also mark
a ban against the right of asylum-seekers to seek a safe refuge in Europe
(Barbulescu, 2017).

The uneven distribution of asylum-seekers among the Member-States, with
the majority being accumulated in Greece, Italy and Hungary (Panebianco, 2018),
led the EU to adopt quotas in May 2015 for the relocation of 40000 Syrian and
Eritrean persons in need of international protection (European Commission,
2015a), supplemented by 120000 persons in September 2015. 718 million euros
would be available to the Member-States to support the relocation process
(European Commission, 2015b). However, the agreement did not unfold as
smoothly as it was hoped for with some Member-States contesting the proposed
quotas (Barbulescu, 2017; Castelli Gattinara, 2017).

Different nations reacted in different ways to this unprecedented wave of
migrants. Despite the actions taken by the EU to adopt a common set of
procedures regarding the asylum process and reception conditions (Directive
2013/32/EU; Directive 2013 /33 /EU), reality showed that there was no consistent
adherence to the practices directed at refugees between Member-States (Dingott
Alkopher, 2018; Panebianco, 2018). Germany and Sweden maintained an open-
door policy in the beginning and were the two countries that hosted the majority
of the refugee population in the EU during 2015 (UNHCR, 2016). Later in the
crisis, however, their policies were reversed (Dingott Alkopher, 2018; Renner,
Thomas, Mikulajova, & Newman, 2018). In August 2015, near the Greek border
village of Edomeni, the Macedonian riot police attempted to block the entrance
of migrants to the country, using force to push them back to Greece where they
were trying to leave from (BBC, 2015; Milan, 2018). Serbia, although maintaining

a welcoming stance at first, later tried to restrict the flow of people, along with
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the Slovenian and Croatian governments which faced an increase in the influx of
migrants due to the sealing of the Serbian - Hungarian frontier in September 2015
(AFP in Budapest, 2015; Milan, 2018). In early 2016 the Western-Balkan route was
eventually shut down (Eleftherakos et al., 2018; Kingsley, 2016; Milan, 2018) and
in March 2016 the EU-Turkey deal was enforced, binding Turkey to readmit

asylum seekers who were returned from Greece (European Council, 2016).

222 The Case of Greece

Greece encountered an unparalleled flow of people in 2015 with more than
800000 entering from the sea with the aim of relocating to other European
countries. The measures taken by the EU since then have majorly moderated the
inflow of people with about 177000 sea and land arrivals in 2016, 36000 in 2017
and 40000 during 2018 (UNHCR, 2018d). As of December 2018, 71200 refugees
and migrants were estimated to be residing in Greece (UNHCR, 2018c). In 2018
alone more than 66000 people applied for asylum in Greece and more than 21000
of those were estimated to be children under the age of 18 (Asylum Service, 2019).
The distribution of the refugee population within the country was not even, with
the bulk of the flow being gathered on the islands of the Aegean Sea (Kalogeraki,
2018, p. 170). At the same time, the refugees were not a homogenous group, but
were coming from a variety of ethnic backgrounds. Between January 2016 and
October 2016, 46% of the incoming population was from Syria, 24% from
Afghanistan, 15% from Iraq, 5% from Pakistan and 3% from Iran (General
Secretariat for Media and Communication, 2017).

The Aegean Islands held a crucial spot within the migration trajectory due
to their geographical position, comprising both the Greek as well as the external
EU border. However, the reason behind the disruption of people’s mobility and
their accumulation on the Aegean Islands after the 2016 EU-Turkey deal was not
the remote location of the islands, but their very definition as the entrance to the
EU (Dijstelbloem & van der Veer, 2019). The insufficient infrastructures available
on the islands, unsuitable for the accommodation of a large number of people for

prolonged time, led to the Greek government being coerced to commence a
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decongestion operation in order to transfer people to better shelters in the
mainland. Between June 2016 and December 2018 more than 42000 people were
transferred to the mainland with the help of the UNHCR and as of December
2018 about 14600 (20%) refugees and migrants were estimated to be living on
islands and 56000 (80%) on the mainland (UNHCR, 2018c).

Initially, newly arrived individuals were accommodated at Reception and
Identification Centres (RICs) created by the Greek authorities on the islands of
Lesbos, Chios, Samos, Leros and Kos. After the EU-Turkey deal these were
described as detention centres (Greek Council for Refugees, 2018a). The Greek
reception facilities have been criticised as insufficient and were later
supplemented with temporary accommodation facilities in the mainland.
However, these temporary sites are not designed for long-term accommodation
and their legal status is unclear. Thus, the Ministry of Migration Policy
announced that their number would be reduced from 44 to 22 by the end of 2017
(Greek Council for Refugees, 2018b). As of September 2018, six RICs and 28
temporary accommodation sites were in operation on the islands and mainland
(UNHCR, 2018e). In addition to the above, the UNHCR commenced an
accommodation scheme as part of the ESTIA (Emergency Support to Integration
& Accommodation) programme in November 2015 in cooperation with local
authorities and national and international NGOs (UNHCR, 2017). The scheme
provides housing to vulnerable refugees and asylum seekers in apartments and
buildings and as of May 2018 a total of 48283 individuals had benefitted from it
(UNHCR, 2018b).

It has been asserted by some scholars that Greece was left to deal with the
staggering inflow of people on its own, making evident that it did not possess
sufficient structures to support a task of this scale (Kousoulis, Ioakeim-
Ioannidou, & Economopoulos, 2017). It is essential, nonetheless, for the refugee
crisis to be viewed in conjunction with other crises that have occurred both
globally, such as economic inequalities and climate change, and in Europe, such
as the Great Recession or Brexit. Greece in particular has attracted a lot of

attention due to its central position in the financial crisis in Europe. Kousoulis et
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al. (2017) suggest that this economic and social crisis has contributed to the state’s
incapacity to deal with the refugee crisis.

It was not only the state that was unprepared, however. In the summer of
2015, with the immense numbers of people arriving to the Aegean islands and
the banks being temporarily shut as a result of the uncertainty that the outcome
of the referendum brought to the foreground (Greek citizens were called to
decide whether the government should accept the new bailout conditions
proposed by the Eurogroup), the Greek population encountered unparalleled
levels of political, financial and social instability; this was not only difficult to
grasp but was also creating a sense of helplessness regarding people’s capacity
to deal with the enormity of such events (Green, 2018). Cabot (2018), points to an
interesting analogy between the economic crisis faced by the Greek citizens and
the humanitarian crisis that has been brought to the foreground as a result of the
en masse arrival of refugees in Europe. Even though the refugee experience bears
numerous differences compared to the experiences of citizens who are affected
by austerity and dispossession, Cabot suggests that both groups should be
viewed as belonging to the same continuum in the context of the Greek economic
and humanitarian crisis. Austerity, she claims, has created ‘internal refugees’ not
so much in the sense of geographical displacement, but rather in terms of citizens
being removed from the "terrains of rights” (p. 6) and deprived of decent living
conditions (Cabot, 2018).

Both refugees and Greek citizens affected by the economic crisis have
become in recent years more reliant on formal and informal humanitarian
initiatives rather than state agencies since the latter have proved to be incapable
of providing the necessities (Cabot, 2018; Evangelinidis, 2016; Kalogeraki, 2018;
Papataxiarchis, 2018; Zséfia, 2018). The refugee crisis was accompanied by an
upsurge of solidarity initiatives, especially on the islands of the Aegean, that
were later supplemented or gave place to international NGOs from Europe and
around the world (Cabot, 2018; Evangelinidis, 2016). Nevertheless, solidarity
movements have often distinguished themselves from professional

humanitarian organisations, emphasising their own horizontal character which
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allows for the care-recipient to be treated with respect and not like an ‘object’, as
opposed to institutionalised organisations (Cabot, 2018; Papataxiarchis, 2016;
Papataxiarchis, 2018; Zsofia, 2018).

The way Greece responded to and managed the migration flow has
received criticism by other nations. The President of North Macedonia (the
former Yogoslav Republic of Macedonia at the time) Gjorge Ivanov stated
publicly that: “The crisis is coming from the territory of Greece —a Schengen area
state. So Macedonia has to defend Europe from the EU itself.” (The Telegraph,
2016). However, apart from questions related to national security and border
control that may contain anti-immigrant undertones and that emerged as a result
of the Greek state’s stance towards migration, it is important to note the
implications this stance had for the refugee population as well. According to a
study conducted during 2017 on the island of Lesbos, the inadequacy of the
accommodation facilities, the lack of accurate information with regards to
asylum procedures, abusive behaviour on behalf of the authorities, continuous
exposure to stressful conditions and the lack of sufficient and culturally
appropriate mental health service provision have been all found to have an
impact on the mental health of refugees (Eleftherakos et al., 2018).

Since children under the age of 18 comprised a substantial portion of the
refugee population, with more than 3700 being unaccompanied as of December
2018 (National Center for Social Solidarity, 2019), it is essential to understand
how the Greek state handled this vulnerable group, especially from an
educational point of view since schools can be spaces where normalcy is restored
(Nicolai & Triplehorn, 2003, p. 25). The Greek state had the obligation under
European and national law to provide these children with the fundamental right
to education (Ministry of Education Research and Religious Affairs, 2017). This
demanding task was taken up by a special committee within the Greek Ministry
of Education, the Scientific Committee for the support of refugee children, which
was set up in March 2016. Before the Ministry of Education officially assumed
responsibility for the formal education of refugees, various NGOs were involved

with the creative engagement and education of refugee children. Once the
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Ministry of Education took over, they tried to regulate the field and NGOs were
requested to be certified. However, the relationship between formal and informal
education has not been explicitly clarified (Ministry of Education Research and
Religious Affairs, 2017; Zséfia, 2018).

The refugee education plan focused on the gradual integration of the
refugees into the Greek education system and the academic year 2016-2017 has
been described as the “transition year” (Ministry of Education & Ministry of
Migration, n.d.). Children between 6 and 17 years of age, living in non-organised
facilities were supposed to attend Reception Classes (RCs) taking place in the
morning programme of primary, secondary and intercultural schools. Children
living in organised facilities, on the other hand, were supposed to be daily
transferred to Reception Facilities for Refugee Education (RFREs) taking place in
the afternoon, with the help of Refugee Education Coordinators (RECs) and the
financial support of the International Organisation for Migration (IOM). Children
of preschool age were supposed to attend kindergartens that would be set up
within the accommodation centres (Ministry of Education Research and
Religious Affairs, 2017).

Reality showed, however, that the education project was not implemented
as successfully as it was hoped for, as is evident in the April 2017 Assessment
Report on the Integration Project of Refugee Children in Education (Ministry of
Education Research and Religious Affairs, 2017). Kindergartens took 9 months to
be established due to the unsuitability of the premises and, as a result, they did
not operate at all during the whole academic year. The operation of the RFREs
also manifested numerous difficulties stemming from the constant change of
teachers, their inexperience, regulation issues, reactions from the host
communities, problems with children’s ages, fluctuation of children’s attendance
rates and difficulties in the cooperation between the morning school and the
afternoon programme. In addition to that, the operation of education facilities on
the Aegean islands was prevented by the Ministry of Migration Policy and as a
result the children stranded on the islands did not have access to formal

education (Ministry of Education Research and Religious Affairs, 2017).
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Based on the assessment of the year 2016-2017, the Committee created a
list of propositions for the following academic year (Ministry of Education
Research and Religious Affairs, 2017). According to those, children living in cities
should attend kindergartens or RCs at primary schools of their neighbourhood
while those who possessed satisfactory knowledge of the Greek language should
be integrated in regular classrooms according to their age, with additional Greek
language classes. The Committee suggested for preschool aged children living in
temporary accommodation centres to attend kindergartens within the centres
whereas for older students to attend morning RCs, provided that there is enough
space available in schools and these are easily accessible with public transport. If
those rules did not apply, children of accommodation centres would continue
attending afternoon RFREs. The Committee also suggested for children living on
the islands to be integrated in the education system.

According to data collected in May 2018 by the Education Sector Working
Group (2018), more than 8000 refugee and migrant children were enrolled in
Greek Schools, attending either RCs in primary or secondary schools,
intercultural schools, schools with no special provision, afternoon RFREs and
kindergartens within accommodation centres. The majority of these children
were living in apartments or hotels for unaccompanied children. However, only
62% of the total child population (5-17 years) living in apartments was estimated
to be going to school. The vast majority of those were residing in the region of
Attica while the second largest percentage was located in Central Macedonia.
According to the Ministry of Education, on the other hand, an estimated 11000
children were attending formal education as of December 2018 (UNHCR, 2018c).
The percentage of children from the islands attending formal education is still
low and UNHCR has been providing support with non-formal education

activities (Education Sector Working Group, 2018; UNHCR, 2018c).
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23 An Ecological Approach to Refugee Children’s
Experiences

All people experience changes in their lives that require a period of adaptation.
Refugees, however, constitute a special group in the sense that the changes they
have to adjust to are significant and abrupt and take place in multiple aspects of
their lives. Taking into account that the environment and the changing conditions
of that environment significantly affect the experience and development of
refugees, Bronfenbrenner’s ecological approach can serve as the conceptual
framework that will allow for a better understanding of the impact the
environment has on the development of refugee children (Anderson et al., 2004,
p-4).

