BILINGUAL EVENTS IN CLIL GEOGRAPHY AND HOME ECONOMICS SIXTH GRADE

CLASSROOMS IN TWO CYPRIOT PRIMARY SCHOOLS

By
ARTEMIS KOUTI

A thesis submitted to

the University of Birmingham

in part fulfilment for the degree of

EdD Language Studies

School of Education
College of Social Sciences
The University of Birmingham

January 2012



University of Birmingham Research Archive

e-theses repository

This unpublished thesis/dissertation is copyright of the author and/or third
parties. The intellectual property rights of the author or third parties in respect
of this work are as defined by The Copyright Designs and Patents Act 1988 or
as modified by any successor legislation.

Any use made of information contained in this thesis/dissertation must be in
accordance with that legislation and must be properly acknowledged. Further
distribution or reproduction in any format is prohibited without the permission
of the copyright holder.



ABSTRACT

This study is an investigation of the use of L1 in two sixth grade CLIL Geography and
Home Economics classrooms in two Cypriot Primary schools. An overview of the
international literature indicated that L1 is used in such classrooms for disciplining and
instruction giving (Gierlinger 2007), group work (Dalton-Puffer 2007), text mediation
and explanation of ideas (Buchholz 2007, Arthur and Martin 2006), off-topic talk

(Nikula 2005) and label quests (Heath 1986, Arthur and Martin 2006).

This study is ethnographically-informed as it employs fundamental elements of
ethnography together with analysis of video-recordings of classroom interaction, a key
characteristic of the micro-ethnographic approach (Erickson, 1996, 2004; Garcez,

2008).

The findings from 640 video recorded lessons (320 minutes of each subject) show that
the functions of bilingual events span the single word to interactive exchange in length,
and are evenly distributed across instructional and regulative registers (Christie 2000,
Gardner 2006). The four-fold new classification identifies an expanded repertoire of
word level bilingual events, including the L2>L1 label quests which are particularly
important in CLIL contexts; a range of bilingual events including codeswitching for
instructional purposes; a new category of events related to code management; and clear
examples of regulative events such as disciplining and giving instructions that are well

documented in the literature.
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CHAPTER 1: INTRODUCTION

This study is an exploration of the use of the mother tongue in CLIL Geography and
Home Economics sixth grade lessons in two Primary schools in Cyprus. It aims to
analyse bilingual events (instances where English and Greek are used) in the CLIL
context including the role of multimodality. This first introductory chapter starts with a

brief overview of the CLIL approach then moves on to explain the researcher’s personal
interest and origins of the study followed by an overview of the Cypriot context and an

outline of the thesis.

1.1 The CLIL approach

One of the most significant developments in foreign language education has been the
implementation of CLIL in a variety of educational contexts across the world and as
Gardner (2012) notes “its blossoming in Europe has coincided with [similar] initiatives

in Asia” (p.255).

“The acronym CLIL is used as a generic term to describe all types of
provision in which a second language (a foreign, regional or minority

language and/or another official state language) is used to teach certain
subjects in the curriculum other than the language lessons themselves”
(Eurydice 2006: 8).

As this definition of Content and Language Integidtearning (CLIL) suggests, CLIL

is a broad term which can embrace many different contexts and varieties of second
language learning. ‘It involves a range of models which can be applied in a variety of
ways with diverse types of learner” (Coyle, Hood and Marsh 2010:1). Following this
Eurydice definition, we use ‘second language’ as an umbrella term to include second,
foreign and additional language. CLIL can therefore be compared to other approaches
of developing second language learning in that it has similar advantages which range

from developing linguistic skills to advance collaboration between people of different



countries as well as intercultural communication. It is an approach that can promote
multilingualism in the world (Dalton-Puffer and Smit 2007, Ruiz de Zarobe 2008). Its
difference to the ESL classroom lies in the fact that CLIL is an escape from traditional
second language learning classrooms and there is a development of communicative
tools, by using the target language to learn a subject thus making use meaningful
(Dalton-Puffer and Nikula 2006, Brinton et al 1989). Succinctly put “CLIL is