The different experiences that take place within the different phases of the
refugee child’s trajectory all have an impact on the child’s development. In
particular, these experiences occur within the pre-migration, trans-migration and
post-migration phases, as seen in Figure 1. At each phase, a set of nested,
interconnected systems exists, what Bronfenbrenner calls the microsystem, the
mesosystem, the exostystem and the macrosystem (Bronfenbrenner, 1979). The
first one refers to the relationship between the individual and her immediate
environment, such as her classroom. The second one refers to the relationship
between the individual’s proximal settings such as home and school. The
exosystem involves relationships between systems within which the individual
does not actively participate, such as the parents” workplace and school. Finally,
the macrosystem encompasses all the above relationships and refers to a broader
societal context that involves cultures, sub-cultures and different belief systems
(Anderson et al., 2004, p. 4). Although the focus of the present study is mainly set
within the microsystem of the post-migration stage and more specifically within
the school context, other aspects of the post-migration phase such as housing as
well as experiences that occurred in previous stages will all be taken into
consideration to provide more holistic insight into the development and

adaptation process of the child.
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Post-migration ecology

Trans-migration ecology

Pre-migration ecology

FIGURE 1. Model of refugee adaptation and development (Anderson
et al., 2004, p.8)

Another theoretical framework has been utilised in the current study, which, in
connection to Bronfenbrenner’s ecological approach, can provide a deeper
understanding of the effects the migratory process has on refugee children. This
includes literature around pre-migration stressors related to trauma and grief
and the impact these have on the mental health of refugees (Eisenbruch, 1988;
Frater-Mathieson, 2004; Gadeberg, 2017; Hamber, 2019; Kirmayer et al., 2011;
Reed et al., 2012; Summerfield, 1999).

23.1 Trauma as a Result of Exposure to Violence

The migration process, including violent pre-migration situations, the experience
of displacement and challenging post-migration events, can lead to the
traumatisation of the individual and can potentially interfere with their cognitive
and emotional development (Frater-Mathieson, 2004, p.12). Exposure to war,
violence and other adversities has been associated with the development of
mental health problems among refugee children (Trentacosta, 2016).
Psychological trauma entails both the exposure of the individual to adverse
circumstances and the insufficiency of the coping strategies available to the
individual to help them overcome the difficulties they are facing (Frater-
Mathieson, 2004, p.14). In one review of studies on the mental health of refugees
and immigrants, the existence of risks during the pre-, trans- and post-migration

stage and the challenges specific to each stage were pointed out. For children,



21

these could include disruptions in education during the pre-migration stage,
separation from family during the trans-migration period and linguistic and
cultural challenges during the post-migration stage (Kirmayer et al., 2011).

Apart from the immediate negative impact war has on children, such as
changes in family composition, disruption of schooling and a feeling of
insecurity, it has been suggested that there are also long-term effects on
individuals” mental health which are not as visible and which can last for years
after the traumatic events took place. Post-Traumatic Stress Disorder (PTSD) as
well as symptoms of depression and anxiety have all been viewed as by-products
of traumatic experiences (Barowsky & MocIntyre 2010; Stermac et al., 2013;
Trentacosta, 2016). Trauma theorists have assumed that clinical interventions
would be beneficial for all individuals that have experienced trauma without
exception (Bonanno, 2004).

Nevertheless, the concept of traumatisation has received criticism by some
scholars as it is usually defined broadly with a variety of potential symptoms,
such as feeling lost or crying, but a concrete definition is lacking (Summerfield,
1999). What is more, there is disagreement in academia regarding the theoretical
concepts that are most suitable for the assessment of trauma and mental health
in refugee populations (Gadeberg, 2017). This tendency in the field of psychology
to emphasise the psychological effects of exposure to trauma and promote
professional medical interventions as a necessity in order to recover from such
effects emerged after World War II; PTSD was the medical term used to describe
these long-term effects of exposure to violence (Summerfield, 1999).

However, the view of trauma as a medical condition is a product of Western
psychological models which cannot and should not be applied to all contexts
unconditionally as they may not conform with the refugees’ perspective on
mental health needs (Hayward, 2017; Summerfield, 1999). In one review of
studies on the mental health of Syrian refugees, for example, community-based
interventions were suggested as a form of psychosocial support for some
individuals (Hassan et al, 2016). Furthermore, the assumption

that traumatisation is the direct result of exposure to violence shifts the attention
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from the social sphere to the individual, biopsychological sphere. Individuals are
presented as responsible for their condition and the situational, sociocultural and
political factors that could also be critical for shaping the worlds of these
individuals seem to be ignored (Summerfield, 1999).

According to Hamber (2019, p. 8), trauma should not be viewed as the effect
generated in a linear way from exposure to a traumatic experience. It should
rather be understood in relation to the context within which it is taking place.
This perspective allows us to view trauma as a process. Trauma then is not
merely determined by the past experiences the individual has gone through, but
by the reinterpretation of these past experiences according to the individual’s
understanding of the current social conditions that surround her (Hamber, 2019,
p- 8). In other words, current experiences are essential to how one interprets the
events of the past.

Trauma and mental health problems should not be viewed in isolation from
the cultural perspective of the individual who experiences it. Culture can play a
critical role in the way someone experiences, interprets and reacts to health
problems, that is whether they will seek help, how much information they will
reveal about their problem, what language they will use to describe an illness as
well as whether they will use remedies from their own tradition to treat an illness.
(Hassan et al., 2016; Kirmayer et al., 2011.) The role of culture within the realm of
refugee mental health has been stressed by other scholars as well. Eisenbruch
(1988) discussed the grief and bereavement that refugee children experience as a
result of cultural and personal loss in relation to the mental health problems that
this bereavement can potentially harbour. He stressed the importance of viewing
grief on a community level rather than through the Western lens of individualism
and emphasised the role of social support systems as protective factors against
psychological symptoms (Eisenbruch, 1988). Frater-Mathieson (2004, p. 25)
further suggested that unless trauma and loss symptoms are understood through

a cultural lens, their validity is questionable.
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2.3.2 Role of the Teacher

One of the first and most significant steps a refugee child has to take when
settling in a new country is to adapt to a new school environment. Both past
experiences, such as exposure to trauma and violence, and post-migration
experiences such as housing and new surroundings, can either facilitate or
impede this process of adaptation (Anderson et al., 2004, p. 9). Different studies
on the impact of trauma on refugee children within an educational setting
manifest inconsistent results, ranging from children exhibiting resilience to
children displaying emotional problems such as being reserved or aggressive
(Frater-Mathieson, 2004; Szente, 2006). These contradictions demonstrate that
refugees are not a uniform group with the same needs and experiences.

A school and, more specifically, a classroom can by its nature have
therapeutic benefits for the child (Hayward, 2017), constituting a bridge between
the child and the new social environment and providing the necessary resources
for students to thrive in such an environment (Matthews, 2008; Sullivan &
Simonson, 2016). Schools can sometimes be the only point of contact between the
host community and refugee students and, as such, they have a major role to play
in the support of their students, helping them cope with the impact of traumatic
experiences, ensuring a smooth transition into the new environment and thus
promoting resilient outcomes (Anderson, 2004, p. 61). A close bond to a caregiver
and/or an effective parenthas the potential to ameliorate the harmful
consequences war has on children’s development (Masten & Coatsworth, 1998).
However, taking into consideration that certain children might face an additional
disadvantage due to their parents’ psychological difficulties, the role of the
school in general and of the teacher in particular becomes all the more essential
(Anderson, 2004, p. 61).

Teachers can equip their refugee students with the resources necessary for
their future, ameliorating the sense of uncertainty that is often inherent to the
refugee experience and preparing them for what is to come (Dryden-Peterson,
2017). They hold a crucial position that renders them capable of acknowledging

potential skills in their students and assisting their further development. This
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approach of skill reinforcement can result in resilient outcomes and boosted self-
confidence. (Hayward, 2017; Masten, 2016, p. 21). In the idiosyncratic domain of
refugee education, however, teachers need to take into consideration the impact
of trauma in order to avoid causing additional stress to their students.
Nonetheless, given the fact that teachers are not mental health professionals, they
should approach the vulnerable group of refugee students with caution when
trying to support their wellbeing in order to avoid reverse outcomes that can be
harmful (Hayward, 2017).

The ability of the teacher to successfully handle the task of refugee
education is determined by multiple factors. The beliefs of the teachers towards
their students, the role they possess as well as the resources available all have an
impact on the level of success of the education and support provided to refugees
(Rose, 2018). Teaching practices that view and treat refugee students as
vulnerable and passive victims fail to acknowledge their full potential and can
be culturally insensitive. On the other hand, when refugee students are treated
as strong and resilient individuals, their presence in the classroom is valued as
an asset and a healing process can be potentially facilitated (Hayward, 2017;
Summerfield, 1999; Taylor & Sidhu, 2012).

Teachers need to be cautious not to underestimate the capabilities of their
students solely based on their refugee status. A knowledge of different cultures
and the values that are embedded in these cultures is required for teachers to
truly understand what it means to be a refugee. Already in 1984, Olstad, Foster
and Wyman (1984) pointed to the need for educators to obtain skills that will
allow them to effectively perform within multicultural settings. Taking into
account the cultural differences that are very likely to exist between refugees and
their teachers, there is a potential risk for conflicting stereotypes to occur within
the student-teacher relationship. It is then crucial for teachers to develop a
cultural understanding in order to positively contribute to refugee education.
For teachers to gain such knowledge, however, and encourage cultural diversity
in the classroom, great levels of support are required, including preservice

multicultural education and in-service training, so that they won't get
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overwhelmed by this demanding task (Chisholm, 1994; Hamilton 2004; Szente,
2006).

233 Support of Refugee Students

The support available to refugee students within an educational setting can be a
result of practices occurring at different levels and within the interconnections of
these levels. On a school level there are certain features critical for the
effectiveness of the school, such as the role of leadership, parental involvement
and school environment (Hamilton 2004; Taylor & Sidhu, 2012). In an American-
context study that explored practices that could facilitate the support and
adaptation process of refugee children, strategies related to emotional support,
academic adjustment and an establishment of bonds between home and school
were located as potential successful practices (Szente, 2006). Taylor and Sidhu
(2012) also point to the significance of parental and community involvement.
Several studies have shown that when parents are involved within the student
community, that can positively influence the performance and behaviour of
students (Hamilton 2004, p. 89). Home visits by the teachers and the use of
interpreters can facilitate the creation of bonds between home and school and
thus promote parental involvement (Szente, 2006). At the same time, schools
need to have an outreach attitude and support parents develop certain skills,
such as second language skills, and cultural understanding in order to facilitate
their participation (Hamilton, 2004, p. 86).

In a study regarding the educational practices directed to asylum-seeking
and refugee children in England, Pinson and Arnot (2010) identified multiple
different approaches schools employed for the integration of these students. The
authors determined the holistic approach as the one that is taking into account
the various aspects involved in the refugee reality. In this context, the term
holistic is defined as an attempt to cater to a diverse set of needs such as social,
emotional and developmental and not only to academic ones (Pinson & Arnot,

2010). Within a holistic approach particular emphasis is given to a school ethos
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that is oriented towards the promotion of a positive image of refugees and
asylum seekers (Pinson & Arnot, 2010; Taylor & Sidhu, 2012). Such schools
redefine the very ways integration is manifested and do not merely adhere to
predetermined indicators set by policy documents that tend to attach too much
importance to academic achievement. One of their primary aims is for the
children to feel welcome and secure so that they can achieve personal growth
(Pinson & Arnot, 2010). Given the fact that students who do not conform to the
predominant norms are more likely to become the targets of bullying, it is
important for schools to ensure that refugee students are not being subject to
bullying and racism by their peers (Hamilton, 2004, p.88).

A welcoming atmosphere, both on a classroom level through furniture
arrangement and on a school level through a detailed introduction to the
institution, can create a sense of belonging among refugee students, initiating a
healing process. A sense of belonging is also achieved through an inclusive
approach that is informed by the cultural background, experiences and language
skills of the students (Hayward, 2017). Language in particular should be a
priority for teachers as its acquisition can determine how successful the
resettlement process will be for the individual (Loewen, 2004, p. 35). Obtaining
the language of the host community allows individuals to exercise their agency
and function effectively within social contexts. At the same time, the emotional
well-being of refugee children is attended to since knowledge of the language
allows them to better express themselves and share their concerns and emotions,
mitigating potential feelings of anxiety (Hayward, 2017). Prior education
experience can facilitate the new language acquisition process. However, since
most refugee children have experienced discontinuous or disrupted education,
the task of learning a second language presents additional challenges (Loewen,
2004, p. 36). Apart from language barriers, teachers might also experience various
challenges related to cultural differences and inconsistencies in the learning
styles of their students (Frater-Mathieson, 2004, p. 30). According to Taylor and
Sidhu (2012), a successful approach to refugee education is one that attends to

the language and learning needs of the students in a culturally appropriate way
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and slowly integrates them in mainstream classrooms once their initial support
needs are met. There is consensus among academia regarding the linguistic
benefits of placing refugee children in mainstream classrooms. However, their
inclusion in regular classrooms requires adequate planning, otherwise it might
result in reverse outcomes for some students (Loewen, 2004, p. 44).

The academic adjustment of the child is also crucial. Language learning is
inherently linked to academic adjustment and the benefits of language
acquisition have been previously addressed. However, given the fact that
children do not possess the language of the host community, translators would
be essential to bridge the communication gap between the child and the teacher.
Since many schools have limited resources, though, hiring a translator might not
be an option. Employing university students who speak the child’s language as
volunteers or forming peer learning groups can be beneficial for the child’s
academic adjustment. Providing after school activities as well as participating in
school projects can also enhance the adaptation process (Szente, 2006). Finally,
emotional support through play therapies related to art and music can teach
children basic emotions and how to express them without the use of language

and consequently facilitate the adaptation process (Sullivan & Simonson, 2016;

Szente, 2006).
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3 METHODS

In the following section I will discuss the process that I followed for the
implementation of the current study. I begin this section by describing the
selection of the setting and time where and when the data collection was
conducted, and by mentioning the steps that were taken in order to locate the
informants that were to participate in this research project. I move on by
describing the demographic features of the population of interest, that is the
refugee students who the informants had been in contact with for about a year at
the time of the interviews, in order to provide a complete picture of the context
of the study. Consequently, I outline the profile of the research participants while
I move on with a description of the procedure that was followed to interview
these participants. In the final part of this section, the process of analysing the

data and, lastly, the ethical considerations are being discussed.

3.1 Context and Research Process

I conducted the data collection during June 2018 in two cities of Northern Greece
where a considerable number of refugees is currently residing. Specifically, the
majority of the refugee population in Greece is currently concentrated in the
region of Attica as well as Northern Greece after the Greek government
implemented a decongestion operation from the islands to the mainland due to
the unsuitability of the accommodation facilities on Aegean Islands (UNHCR,
2018c; UNHCR, 2018e). The two areas where the data was collected from were
chosen for their accessibility since the limited resources available did not allow
for a broader selection of sites. One of the cities is a big urban centre where a
considerable number of refugees live, amongst other places, in private
apartments whilst the other one is a small town where the refugee population is

concentrated at a temporary accommodation site.
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The time of the data collection was decided by taking into consideration one
main aspect. The academic year for primary schools in Greece ends on the 15th
of June. By conducting the interviews in June, the informants would have the
opportunity to reflect on their experiences of a full academic year. At the same
time, since most of their responsibilities would be over by that time, they would
be more flexible and would have more time available to participate in the study.

In order to locate the particular schools and informants I first contacted the
relevant bodies that are responsible for the primary education in these two cities
about 2 months prior to the data collection to gain further information about the
right to conduct a study of this nature as well as to identify the schools where
refugee students were attending. After specifying the schools that were meeting
the requirements, I contacted the principals of the schools either on the phone or
by sending emails to set a certain date and time to visit the school in person. The
aim of this visit was to directly talk to the teachers who were in contact with
refugee students throughout the academic year and gain their consent for their
participation in the study.

Once this process was completed, I ended up with a total of four schools in
two different cities in Northern Greece that were to participate in my study.
Three of the schools were located in one city and the refugee students were
integrated in the school through Reception Classes while the fourth school was
an Intercultural primary school where only two refugee students were attending,
and these were integrated into the mainstream classrooms. These two very
different settings could contribute to a deeper and more complete understanding
of the diversity of refugee education in Greece.

The age range of the students in the different schools varied. Specifically,
the students attending the Reception Classes were in most cases divided in the
three schools based on their age and, as such, there were three different age
groups, one at each school, the younger students aged roughly between 6 and 8
years old, the “middle-aged” group with students aged between 9 and 10 years
and the older students aged between 11 and 12 years. Although age was the

primary criterion for the division of the students, in some cases “children’s
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comfort” was taken into consideration, as one teacher said, allowing for siblings
to attend the same Reception Class even though they belonged to different age
groups. In the case of the Intercultural School, the two students were 6 and 8
years old and joined the respective mainstream classrooms as determined by the
Greek education system, namely the 1st and 3rd grade. Regarding the ethnic
backgrounds, these were also diverse. Refugee students attending the Reception
Classes came from Syria, Iraq, Afghanistan, Kuwait and the region of Kurdistan

while the two refugee students of the Intercultural School were both from Syria.

3.2 Participants

The three informants teaching at the Reception Classes were all women having
worked with refugee students for about one year at the time of the interview. In
order to protect the anonymity of the informants, I have assigned pseudonyms
to each one of them. Maria had been teaching for nine years in total, four of which
she taught at multicultural classrooms and one of which she taught at the
Reception Class with refugee students. Georgia had been teaching for a total of
ten years, holding a four-year teaching experience at multicultural classrooms
and less than a one-year teaching experience at the Reception class with refugee
students. In her case, the position at the Reception Class was assumed at the end
of the academic year when the previous teacher had to go on a maternity leave.
Thus, her actual teaching experience at a Reception Class was less than one year.
The third Reception Class teacher, Helen, had a teaching experience of 11 years,
one of which was at the Reception Class.

The informants of the Intercultural School were not only teachers, but also
worked in administrative positions. Specifically, one of the interviews was
conducted with the principal of the school, Kostas. The second informant of the
Intercultural school was the vice-principal, Athena, who, apart from having
administrative duties, also entered the classroom that one of the refugee students
belonged to a few times a week as a complementary teacher. Finally, I talked with

Lydia, the main teacher of the classroom where the 8-year old refugee was
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placed. Although the initial idea was to only interview teachers that were in
direct contact with the refugee students throughout the academic year,
interviews with other staff members of the school were welcomed in an effort to
gain an insight into the different perspectives of people working with refugee
students both directly and indirectly.

Kostas had been a teacher for a total of 32 years at the time of the interview,
being a principal for the past 17 years. He spent his whole 32-year teaching career
at multicultural classrooms while he had also been involved with refugee
students for the past two years. Athena had a teaching experience of 21 years, 19
of which had been at multicultural classrooms. During the last three years she
had also been involved with refugee education. Finally, Lydia had a 13-year
teaching experience, 12 of which were at multicultural classrooms and the final

one also being in refugee education.

3.3 Data Collection

I met with the informants twice. As mentioned earlier, an initial visit at the
schools took place in order to explain the nature and purpose of the study to the
potential participants. Once their participation was confirmed, I obtained their
contact information and a specific date and time for the interview was
determined a few days later. The second encounter took place when the
interviews were conducted. The interviews took place at a location that we
mutually agreed on. I wished to make sure that the place of the interview would
be a space where the informants would feel comfortable having a conversation.
In the case of the two Reception Class teachers, the data collection took place at
a local cafe whereas I interviewed the third one at the school she was working at.
The principal and vice-principal of the Intercultural school were also interviewed
at their working environment while the teacher of the Intercultural School was
interviewed at her home.

The data collection was conducted through semi-structured interviews. The

reason behind this selection was my inexperience in conducting research, that
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would not allow for a fully structured or unstructured interview. Additionally,
since the aim of the study was to understand the informants” perceptions on the
impact of trauma on their refugee students, a certain level of freedom in the
interview was considered suitable to explore these perceptions within a broad
range in order to identify elements that I might have not taken into consideration
when framing the interview (Atkins & Wallace, 2012; Brown, 2017). Moreover, I
wished to provide sufficient space for the informants to recount their own
subjective experiences within the field of refugee education (Mcintosh & Morse,
2015), letting my own preconceptions determine the result of the interviews at
the lowest degree possible. The language of communication was selected taking
into consideration the fact that the informants should be able to express
themselves freely and to the highest degree possible. Therefore, since both the
informants and I shared the same mother tongue, Greek was selected as the
language of communication.

The interview consisted of three main themes and a total of 11 questions
that were adjusted accordingly given the circumstances and the flow of the
conversation. The first set of questions was more general, seeking to understand
the general views of the participants in terms of teaching refugee students as well
as their views on the positive aspects and challenges when teaching refugees.
Subsequently, the questions focused more on the social-emotional competences
of the refugee students whereas the final questions sought to outline the practices
the informants utilised in order to ensure the social-emotional wellbeing of their
students.

The first two interviews were performed in a public space with other people
being present whereas the rest of the four interviews were conducted either at
the working environment or the home of the informants, where only the
respective informant and I were present. Before the beginning of the interview
the interviewees were asked to sign two copies of the consent form, one copy of
which had been given to them during the first encounter in order for them to
read carefully. Following that, I started the interview by asking the questions that

were written on a sheet of paper and adjusting the discussion accordingly based
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on the informant. The duration of each interview was 30 minutes on average,
with the shortest one being 20 minutes and the longest one being 50 minutes long.
The method selected to record the interviews was audio recording and the
equipment used was my mobile phone. An initial test-recording of a few seconds
took place to ensure that both parties were audible. The recordings were then

transferred to my laptop and the consent forms were stored in my personal file.

3.4 Data Analysis

The data collection process was completed before the end of June 2018. While
collecting the data, I kept a diary discussing my thoughts and preconceptions
before and after the interviews. No journal entries, however, were submitted for
the first two interviews. The purpose of these reflective journal entries was to
facilitate the analysis of the interviews, which was to be carried out later on, by
reviewing my personal thoughts during the data collection that could potentially
have an impact on the way these interviews were analysed. According to
Vaismoradi et al. (2013), keeping a diary can help hone rigour in the analytic
process.

Following a 2-month gap after the data collection, I started transcribing the
recorded interviews in August 2018. This transcription process is the initial step
of familiarising oneself with the data and, despite being time-consuming, it is an
essential part of the analysis as it can facilitate the development of a deeper
understanding of the data (Braun & Clarke, 2006). The interviews were
transcribed manually, listening to the recordings through a set of earphones and
writing on a Word document while no transcription software was used. The
transcripts consisted of uttered speech both by the interviewer and the
interviewees, including sounds such as laughter (Braun & Clarke, 2006). On the
other hand, body language and facial expressions have not been reported. When
transferring excerpts of the transcripts to the present document, ellipses (...) have
been used on multiple occasions when the excerpt was too long and the

information omitted were not adding to the original meaning. The language used
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in the transcripts was the same one as in the interviews, namely Greek. Six
different transcripts of a total of 65 pages (font Calibri, font size 12, single line
spacing) have been created and saved on my laptop, one for each interview. All
documents saved electronically, such as the recordings and the transcripts, were
anonymised and all identifiers were removed, as determined by the Finnish
National Board on Research Integrity (2009).

Once the transcription of the audio recordings was completed the analytic
process began in October 2018. According to Braun and Clarke (2006), the
familiarisation with the data continues with actively reading and re-reading it in
an effort to identify meanings and patterns. After going through the transcripts
intently, the text was divided into meaning units that would either be one-
phrase-long or one-paragraph-long. These portions of text were then labelled
with one or more one-word or one-phrase codes that were summarising the
content of these particular meaning units in English (Table 1). The software used
for this process was a simple Excel spreadsheet that allowed for an easy
assortment of the text units, which were copy-pasted from the Word documents,
and their labels. This process generated about 400 different codes, some of which

were closely related.

TABLE 1 Initial Analysis- Code Assignment (Original and Translated version)

No. Text Code Informant
256 I'evikda aoto etvat mov Challenges/ Lack 2

epéva vopile pe of prior school

dvokolevel IeploodTePO, TO  experience/

oTL &yovv Oépata oto va Obeying to rules

DIIAKOLV Kavoveg, dev
gyoov pabetl va akovv
KAavoveg

Generally this is what's
harder for me, the fact that
they have issues obeying to
rules, they haven’t learnt to
obey to rules

The next step was for these codes to be grouped in broader categories. According

to Braun and Clarke (2006), this phase involves a thought process on the
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researcher’s behalf about the relationships between codes, themes and the
different levels of themes. This was a challenging process as a significant amount
of interpretation on the author’s side would be involved. A few attempts had to
take place before the final categories were determined. At first, I tried to divide
these codes based solely on the themes that I felt were emerging from the
interview excerpts and by making sure that every single code would belong to a
particular category. As I was moving forward, however, I felt that more weight
had to be given to the research questions and that the categories that would be
assigned to the codes should derive from these research questions. Since the
interviews held with the informants were more open, though, the topics
discussed, and thus the codes assigned to these interviews, were not strictly
limited to the boundaries of the research questions. That would mean that if the
categories derived directly from the research questions, not all codes would

match a category.

TABLE 2 Categorisation of Codes

CHALLENGES AND CONCERNS

Student’s Teacher’s Work

Experiences and Support Systems E . Other

Features Xperience

Challenges/ Unwilling to cooperate Disappointment/ No contact with
Language barrier/ Lack of relevant  parents/ Language
Communication/ working barrier/ Translator
Behavioural experience

problems

Eventually, I decided that there should be a balance between the themes
emerging from the data and the extent to which these themes were in line with
the research questions. Thus, I decided that the main categories should be
determined based on the research questions, while the subcategories would be
determined based on the themes that emerged from the data. That would still
mean that some codes would have to be excluded from the final analysis, but this

was a conscious decision in order not to let the essence of the analysis deviate
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from the research objective. This categorisation process took place for every
interview individually in order to get an insight into the number of instances each
code occurred at every interview (Table 2). In the end, three main categories were

created which will be discussed in detail in the Findings section.

3.5 Ethical Considerations

An ethical approach is critical within educational research and it should
permeate the entire research process, from the initial phase of planning to the
reporting of findings (Atkins & Wallace, 2012, p. 30). The current study was
conducted always keeping in mind potential ethical issues and with respect to
the privacy of the research participants. The consent I wished to gain was
twofold, both on school and individual level. By initially contacting the school
and briefly explaining the purpose of the study, I ensured that the nature of the
research project would not be at odds with the school philosophy and policy. The
subsequent meetings with the teachers gave me the opportunity to build an
initial connection with the potential participants, which would not be feasible
through an email or call. All of them agreed to participate. Most of the teachers
had previously participated in other studies and were thus familiar with the
process. They were encouraged to ask questions during this first meeting but
were also handed a consent form to keep and carefully read until the time of the
interview. This way they would have time to think of potential questions that did
not arise during our first meeting. The consent forms (Appendix 1) were available
both in Greek and English to avoid any possible misinterpretations and explicitly
addressed the commitments the participants would engage in and the rights that
derived from such commitments. The contact information of both the researcher
and her thesis supervisor were provided for further enquiries.

Upon mutual agreement, the date and place of the interviews was set. Once
the collection of the data was completed, the products of the data collection
process were saved in my personal file. According to the Finnish National Board

on Research Integrity (2009), all documents saved electronically, such as the
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recordings and the transcripts should be anonymised, and all identifiers should
be removed. Numbers and pseudonyms have been used instead. The
participants were explicitly informed about the way the information they
provided would be handled and, upon request, they could access this
information. The participants agreed for their consent forms and recordings to be
saved until the final submission of the thesis whilst for the transcripts to be saved

for two years after the date of submission.
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4 Findings

I conducted the interviews for this study at two different educational settings in
an effort to outline the diversity that exists within the field of refugee education
in Greece. These two settings have several differences in the way and context
they operate which will be described in the following paragraphs. The citations
used in this section have been translated from Greek to English by the author.

The original excerpts can be found in the Appendix (Appendix 2).

4.1 Cases

411 Reception Classes

The Reception Classes operated within the regular morning school programme;
however, refugee students were in a separate class and not included in
mainstream classrooms with the rest of the students, except for the specialisation
classes. The number of refugee students per class was approximately 12 children,
but this number would fluctuate on a daily basis. Interaction between refugee
students and the rest of the students took place during recess, school activities,
such as trips or celebrations, and occasionally at co-taught classes that were the
result of teachers’ initiatives. The extent of this interaction was different for
different schools. Maria referred to how “from the beginning we did a lot of
activities with other classes with children of roughly the same age”1. Helen on
the other hand described how her students “were constantly sitting alone during
recess”2. However, the degree of interaction would also be different for different
students. As Helen explained some students of hers “who were very sociable by
nature... bonded with some girls from the third grade”s.

The students were all accommodated in a temporary accommodation site
on the outskirts of the town and were transferred to and from the school on a bus
daily. There was a complete gap of communication between home and school;

no interpreter was available and the teachers never had the chance to meet the
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parents of their students as Maria stated: “We had no meeting with the parents.
We never saw them. Never.”4

The timetable and school programme were differentiated for Reception
Classes. The day started about 30 minutes later than for the rest of the school
“because these children do not take part in praying”s, as Georgia explained. A
regular school day would include Greek language and maths, taught by the
Reception Class teachers as well as one hour of specialisation classes, such as
English language or physical education, taught by other teachers. The schedule
and atmosphere in the classroom would sometimes be less strict and more
relaxed, as described by Maria “we had them a bit looser at first, talking to each
other”s. The daily schedule would also include a lot of handcrafts, especially for
the younger students.

All Reception Class teachers interviewed had no prior experience in refugee
education, thus at the time of the interviews they had just completed their first
year teaching refugee students. Maria and Georgia had previously worked at
multicultural settings with immigrant students, but as Georgia explained “this
was the first time I taught refugee students, the previous three times I had taught
children of Albanian and Russian origin...they spoke Greek impeccably”7. Thus,
in that case there was a common language of communication whereas in the case
of refugee students “we had to find a means of communication...common to
everyone because the refugees could not communicate with each other either”s,

as Maria stated.

41.2 Intercultural School

The Intercultural School that participated in the study had a different approach
to refugee education. The refugee students of the school were only two in total,
whereas the rest of the students were either immigrants or Greeks. These two
students were integrated in the mainstream classrooms according to their age
and were therefore in daily contact with their Greek-speaking classmates. They

were accommodated in an apartment provided by an NGO and, as opposed to
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the Reception Classes, the father of the students visited the school frequently
along with an interpreter also provided by the NGO.

The programme followed, which is defined by the Greek Ministry of
Education, bears no differences compared to a regular, non-intercultural,
primary school in Greece. Subjects such as Greek language, maths, history,
English language, physical education, music and art were included in the daily
schedule of the third grade. The refugee student that belonged to that class
participated in all subjects except for the Greek language class, when she was “at
the Reception Class, [attending] the respective intensive language course”s, as
Lydia explained. This Reception Class was different to the ones mentioned
earlier, which are only directed to refugee students. In this case, the Reception
Class takes place on a complementary basis to support students with learning
difficulties or other needs in specific subjects, in this case, the Greek language.

In terms of the informants” working experience, all of them had been in the
field of multicultural education for numerous years. The school community in
general was familiar with a diversity of backgrounds and cultures among the

students and it was not the first year refugee students were part of the school.

4.2 Challenges and Concerns

One of the questions directed to the informants asked them to describe what they
thought of as a challenge when working at a multicultural educational setting. It
was mainly the informants teaching at Reception Classes who referred to a
variety of challenging aspects throughout the interviews, whereas the
Intercultural School informants had fewer things to say. In some cases, the term
challenge had a negative connotation, that is the word was employed to describe
something the informants struggled with, while in others challenge was
perceived as something interesting. The challenges mentioned by the informants
could fall under the following broad categories, although there were also some
other individual factors causing challenges that could not be placed in these

categories. Phrases such as “I found it hard”, adjectives such as “difficult” or
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nouns such as “challenge” were used to determine the units that these categories

would be assigned to.

4.21 Students” experiences and features

Some of the most repetitive challenges were connected to the cultural and
linguistic characteristics of the students as well as their experiences as refugees.
One of the most salient examples was the challenges posed by the linguistic
barrier which was repetitively mentioned by the Reception Class teachers. The
students of the Reception Classes had diverse ethnic backgrounds, coming from
a variety of different countries and thus their native languages were also diverse.
In addition to that, most students did not speak English while the teachers only
spoke Greek and English, leaving both sides with no common means of verbal
communication. This linguistic gap posed a major challenge for the teachers
especially in the beginning. As Helen said, “communication at first was very very
difficult...That is, in the beginning we were miming”10. It was evident that
teachers reached points of despair at times due to their inability to communicate
and help their students understand the rules that apply within a Greek

educational setting. In Maria’s words:

A fight breaks out. The children come and fight during recess. They tell me what happened.
First of all, I don’t understand what has happened...And even if I do understand... How
can I explain to them how we should function, [how can I] solve the misunderstanding?11

In addition to the language barrier that caused considerable problems, the
teachers also had to deal with the mobility of the refugee population. The families
of the students did not consider Greece their final destination and, as a result,
there was a constant fluctuation of not only the number of the students, but also
the students themselves during the academic year. Some students would not go
to school on a regular basis, some would stop going permanently without
informing the teachers in advance and new students would sometimes start
attending. This perpetual fluctuation seriously affected the learning environment
as “the whole balance changes, [they need to] find the rhythm of the class again,

introduce themselves again, accept new members again”12, as Maria explained.
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Another repetitive theme among the data collected at the Reception Classes
was that of aggressive behaviour, explosive temper and emotions of anger
among the students, elements that, according to the teachers, could hamper the
school procedures. The informants would provide a justification for these
behaviours even when they were not asked to reveal their thoughts on the
perceived causes. Such justifications would include the students’ lack of prior
school experience, as Georgia said “one of the issues was not only the learning
and academic aspect, [but rather] the aspect of learning how to function within a
school setting”13; students’ traumatic experiences, as explained again by Georgia
“I have a student who saw his mum exploding on a land mine...This child does
have aggression issues”14; and cultural differences, as Maria said “a feature that
is very strong among them is that they react explosively, they can easily hit
someone...This is not acceptable for us”1s.

The issue of the language barrier was also mentioned by informants of the
Intercultural school, though to a far lesser extent. However, in their case, more
general terms were employed, and this linguistic gap was described as a
challenge that can potentially exist when teaching refugee students in general
and was not necessarily referred to as a challenge during that particular academic
year and with those specific students. Even when there were mentions of the
language gap as a challenge, the informants maintained a more positive attitude
describing it as an obstacle than can be overcome, as Lydia said, “in the end the
obstacle is not the linguistic aspect...the children are eventually able to read

within a year-a year and a half”1e.

4.2.2 Support Systems

Many of the challenges Reception Class Teachers described stemmed from the
lack of effective support systems. Maria repeatedly referred to insufficient
guidance and planning by the Ministry of Education as well as inadequate

teaching material:

We had some, how can I put it...guidelines, [which were] not only general but
oversimplified... We had no substantial help, neither in terms of teaching nor in terms of
material. 17
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Even when there was training and counselling provided, the trainers were not
knowledgeable and thus the quality was described as extremely low by Maria,
“it wasn’t a training...Nothing in reality because they didn’t know what to tell
us”1s. As a result, the teachers had to create their own material from scratch and
determine the instructional methods on their own, as Georgia explained “each
one of us does whatever we think is right, we try to find handouts...”19. They also
self-organised and worked together on their own initiative to deliver the best
possible results to their students despite the utter absence of support. Such a lack
of planning was condemned by Maria who felt that this task was extremely large
to be taken on by the teachers themselves since “the educator might not have the
will, might not have the eagerness, might not have the time to sit and do it”20. On
the other hand, except for the inadequate support provided by the state, the
school community was also sometimes unwilling to facilitate the educational
process for refugee students. This was the case for Helen who expressed her
concerns about the isolation of the refugee students at her school and the

reluctance of her colleagues to approach those students:

There was no effort... by other colleagues to approach those children. And I believe the
fact that they were alone in one classroom was a very big problem.21

Such issues did not come up during the interviews with the principal and vice-
principal of the Intercultural School. It was only Lydia who discussed, in more
general terms, issues regarding the support systems when it comes to refugee
education in Greece. Taking into account the spatial segregation and
concentration of refugee and immigrant populations in specific parts of the city,
she referred to the inadequate planning and resource management provided by
the state which fails to meet the special needs that arise from this refugee

population concentration:

And the truth is that while this thing accretes, the school and the state hasn’t taken special
care of these areas, to possibly fortify more. There is a horizontal distribution of things, as
if everyone needs them.»
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4.2.3 Teachers” work experience

The three teachers working at the Reception Classes had no prior experience
teaching refugee students. This lack of experience, combined with the above
mentioned insufficient support, made this task difficult, as explained by Georgia
“it is my first year teaching refugees this way and I had a very hard time”23. Helen
even admitted feeling disappointed when finding out that she would work at a
Reception Class “because I thought I wouldn’t be able to deliver”24. During the
school year she sometimes lacked the motivation to work, “because sometimes
this year I didn’t even want to come to school”25. Maria, on the other hand, had
a more positive outlook on this challenging task. Despite facing some unfamiliar
challenges, she described this experience using words such as interesting or
different, “it was a very interesting year because it was like a challenge... It was
something completely different compared to other years, so it was very very
interesting.”26

In contrast to the Reception Class teachers, the informants of the
Intercultural School only discussed their work experience in terms of the number
of years they worked in the sector of multicultural education while there was no
mention of challenges in connection to this experience. On the contrary, Athena
referred to how this multiple-year work experience has helped teachers

familiarise themselves with the different cultures of their students:

Look, we’ve been working at this school for so rnanif1 years now, with children that come
from different cultures and different civilisations, that we do not anymore feel that it is
something, something foreign.27

4.3 Students” Social-Emotional Competences

As briefly mentioned in the previous section, on certain occasions the behaviour
of refugee students would hamper the educational process at Reception Classes.
However, this problematic behaviour was only one aspect of the children’s
social-emotional competences as described by the teachers. At both settings,
informants were asked to talk about both positive and problematic expressions

of their students’ social-emotional competences, with clear differences emerging
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between Reception Classes and Intercultural School participants. However,
inconsistencies occurred even between the experiences of Reception Class
teachers. The themes that emerged from the informants’ descriptions will be
outlined in the following paragraphs.

Throughout the interviews with the Reception Class teachers there was
sometimes a clear distinction between the initial behaviour of the students,
expressing existent social-emotional competences or the lack thereof, and their
behaviour at later stages, following a learning process. There was a variety of
behaviours at both ends, ranging from problematic to positive in the eyes of the
teachers. One of the most repetitive examples was that of students being
aggressive and hitting each other, “that is, these children were always fighting” s,
as Helen stated. However, there were also mentions of positive expressions of

existent competences, as Maria described:

...These children were and are showing in all kinds of ways their gratitude, their love, any
way they can, even the smallest thing... That is, they bring 10 cookies, they bring one for
me. This is an incredible feeling for a teacher, it is amazing.29

There was also a range of behaviours at later stages with Maria describing how
her students “learned to better manage their emotions”s0 and familiarised
themselves with the local culture and rules of the school, while Georgia talked
about the bond that was created between her female students and Greek female

4,

students, “...the girls...have become very good friends with Greek girls and
during recess they will be hugging each other” 31. On the other hand, there were
also cases when the results of this learning process were not as successful. Helen,
for example, particularly focused on the learning process when asked about her
students’ social and emotional competences, emphasising the challenging aspect
of it. She referred to the isolation and lack of social interaction between her
students and other school members and teachers as limiting factors for the
cultivation of social skills among the refugee students. Even when there were
deliberate efforts to help refugee students socialise with the rest of the school

students, despite an initial ostensible success, the final outcome was not the

desirable one:
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Because I saw that they were forced to play a group game with another class...and it helped
them a lot. And for about a week they might have even talked to the children a bit. They
later lost it again, it didn’t go on.32

It is nonetheless noteworthy that not all of the above-mentioned behaviours were
ascribed to all students of Reception Classes without exception. When asked
about their students’ social-emotional competences, Maria chose to talk about her
class as a group without distinguishing between different students whereas both
Georgia and Helen explicitly referred to specific students when asked about
instances of problematic or positive manifestations of social-emotional
functioning. Georgia described her students as “very sociable”ss with only one
exception, “I only have one child that does not socialise at all... that... is always
alone”34. Helen on the other hand referred to how introverted most of her
students were with an exception of three girls that arrived at the end of the

academic year:

And they were themselves very sociable children, thus they were hugging me, they were
coming close to me, they were talking to me, whereas the rest were very distant children.3s

Another essential aspect of the discussion around students’ competences was the
justification that teachers tended to provide for an array of behaviours. These
justifications were mentioned even when teachers were not asked to reveal their
thoughts on the causes of particular behaviours and their content varied from the
traumatic experiences the children had gone through, the linguistic barrier and
cultural differences to the lack of prior school experience and children’s personal
or gender-specific qualities. Expressions of aggression, for example, that were
mentioned by all Reception Class teachers without exception, were attributed to

a cultural gap between students” own culture and the Greek culture, as Maria

described:

...we tell them all daal long do not hit each other, do not hit each other, do not hit each other,
something that clashes with their culture and with what they are experiencing there. That
is at home they might hit each other, their mother might hit them, they tell me that.se

The traumatic events that the students had experienced as well as the lack of prior
school experience that did not allow for students to know how to act within a

school environment were also employed to justify expressions of aggression.
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Moreover, there were social manifestations, both positive and problematic, that
were attributed to the students’ inherent qualities. According to Georgia, for
example, if her only student that lacked social skills “had a more open character,
even if she did not speak the language that well, she could have socialised
better”s7. Thus, her inherently more reserved personality was viewed as the
reason behind her limited interaction with the rest of the students. Helen also
ascribed her female students’ developed social skills to their personality whereas
she also utilised their gender as an explanatory factor for their behaviour in
contrast to her male students” more reserved attitude. On the other hand, there
was also a case during the last interview that, after noticing this tendency among
the previous interviews, I attempted to prompt Helen to provide her own
personal explanations on why her students were refusing to open up and

socialise with the rest of the school community, when she claimed:

I cannot attribute it to something in particular. I just think that because... they were not in
contact with anyone else... They tried to maintain the same thing here at schoolss.

If we now turn to the Intercultural School, the informants had quite different
experiences to narrate regarding their refugee students’ expressions of social-
emotional competences. Contrary to the Reception Class teachers who on certain
occasions made a clear distinction between the initial social-emotional
competences of their students and their learning process throughout the year, the
informants of the Intercultural School employed different terms that merely
described instances of such social-emotional expressions without clearly
distinguishing between an initial and later stage. It was only Kostas who once
described a particular incident of the refugee students approaching him and
talking to him at the end of the academic year, but once again this could merely
be considered a description of the way the students interacted with the members
of their circle since it was not distinctly mentioned whether this act was the result
of a learning process on a social-emotional level. Kostas clearly stated, however,

that he thought that this was a big step on a linguistic level:

...the sole fact that at the end of the year they came about 2-3 times and talked to me, that
is a big step... A child like that talking to you in Greek. 39
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When discussing problematic expressions of social-emotional competences, both
Kostas and Athena did not have many examples to give, which is understandable
given the fact that they did not interact with the refugee students on a daily basis
and to the same extent as Lydia, who was the teacher of one of the students.
Although Athena did enter the class as a complementary teacher weekly, Kostas’
main interaction with the students was during recess when he would see them
playing and interacting with each other, “I was watching them, the children were
very good... They were playing with their classmates, they were talking with
their classmates in Greek”0. Both Athena and Kostas pointed out that there were
no major issues regarding the behaviour of their refugee students, with Athena
emphasising on multiple occasions how polite and neat they were, although as
the discussion moved forward she described an incident that took place at the
beginning of the academic year that made an impression on her. There was one
specific occasion when the father of the students did not come to pick them up as
usual and, as the vice-principal, she had to call the interpreter while waiting with
the students until someone would pick them up. This incident upset the two
sisters who started crying and wanted to leave “I've never seen that before,
dragging me to go open the door in order for them to leave”41.

Lydia on the other hand was in daily contact with one of the refugee
students and thus had more instances of social-emotional functioning to narrate,
both positive and problematic. Based on the description provided by the NGO
that was providing accommodation to the refugee family, she admitted that she
expected to get introduced to a scared and traumatised child who had previously
experienced war. There was however an inconsistency between her expectations
and reality as she described greeting a child who was smiling, “when you see a
child smiling daily, you wonder how frightened and scared it is”42. In addition
to that, the student’s social-emotional competences were described through her
reactions and gestures and were portrayed as developed despite the linguistic
barrier, “you understand from her reactions, from her gestures, a child that
externalises her feelings in other ways”4. One of the positive expressions of

social-emotional competences even bore similarities with Maria’s descriptions of
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positive behaviours among her students, that is a tendency to express gratitude

by offering something small in return:

When a classmate of hers helps her, she will show her in some way that she is thanking
her, she will either treat her something or give her a small gift.44

There were also, however, instances of social-emotional expressions that were
described as problematic by Lydia, which, just as in Athena’s example, took place
during the beginning of the academic year, while the student was still adjusting
to the new environment. These were related to the content of the course books
and the daily school procedures, areas unfamiliar to the student who had no prior
school experience. In both cases the student talked about her concerns to her
father who later transferred these concerns to the teacher with the help of the

interpreter.

44 Support Methods

When discussing the practices and approaches employed by the teachers and
staff to support the learning experience and wellbeing of the refugee children and
facilitate their adaptation to the new school environment, informants from both
settings referred to classroom-level practices as well as school-level ones. Some
of them even mentioned ideas and suggestions for further acquaintance with the
culture of refugees and for their better integration into the school. However,
given the very different contexts the Reception Classes and the Intercultural
School operate in, such as the degree of familiarity of the entire institutions with
multicultural education and the networks they have access to, certain
dissimilarities emerge.

The very reason behind the existence of Reception Classes became evident
throughout my discussion with the teachers. Their aim was not as much to help
students gain academic skills, but rather teach basic communication skills that
could facilitate their adaptation process, support their wellbeing and help

students feel comfortable and relaxed. In Georgia’s words:
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And because, at the stage we are in, we cannot teach them grammar and syntax, that is out
of question, we are just trying to teach these children to communicate.4s

A range of approaches was utilised by the teachers in their effort to create a
welcoming atmosphere for the students, such as a focus on pleasant activities like
art and crafts or in terms of classroom and desk arrangement, as Maria stated:
“We tried to arrange the desks like...in order to be like groups, so that they feel
more comfortable”4s. A certain level of freedom was provided to the students
within the classroom setting, giving them the opportunity to sit wherever they
wanted or move during class, taking into account that the vast majority had no
prior school experience and they were not familiar with the school culture and
regulations. Teachers also tried to build bonds and show affection to the students,
being close to them during recess and engaging in conversations that crossed the
limits they would otherwise set within regular classrooms. That was the case for

Georgia who claimed the following;:

Some girls who, you know, are going through puberty will tell me “miss, I like...” That is,
things have come to be friendlier between us... I wouldn’t do that at a regular class. No, I
would not sit and discuss their personal matters for instance.47

On a school level, some aspects of the culture of students were respected, not
having them participate in the Christian prayer that takes place every morning
at Greek schools and complying with their wish to fast during Ramadan.
Moreover, there were efforts to include refugee students in school activities and
have them participate in art and music classes with regular students. At Maria’s
school, for example, there was a positive attitude towards refugees and
preparations within the whole school community took place before the arrival of
the refugee students. As a result, the rest of the students welcomed the refugees,
friendships were formed and no conflicts occurred, according to Maria. This,
however, was not the case for Helen who faced the reluctance of her colleagues.
Despite her zealous efforts to have her students attend classes along with regular
students, the rest of the teachers were not willing to cooperate, resulting in her
students being isolated throughout the year, not only during class but also during
recess or school trips: “I tried several times, begging...for them to have a common

class, either a physical education or some art class... There was no willingness” ss.
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These challenges that occurred throughout the academic year allowed for
teachers to reflect on an improved set of practices that could further facilitate the
integration of refugee students. Helen stressed the imperative need for her
students to be integrated in regular classrooms the following year as she believed
that could be beneficial both on a linguistic and a behavioural level, helping
refugee students socialise while practicing Greek. Georgia, reflecting on her
concerns regarding the behaviour of one of her students “thought that it might
be good to talk to the psychologist who comes to school”49. At the same time,
teachers reported a lack of knowledge of the background of their students and a
complete communication gap between parents and schools that posed additional
challenges. Maria suggested for an activity that could both get parents involved

and introduce the culture of refugee students to the Greek school:

Now if we could be in communication with the parents all year round and have an event,
bringfr the parents to school so that mums could prepare their own recipes, our [mums]
would prepare other [dishes], their own songs, our own songs. That could be an incredible
thing.50

The situation at the Intercultural School was evidently very different as there was
a total of two refugee students who were both integrated in regular classrooms.
On a classroom level, various activities took place that were not only directed to
refugee students but were aiming at supporting the diverse needs of the entire
class. Athena, for example, who entered the classroom a few times a week as a
complementary teacher, described a series of self-awareness and communication
games that she organised along with the main teacher “in order for the group to
bond and to clear the air a bit”s1. It was the main teacher, however, who provided
a deeper insight into the multiple layers of support the refugee student had access
to. First of all, Lydia was aware of the background of her student and she ensured

that the rest of the class was prepared for her arrival:

I told them that a new student is coming to school, who hasn’t attended the Greek school,
who is from Syria. I talked to them a bit about what is happening in Syria and what we
think a refugee is.52

Additionally, a proper welcoming celebration took place when the child first

arrived and gifts were offered to her. Despite the fact that Lydia did not alter her
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teaching methods as she believed the way she teaches would be sufficient for the
support of the refugee child, she referred to some additional steps she took for a
smoother transition. These included different books and exercises, suitable for
the academic level of the refugee student and the provision of peer support,
having the refugee student’s classmates help her when facing certain difficulties.
The student would also attend intensive Greek language classes in a separate
class. At the same time, Lydia had frequent meetings with the father of her
student to discuss the progress of his daughter with the help of an interpreter.
Nonetheless, it was not only the support available at a classroom level that
contributed to the successful adaptation of the refugee student. As the school
principal, Kostas described the practices that are employed by the whole school
community for the support of the students. He described the procedure the
school follows when a new student is admitted, ensuring a welcoming

atmosphere both for the student and his/her parents:

A new child comes, we are not sending it directly to the classroom. I will personally take
the child, take the parent... enter the classroom with them, introduce [the child] to the rest
of the children. The parent will be with me and will listen to what I say.ss

The parental involvement was stressed multiple times by all the informants of
the Intercultural School. Parents were considered a vital part of the school
community and were described as cooperative both by Kostas and Lydia. Their
presence within the school community was valued. The school was generally
described as a space were students and families of all backgrounds could feel
comfortable and free to voice their concerns: “They must feel comfortable, they
must feel that they can tell the principal of the school whatever troubles them”s4,
as Kostas said. Finally, the school was involved in a wide range of projects and
the students had the chance to participate in various extracurricular activities,
features which, according to Lydia, enabled the effective integration of the

refugee student in this new environment:

There are days when children play chess, dance, have drama classes out of the school
routine and they have ways to meet and continue their socialisation beyond recess and
school life.ss
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5 DISCUSSION

The staggering inflow of refugees to Greece in 2015 has raised several questions
with regards to the way the Greek government reacted to this unprecedented
incident and the measures that were taken to ensure that the diverse aspects of
the integration of refugees were being fulfilled. One crucial aspect for the
integration of refugees is the education provided to refugee children. Taking into
account that a substantial proportion of the refugee population that entered the
country was children under the age of 18 (Asylum Service, 2019), the present
study attempted to shed light on the refugee reality within the Greek education
system by talking with those people that were in direct contact with the refugee
students, the educators.

The task of educating refugee children is a crucial step for their integration
into the new social context they find themselves (Hamilton, 2004, p.83).
Numerous environmental factors contribute to the level of success of such an
important project. According to Bronfenbrenner (1979), it is the interplay
between different systems that influences the development of the child and, in
this case, the adaptation of refugees to their new environment. It is not a
classroom alone that has an impact on the child, but other networks either
proximal or indirect are equally important for the final outcome. Evidently, the
experiences of teachers reported in the present study manifest vast differences
between the two educational settings, namely the Reception Classes and the
Intercultural School. A discussion with these educators gives us an insight into
the multiple layers and system interconnections that exert influence on the reality
facing refugees at host communities, even more so at an educational context.
Systems that refugees might directly be involved in or systems over which they
possess little to no power may all have an impact on their educational experience.
In the following paragraphs, the findings that were elicited from the interviews
will be discussed on the basis of Bronfenbrenner’s ecological framework
combined with the concept of trauma, making a clear distinction between the

context of Reception Classes and that of the Intercultural School.
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5.1 Effects of the Greek Societal Context on Everyday Lives

One of the most salient features to be taken into account about the Greek society
as we know it today is the financial crisis that started unfolding in the country
after 2009 and which has had considerable impact on many aspects of the social
reality the citizens found themselves. These changes in the country’s economic
state are equivalent to the development of Bronfenbrenner’s macrosystem that
influences the rest of the structures embedded in it (micro-, meso- and
exosystem) and ultimately the individual (Bronfenbrenner, 1979). Although
refugee students did not experience a transition from a financially stable
environment to an unstable one the same way their Greek counterparts did, yet
they found themselves in a society with major economic problems and without
necessary provisions in place to facilitate their integration; they found themselves
in need of assistance in a community whose members were seeking help
themselves (Cabot, 2018; Zsofia, 2018).

This social reality reflected on the microsystems within which refugee
students actively participated. On one hand, the social upheaval characterising
the Greek society was evident within the community dynamics and the (non-)
openness of its members towards the newly arrived. With the Greek state still
deep in the financial crisis during the arrival of refugees and its citizens
struggling with austerity, both refugees and citizens found themselves relying
on humanitarian aid provided either by formal or informal organisations (Cabot,
2018). In such conditions, a sense of solidarity started emerging stemming from
a common understanding of precarity. The schools took a series of actions to
welcome the new members, make them feel at home and support their
integration. Preparatory arrangements and welcoming celebrations indicated a
positive attitude towards the newly arrived. For the schools where Reception
Classes operated that was an extraordinary occasion since refugee students were
being integrated for the first time in their communities. Maria described how the
preparations that took place in advance prepared the student community for the
new arrivals: “That is they embraced them, you couldn’t see any point of

friction” .56 The Intercultural School, on the contrary, had a fixed set of procedures
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in order to welcome its new members, with the principal acquainting both the
child and her parents with the whole school at first and with the child’s classroom
consequently. According to Kostas “When a child comes to this school, how you
tirst of all talk to her parents, either Greek or foreign, is very crucial.”57 This
welcoming attitude on behalf of the principal permeated the entire school
community and its procedures, according to him.

However, instances of prejudice were not absent altogether. Even though I
did not have the opportunity to converse with community members who were
sceptical about the arrival and integration of refugees, Helen painted a picture of
the reserved reactions of her colleagues towards her students during our
discussion. She made me understand that there was an overall reluctance on
behalf of the staff regarding the integration of refugees in the school community,
with teachers refusing to accept the students in their class and sometimes even
hesitating to talk to them. Maria also referred to certain parents being opposed
to the integration of refugees, resulting in them removing their children from that
particular school. Although these prejudiced behaviours can be rooted in
multiple factors which are not always straightforward (Green, 2018), it is
important to consider the broader societal context where these emerge and the
environmental forces that shape such behaviours that contain anti-immigrant
undertones.

On the other hand, the implications of the economic state of Greece were
also visible in practical matters, such as the poor-quality accommodation
infrastructures available to refugees as well as the limited resources which were
at the disposal of schools. The latter was especially true for the Reception Classes
that were operating for the first time and were in need of support that was not
adequately provided according to the teachers; insufficient counselling, a paucity
of teaching material and no interpreters were some of the challenges the teachers
had to deal with. Despite the imperative need for the development of cultural
understanding through preservice and in-service training in multicultural
education (Chisholm, 1994; Hamilton 2004; Szente, 2006), the teachers did not

have access to such support. As a result, they were left feeling overwhelmed at



56

times and with no actual assistance throughout the academic year: “...they didn’t
even come once to see what we are doing, how we are working, for us to tell them
our problems...”ss, in Maria’s words. That being said, it should also be
mentioned that the EU had provided the Greek state with financial support since
the beginning of the refugee crisis to ensure that it was efficiently managed
(European Commission, 2018). This then raises questions with regards to the
ways this monetary aid was handled by the Greek state. The Intercultural School,
although not untouched by the scarcity of resources afforded by the state, had
been delivering multicultural education for multiple years and, as such, it had a
stable support network in place for its students; experienced personnel, close
bonds between school and families and extracurricular activities for its students
all contributed to a more holistic approach towards the successful integration of
the students (Taylor & Sidhu, 2012). The example of the Intercultural School then
denotes the interdependence between different systems as well as the effect
diverse forces have on the adaptation of the individual, leading to the following
section, the impact of the exo- and mesosystem on the microsystem of school and

on the individuals immersed in it, the refugee students.

5.2 Challenges and Support Networks: An Interplay of
Different Environmental Forces

Although operating within the same societal context, the Reception Classes and
the Intercultural School manifested various differences in terms of the challenges
they faced and the support they had access to and, consequently the reality they
shaped for their refugee students. The mobility of the refugee population was
one of the greatest challenges Reception Class teachers had to face, with constant
modifications in the class composition and in the numbers of students attending.
Mobility is an integral part of the very experience of being a refugee, and the way
it occurs as well as the ramifications it has on the microsystem of school signify
the interconnections across different settings. The premigration system and the
state of war and conflict existent in that setting was the reason people sought

refuge in Europe in the first place. For many families this migration journey was
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not supposed to end in Greece as they aspired to settle in countries of -what they
perceived as- better socioeconomic state. These events and perceptions that were
elements of different settings had considerable consequences on the microsystem
of school with constant disruptions of continuity impeding the teachers’ efforts
to deliver consistent education. As such, any progress achieved on a linguistic or
behavioural level had to be re-established due to these disruptions.

The linguistic aspect in particular deserves to be explored in its own right
as the acquisition of the language of the host community comprises a decisive
factor for the successful adaptation of refugees to the new environment (Loewen,
2004, p.35). Its significance is highlighted through the major challenges that were
reported by Reception Class teachers due to the communication gap that existed
between them and their refugee students. According to Hayward (2017), the
acquisition of the host community language promotes the emotional wellbeing
of refugees as it allows them to share their concerns and emotions, mitigating
potential feelings of anxiety. The numerous instances of aggressive behaviour
described by the informants can then be partly explained by the inability of the
students to express themselves as well as the inability of the teachers to
communicate the rules that apply within the school, that would have allowed for

conflict resolution. That becomes apparent through Maria’s concern:

A fight breaks out. The children come and fight during recess. They tell me what happened.
First of all, I don’t understand what has happened...And even if I do understand... How
can I explain to them how we should function, [how can I] solve the misunderstanding?11

The language barrier at the Intercultural School on the other hand was easily
overcome according to Lydia. Her student was placed in a mainstream classroom
and was exposed to the Greek language on a daily basis through her classmates
while she was also attending an intensive language course. As such, her language
capacity readily developed. There is consensus among academia regarding the
linguistic benefits of placing refugee children in mainstream classrooms
(Loewen, 2004, p. 44). Helen, having experienced substantial linguistic and

behavioural issues in class, also proposed for her students to be integrated in
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regular classrooms the following year, contemplating on the benefits such an
integration could yield on both ends, linguistic and behavioural.

The instances of problematic behaviours at the Reception Classes like the
ones experienced by Helen were multiple, as delineated in the findings.
Traumatisation was used as one of the justifications behind such behaviours and
aggression. To be able to assess trauma and the mental health of refugee children,
extensive knowledge of psychological concepts and nuances is required.
According to Hayward (2017), since teachers are not mental health professionals,
they should approach the vulnerable group of refugee students with caution
when trying to support their wellbeing so as to avoid reverse outcomes that can
be harmful. As Georgia admitted: “That is, obviously, if they were examined by
a specialist, he/she might have found things that I'm not capable of seeing” 9.
However, even without that knowledge, the testimonies of the teachers, who
were in daily contact with those children, shed light into the reality these
potentially traumatised individuals experience at Greek schools and how they
carry themselves in this new social reality.

According to Hamber (2019), trauma should be understood in relation to
the context within which it is taking place. Lydia’s example on the inconsistency
between her expectations that she would meet a traumatised child and the reality
of encountering a smiling individual point to the importance of the current social
conditions in shaping the world of a potentially traumatised child. Lydia
believed it was a combination of various environmental forces that shaped the
refugee student’s experience and allowed for her successful integration in the
school community at large and in the classroom in particular; the openness of the
teachers, the staff and the fellow students; their efforts to communicate with her
despite the language barrier; the extracurricular activities offered, which
promoted the students’ socialisation outside the school life all contributed
towards her smooth integration. At the same time, Helen’s words on her personal
explanation behind her students” lack of socialisation reveal the interaction
between two proximal systems that of school and home, that takes place within

Bronfenbrenner’s mesosystem.
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I'simply believe that because they didn’t, they weren’t in touch with anybody else- because
even at the accommodation site they were living in, they were only in touch with persons
with ... mutual experiences and common language. Here at school they tried to preserve
this.e0

In other words, those children were living at a temporary accommodation site,
isolated from the local community, with the only opportunity to socialise being
during school hours when they were again segregated from the rest of the school.
On top of that, that particular school community was reluctant to approach and
facilitate the integration of those students. The significance of the relationship
between home and school that takes place within Bronfenbrenner’s mesosystem
then emerges. The benefits of a close bond between home and school (Hamilton
2004; Szente, 2006; Taylor & Sidhu, 2012) can be deduced by what
Bronfenbrenner calls a dual transition between two settings within a
mesosystem, that is an individual does not enter a new setting alone, but is
accompanied by a familiar other who is known to them from a different setting.
According to Bronfenbrenner (1979), the developmental potential - in our case
the integration process - is enhanced for the individual when this transition takes
place in the form of a dyad and is not made alone. These links can occur in the
direction of either setting, having a parent actively participate in the school
community and/or a teacher pay home visits, and they require the maintenance
of a balance of power so that both parents and teachers have a sense of control
over their designated domains of activity.

For the Reception Classes this direct link between home and school was
entirely absent despite the teachers being aware of the benefits such a bond could
foster. The teachers had no knowledge of the situation occurring at the
accommodation site and, as there was no interpreter available, any potential
attempt for communication would be exceptionally hard. Maria referred to one

example of why such a bond was deemed necessary:

I, for example, have a girl [in class] at the moment ... who has a disability, an intellectual
disability ... Her mother might have wanted to tell me something, something I should pa
attention to, something I should do. She doesn’t know me. She trusts me with her Chﬂ(f:
but she doesn’t know me.s1
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At the Intercultural School, on the contrary, there was an open communication
channel available to parents that they could utilise - with the assistance of an
interpreter in the case of refugees- to raise potential concerns and actively
participate in the school community. The parents’ sentiments were taken into
consideration when it came to matters pertaining to their domain of interest, that
is the particularities of the education provided to their children. That layer of
support allowed for the refugee student to externalise concerns that were related
to the content of the history book and were stemming from cultural differences,
as explained by Lydia. The student shared her thoughts with her father who later
transferred these to Lydia with the help of the interpreter. What is of particular
interest, however, is the way Lydia responded to these concerns which, starting
from the book content, extended to the mixed-gender nature of the Greek school.
According to Bronfenbrenner (1979), in order for the bond between home and
school to be successful, a balance of power needs to be maintained and parents
and teachers need to be in control of their own domains of activity. Lydia

exercised that power as she explained to me during our discussion:

And I explained to him ... that, nevertheless, you are here at the Greek education system
which is mixed-gender, and the Greek history and mythology is this. This is the state’s
official book for the third grade, and he needs to understand that all this is not something
obscene because it is our history and culture ... He needs to accept, in order for his child
to integrate, that there are boys and girls in class, and they are called to play common
games.e2

5.3 Limitations and Future Research Recommendations

The current study constitutes my first attempt at a research project and, as such,
it is characterised by certain limitations that will be delineated below, along with
a number of suggestions on future research. Considering I was a novice in
research before conducting this study, most of the limitations of the paper were
rooted in the research design and implementation process. As a result, these
initial flaws were extended to the inability to provide answers to the research
questions, leading to a revised research objective.

Though initially aiming to portray the social-emotional manifestations of

refugee students within the Greek education system, the discussion with the
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informants ended up outlining the refugee education experience in Greece on
more general terms, shedding light on the impact a multitude of factors has on
such an experience. This deviation from the original research objective started
emerging already at an early stage and continued throughout most of the
subsequent discussions with the informants. There were certain occasions when
I had the feeling that the informants did not comprehend the concept of social-
emotional competences or lack thereof. This might have been a result of poorly
constructed interview questions or a different point of focus in terms of social-
emotional competences on behalf of the teachers that was not in line with my
own preconceptions prior to the interview. For example, when Helen was asked
about her students’ positive expressions of social-emotional competences she
mainly focused on an unsuccessful learning process and did not mention
potential existent features. The only exception was three female students who
were presented as sociable by nature. Although informants were encouraged to
ask questions in order to clarify potential ambiguities, no questions were raised
about terminology. Instead of briefly discussing the nature of the study at a short
meeting, it might have been helpful to set up an extensive meeting with the
informants prior to the interviews to explicitly address terminology.

This inconsistency, nevertheless, gave me the chance to witness and
contemplate on the various environmental forces that are involved in and
actively shape the very essence of the refugee experience. By utilising
Bronfenbrenner’s ecological framework as a foundation, I attempted to better
understand and describe the refugee reality within the Greek education system,
as experienced by the educators. The interplay between different ecological
settings then came to light and once again elucidated the limitations of the
present study. Since the research project was set in the primary setting of school
and was informed by a specific group of people, the educators, many aspects that
are crucial to the refugee experience and have an immediate impact on the
individual were only briefly outlined and were essentially left unexplored.
Therefore, this study has only scratched the surface of the sphere of refugee

reality within the Greek context and the environmental factors that shape this
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reality. Discussions with individuals from a variety of disciplines and settings,
who are either directly or indirectly involved in the refugee experience, as well
as with refugees themselves have the potential to construct a more holistic view
on the issue of refugee integration into the Greek society.

Taking into account that a considerable amount of time has passed since the
refugee educational project commenced within the Greek setting, teachers and
educational institutions have had time to develop an understanding of their
target audience and their particularities. Further research into practices that have
worked and those that have not, as well as examples of schools with successful
approaches can be utilised as a benchmark for the improvement of this

educational project.
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APPENDICES

Appendix 1 Consent Form

"Evtuno Xvykatdfeong oc 'Epegvva
Titdoc Epsvvac: H Avtiinyn tov Exntadevtikdv oyetikd pe tov Kotvovikd ko
ZuvareOnuotikd Avtiktomo tov Tpadpotog ce Mabntéc-

[Ipdopuyeg omnv EAAGOQ

H mapovoa épeuva amooKonel va LEAETNGEL TNV AVTIANYN TOV EKTAOEVTIKOV GYETIKA
LLE TOV KOWVMVIKO KOl GLVOICONUATIKO OVTIKTUTO TOL TPOVLOTOS GTOVS TPOCPVYES
paOntég Toug PEca amd NUOOUNUEVEG CLVEVTEVEELS LE EKTTOLOEVTIKOVG TTOV didacav o

Té&eic Ynodoyng omv EAAGSa.

H épevva amotedel pépog mruylaxng epyacioc mov tpaypatonroleitot oto [avemotiuo

g Jyviaskylas.

H épevva akorovbei tov kKddka deovioroyiag g Dviavdkng EBvikng Enttponng

Agovtoroyiag g Epevvag 2.

Ovopatenmvopo Xrovygeio Emkowoviag

Epgovijtpra Mapyapita Mappapidov
Emprinov Kadnyntig Markku Leskinen

o  O/H yplp®V/OUG0, ..ouvveerieiieaiiiieaaieenan, , CLULPMOV® VO GUUUETEY® GTNV
Tapovoo Epevva €00V

o  KotoAafaive tog mapdAo Tov GUUEOVO Vo AAPo LEPOG TV TOPOVGO GTLYUY,
UTOP® VO 0TOGVP® TH GUUUETOYN LOV OTOTEONTOTE 1| VoL apvNO® VoL OTavVTHom
G€ OTOLUONTOTE EPADTNOT Y®PIG TOV KIVOLVO OTOCONTOTE GUVETELNG,

e O okomdg KoL 1 OO TG £peVuvag LoV eENYNONKOY TPOPOPIKDS Kot £lyo TN
dvvatdTTo Vo BECH EPOTAUATO GYETIKA LE TNV EPEVLVOL.

o  Koataiafaive mwg n coppetoyn oty €épevva TEPIAAUPAVEL T GUUUETOYN O Hia

ocuvévtevdn odpketog 30-60 Aemtv.
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Kotorapaive mog 1 cuppetoyn pov oty épguva d¢ Ba empépel omolodnmote
GUECO OPEAOG,.

ZOUQOVD 1 GLVEVTELEN LoV VO LoyvNTOQmVNOEL.

Koatalopaive twg 6Aeg ot mAnpopopieg mov Ba Tapdoym yio Ty Tapodoa
épeuva Bo AVTILETOMIGTOVV [e exepvbeLa.

Kotorapaive tog € omoladnmote avapopd AmoTEAEGULATOV TG TAPOVGOG
épeuvag 1 TovTOTTA pov Ba Tapapeivel avovoun. Avto Ba tpaypotomon el pe
oAlayn TOL OVOLOTOS OV KOt ATOKPLYT EKEVOV TV AETTOUEPELDY TTOL Ot
UTOpOVGAV VO OTOKAADWYOLV TV TOVTOTNTAE LoV 1) TNV TOVTOTNTO EKEVOV Yo
TOVG 0O10VG LIAA.

KoartoloBaive tog aroondopata tng cuvévievéng pov uropel va topatedovv
GTNV TTLYLOKT EPYACio TNG EPEVLVITPLAG EITE AvOVLUA ELTE LE TN XPNION
JLOPOPETIKOL OVOLLOLTOC,.

Kotorapaive mog ta vroyeypoppévo Evruma cuyKatddeong Kot to TpoTdTuITa
payvnroeovnuéva apyeio o tapapeivouv 61o Tpocwmikd apyeio Kot
TPOCMOTIKO VITOAOYIGTY] TNG EPEVVNTPLNG AVTIGTOLYO, GTO OTToin £XEL TPOGPao
povo M oo, PEYPL TNV OPIGTIKY| KATAOEST TNG TTVYLOLKNG TG EPYACIOG.
Kotorapaive mog 1o amopayvnto@ovnuévo Keilevo g cuvEVTELENG LoV, omd
10 omoio Ba &xovv apapebel exelveg o1 TANpoopieg HEc® TV omoiwv Ha
UTOpovGa Vo ToToTon0d, Ba Topapeivel 6TV KOTOYN THG EPELVNTPLOG Yol SVO
€1 LETA TNV OPLOTIKY KATAOEGT TNG TTUYLOKNG TNG EPYACTOC.

Kotorapaive mog £xo to dikaimpo TpocPacns 6Tig TANPOPOPIies TOv EY®
TOPAGYEL OTOLOONTOTE GTIYUT| KOTA TN O10PKELD TOV VTG PpickovTon
amoOnkevpéves g Exel avapepHel TopaTAVO.

Koatolopaive mog eipon eAedBepn/og var EMKOIVOVAG® LE TNV EPEVVITPLN. Y10

TEPALTEP® TANPOPOPIES KOl JIEVKPIVIGELS.

Ymoypoaen ZuUUETEYOVGOC/OVTOG Hupepopnvia

Ymoypaogn Epevvntplog Hpepounvia
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[Ayyluci Metaepaon- English Translation]
Consent Form for Participation in Research

Title of Study: Teachers’ Perceptions of the Social-Emotional Impact of

Trauma on Refugee Students in Greece

The current study seeks to understand teachers’ perceptions of the social-emotional

impact of trauma on their refugee students through semi-structured interviews with

teachers who have been teaching in Reception Classes in Greece.

The study is part of a thesis research project conducted at the University of Jyvaskyla.

The study follows the ethical code of the Finnish National Board of Research Integrityz.

Name Contact Details
Researcher Margarita Marmaridou
Supervisor Markku Leskinen

R N voluntarily agree to participate in this
research study.

| understand that even if | agree to participate now, | can withdraw at any time
or refuse to answer any question without any consequences of any kind.

| have had the purpose and nature of the study explained to me orally and | have
had the opportunity to ask questions about the study.

| understand that participation involves one interview with a duration of 30-60
minutes.

I understand that | will not benefit directly from participating in this research.
| agree to my interview being audio-recorded.

| understand that all the information I provide for this study will be treated
confidentially.

I understand that in any report on the results of this research my identity will

remain anonymous. This will be done by changing my name and disguising any
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details of my interview which may reveal my identity or the identity of people |
speak about.

| understand that extracts from my interview may be quoted in the dissertation of
the researcher either anonymously or with the use of a different name.

| understand that signed consent forms and original audio recordings will be
retained in the personal file and Personal Computer of the researcher, which
only the researcher can access, until the final submission of her dissertation.

| understand that a transcript of my interview in which all identifying
information has been removed will be retained for two years from the date of the
final submission of the researcher’s dissertation.

| understand that | am entitled to access the information | have provided at any
time while it is in storage as specified above.

| understand that | am free to contact the researcher to seek further clarification

and information.

Participant’s Signature Date

Researcher’s Signature Date
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Appendix 2 Interview excerpts in Greek

1.

N o O

10.

11.

12.

13.

14.

15.°

Kdavape ano v apyr) moA\eg dpdoetg pe aleg Tadelg pe NAvVO-KAT® 0TI
101eg NA\ikieg mondia.

... OTO oroio dtdAetppa kabovrovoav povipmg pova Toug.

... TIOL ITAV ATIO POVA TOVG ITOAD KOWMVIKA IO TI) YOO TOVG ... 0¢0nKav
€ KATIOW KOPITOdKLd ThG TPLTHS.

Zovavtroelg pe yoveig dev eiyape. Aev toog eidape tovg avipmrmov. [Toté.
... eneldn) Ta Datowd avtd O COPPETEXOLV OTNV IIPOCELYT).

Tovg etyape apketd eAevBepovg otV apyt}, Kat va pkdave petadoy toug...
AnAadn) avtn 1) gopd 0oL Aém NTAV 1] IPAOTN POPd ITOV EKAVA IIPOOPLYES,
TIG TIPONYOVHEVEG TPELG Popeg etya O1ddalet oe madia avta, ANPavikr|g
kat Poowr|g kataywyng. Hepav amtaiota eNAnvikd.

Ko eSapxr)g enperne va fpovpe évav KoOKA ... KOWO yia OAovg, yiati
0UTE Ol IIPOOPLYEG HETASD TOLG HIIOPOVOAV VA EMKOIVMVI|OOLYV.

... elvat otV tadn) vrodoyr|g, To avtioTolyo YAWOOKO pabnpa
Tayvppvopa.

... 1] EMKOW@Via otV apx1) frav mdapd noAd SVOKOAN. AnAadn otnv
apxt) NRAoTav e IavVIOpipd.

Ivetat évag xkavydg, épxovtat Ta Hadld KAt HaAA®VoOLV oTo OtIAeppd.
Mov Aéve Tt eywve. Katapynv 6ev katalaPatve Tt éywve ... Kat meg ot
katahaPaive Tt éywve ... [Tog 0a tovg e€nyrjom ey pe motov Tpomo
MPETIEL VA AELTODPYOVHE, VA ADO® TV IapeSrjynon;

Katapyn)v aladet OAn n wopporria, Eava va Bpetg tovg pubpovg tng
tadng, Sava va ovotnbobdy, Sava va OextodV Katvovpla pET).

Kat ftav éva 6épa, oxt anid 1o padnotaxo kat 10 yvooTKO KOPHATL, To
KOPPATL TOL VA pPdbm NmG AeITODPY® 0TO OXOAKO TAALOLO0.

... EYO £X® pabdntr) oo eide T pnTéPa Tov Va avatvadetatl amnod VAPKI ...
To natdt avtd opwg exetl Oepara embetikotTag.

Eva otoieio mov €xyovv avtol moAd £viovo eivat 0Tt aviildpovy ITOAD

EKPNKTLKC, TTOAD €DKOAA yTomave ... ['a epag aotod dev emrpénetat.



16.

17.

18.

19.

20.

21.

22.

23.

24.
25.
26."

27.

28.
29.

78

[arti exetl moov tedkd evromifetat 1) SvokoAia Oev elvat 0To YAWOOLKO ... €V
TeNeL peoa oe éva- eVARLOT] XPOVO To atdid priopovv drafdaloov.

Eixyape xdmoteg €101, IOG Va TO H® TOPA...0dnYyieg, Ol A YEVIKEG, €
vriepaniovotevpéveg oc... Kapia ovowaotikr) Porfeta dev etyape, odte o€
NOAKTIKO KOPPATL, OVTE O€ emnedo LAIKOD.

Aev Ntav empop@oor ... Timota oty ovoia, yiatt dev r)Sepav Tt va pag
IIODV.

Kat xavoope o xabévag ot vopiler, mpoomabovope va Pplokovpe
@LN\ada. ..

Mrmopetl o exmatdevTikog va pnv éxet ) 0éAnon, va pnyv €xet v opedn, va
PNV £XeL TO XpOvo va kabioet va aoyoAnOet.

Aev ¢ywve mpoonabeila ... arnd aAAovg cLVAOGENPOLG O VA MANOLIOOLY
avtda Ta nadwa ... Kat Oeopao o1t f)tav éva mold peyalo npofAnpa to
OTIO010 1)TaV POVA Tovg o¢ pia Tady).

Katn aAnfewa etvat 011 000 avto 1o Ipdypd cLOO®PEVETAL, TO OYOAeio Kat
1] OALTELA eV £XEL PEPIPVI|OEL EWOKA YA AVTEG TIG TIEPLOYEG, EVOEXOPEV®G
va evdovapmoet meproocotepo. Kdaver pra opifovtia Stavopr| Ipaypdarov
oe OAovg, Aeg kat ONot ta xpetdalovrat.

Eivat 1 mpotn gopd mov S10A0K®m MPOoPLYeG pe avtov Tov TPOIo Kdt
dvokolebTnKa napa moAo.

... yati Gewpovoa ott & Oa propw va avrarnokpio.

... ywarti KAroteg popég pétog dev 1)fela ovte oyoAeio va ¢pba.

Hrtav noAb evitagépovoda xpovid ylati f)tav €tot oav npoxkAnor ... Hrav
KATt TeAelng OlapopeTikd oe Oxeon pe aANeg XPOVEG, OIOTe NTAV HApd
ITIOAD eVOLaQEPOV.

Kottagte, SovAevovpe 100a xpovia oto oxoAeio mia, pe madid moo eivat
aro Aal\eg KOLATOUPeG KAl armd AANOLG MOAMTIOPOVLG, 1oL IMAéov Oev
atofavopaote 0Tt elvat KATL, KATL GEvo.

AnAadn navta pdA@vayv avtd ta Iaid ...

.. Avtd Ta mada poov €deryvav kat pov Oeiyvoov pe kdabe tpomo v

EDYVOPOODLVL TOVLG, TV AYAIIl) TOVG, Fi€ OIIOL0V TPOIIO HIIOPOVLY, AKOPA KAt
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10 Mo pKpO ... Iaipvoov dnladn) 10 pmoxkota, pov @eépvoov 1 kat yia

péva. Aoto etvat amiotevto ag rmovpe ocovatodnpa yia pia daokdala, etvat

KATATIANKTIKO.

Mabave va dwayepifovrat mo Kald ta covatofnpatd tovg ...

Ta xopitowa ... £yovv Kavet MOAL Kaleg puhieg pe kopitowa EAAnvaxia kat

oto Oteppa Oa ayxkalialovrat.

I'ati elda 0Tt avaykdotnkav va nai§ovy KAatt opadiko pe pa aAAn tadn
. Kat tovg Ponbnoe mapa molv. Katr ywa xapwa efdopada pmopet va

plovoav kat Alyo pe ta modwd. Meta 1o xdoave aoto, ImdAi, Oe

OLVEXIOTNKE.

... Elvat xkowvevikotata.

Exo povo éva natdaxt to omnoio dev etvat KaBOAOv KOWOVIKOIIOUPEVO...

TO OIIO1O ... IIAVTA €lvatl HOvVo Tov.

Kt ftav xat ta idwa toug moAd Kowevikad natdid, ormodte Kt dutd e

aykahtadav, epyoviovoav KOvVid oV, oL PAoDoayV, eve Ta aAAd 1Tav

IOAD anopaxpda natdid.

... TODG Aepe OA] pEPA Pr XTOIIATE HI) XTOIIATE pr) xtomate. Katt to omoio

EPXETAL O OLYKPOVOT [IE TOV IOATTIORO TOLG KAl P1€ auTO oL {ovVE eKel.

AnAadr) oto ottt propet va YTonave, 1 Lapd Tovg PIIopet va Toug X TOIIAEL,

oL TO A€Ve.

... AV 1)TAV II0 AVOLYTI) OaV XAPAKTHPdS, KAl vd ji] PAODOE TOOO0 KAAA T

YA®ood, Oa KOWmVIKOIo1o0vVTav KaAvTepd.

Aev popm va TG arnod®om 0g KATL OVYKEKPIHEVO. ATING Oepd OTL er1e1dr)

... dev gpyovtovoav pe kavevav allo oe enagr) ... Edm oto oxoleio

npoonabnoav va Kpatrjoovy avTo.

... HOVO Kat 1OVO oD 0TO TeA0g TG XPoVvidg ipdav kava 2-3 popég Kat pov

plovoave, etvat peyalo Pripa avto... Eva maidi 1€toto va oov pihnoet ota

eENAVIKAL

Eyo ta efAena, frav napa moAd xala ta nawdwd ... IMailav pe toog

oLppadnTeg Tovg, PAoLOAV EANNVIKA 1€ TOVG COPPADNTEG TOVG.
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Aev 10 ¢x® Savadei, va pe tpaPoloydve va nde va avoifm v mopta yia

va gLyoLvV.

Ortav PAenelg éva nadi va yapoyehdaet kabnpepivd, avapotiéoat mooo

TPOPAYHEVO KAl POPLopeVo etvat.

... KatalaPaivelg amo g avtidpaoels, amo Tig Xeypovopieg g, eva matdi
1ov e{@TEPIKEVETAL OCLVALOONPATIKA KAt pe AANOVG TPOTIONG,.

Otav pua coppadrtpia mg Oa ) Pondroel, Oa tng deilet pe kdmolov
TPOIIO OTL TV evXAPLOTEeL, elte Oa TV Kepdaoet kATt eite Oa g dwoet eva
dwpdxt.

Kat enetdr) oto otadio rov Pprokopaocte Sev prmopovpe va toug diddaloovpe
YPAPPATIKEG KAl OOVTAKTIKA, Oev T0 oulnt® dnAadr), epeig mpoonaboovpie
an\d va padoope ota IAadld avTtd vad eMKOVOVOLV.

[Npoonabrjoape va kavoope étotKat ta Opavia ... va etvat oav opadoveg,
va atofdavovtat mo avetd.

Kdmowa xopttodxia mov, épetg, etval xat oty epnPeia topa, Oa poo
IOLVE KAt ‘Kopid epeva pov apeoet...” Anhadr) xovpe QTAoeL va elpaote
KAl 0 QKA TA IPAYHATA PETASD PAG ... Z& P KavoVvik) Taln avto de
Oa to éxava. Oy, 6e Oa xabopovv va ocv{nNTdm ag Movpe TA MPOCHIIKA
TOLG.

INpoonabnoa apketég popeg, pe xiAta napakdiia- Eavalém, to omoio ...
VA KAVODLVE KOWVd, €lTe YOHVAOTIKI| €iTe KAMOWA KAAATEXVIKA ... Agv
vrmpye mpobopia.

ZkepmKa Ot towg Oa ftav KaAd va pAjo® Kat pe Ty PoxXoAOyo oL
EPYETAL OTO OXOAel0.

Twpa apa propovoape eiyape emKOVOVIA ple TOLG YOVelg OAN T xpovia
KAl va Kavape pia ekOnNA@orn, va Qepvape tovg yovelg oto oxoleio, va
Kavave d1Kd Tovg ag Movpe, O1KEG TOLG OLVTIAYEG Ol PARAdeg va pag
@épvav oto oxoAelo, va gepvav ot Oikég pag ot papdadeg aAAa, dikd Tovg
Tpayovdia, Owa pag tpayovdia. AnAadn Oa ywotav éva amiotevto
HIPAYHAL.

I'a va 6ebei n opada xat ywa va katefdoovpe Alyo ta mvedpatd.
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Tovg piAnoa ywa 1o ot Ba €pdet pa xarvovpla padnipia oto oxoAelo, 1)
onoia dev éxet gottrioet oe eAANVIKO OxoAelo, 1) omoia etvat amo ) Zopid.
Toog pidnoa Atyo ya to Tt yivetat ot Zopia kat to Tt Beopodpe Ot etvat
évag IIpoopuydas.

Epyetat éva madi katvovpio, 8ev to oTéAvovpe oty Tadn katevbeiav. Eyo
o id10¢ tpoommikda Oa ndp® to rtadi, Ba dpw 1o yovio ... Oa pne peoa
otV tadn padi oo, Oa to mapovowdon ota dAAa ta nadia. Oa eivat Kat
0 yoviog padi poo va et 1t Oa now.

[Mpénet va awoBavovtatr dveta, mpémet va daiofdvovtat Ott propovv
OTIOIIIOTE IOV TOVG ATIACXOAEL VA TO TTOVV 01O OtevBLVTI) TOL OYOAeioD.
Yndpyoov pépeg mov ta MIAtdld KAVOLV OKAKL, KAVOLV XOPO, KAVOLV
Beatpo extOg OYOAKOD WPAPLOL KAl EXOLV TPOIIOVG VA CLVAVTIODVTAL KAl
va oovextCoov TNV KOW®MVIKOIOINOoI] TOLG MEPA Ao TAd OXOAKA
daleipparta kat arod 1o oyoAwr| {or).

Ta aykdhaoav dnAadr), dev ¢PAereg kavéva onpeto TPP1S.

Ortav ¢pbet eva madi oe avto 1o oxoAeio, nailet peydho polo npwta ar’
O\a nwg Oa prAnoetg oto yovio, ette eivat ENAnvag ette etvat Sévoc.

... ovte pBav va dovve pia Popda Tt KAVOLHE, TG HOVAEDOLE, VA TOVG
roovpe Ta NpoPAfpatd pas.

AnAadn npogavag Kt av ta napakoAovbovoe KAIolog ed1kog iowg va
¢Pploke mpaypatd mov ey® dev propw va 0.

AmI\d Oewpa 0Tt enetdr) Oev rpOave, dev epyovtovoav pe kavévav ailo oe
eraqQr), yatt kat ot Oopr) mov pévave, gpYOVIONOAV POVO HE aTopd Td
omoia eiyav ... xowd Puopata kat xowr] yAoooa. Edm oto oxoAeio
npoonabnoav va Kpatrjoovy avTo.

Eyo ag moope ey éva KOPITOAKL dLTNV T OTLyHr] ... TO OHOl0 &xel
npOPANpa, £xet VOnTik) ... propet katt va 110eke va poov met 1 papd tov,
KATL va IPooédm, KATL va KAave. Ae pe Eepet. Moo epmotedetat To natdt
G, al\a e pe epet.

Kt eyo tov efrjynoa ... o1t mapola avtda edm Pplokeote 010 eAAVIKO

eKTIAOEDTIKO ODOTNHIA TO OIOI0 Elval MIKTO KAt 1] eAANVIKI) 1otopia Kdat
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poboloyia xat’ eméxtaor) etvat avtr). Aoto eivat to emonpo PipAio Tov
Kpdatovg yua mv Tpitn Onpotikod kat Oa mpemet va katavor)ost 0Tt OAo
avTo Oev elvatl KATL IPOKANTIKO Y1dTi elvat 1 10Topid KAt 0 IOATTIOPOG [ag
... ®a npenet va dextel, ywa va evraxbet to naidi tov, ot oty Tdln
DIIAPYOLV AYOPLA KAl KOPLiTola Kt 0Tt KaAovvTal va rnaifovv kat matyvidia

ard Kowoo.
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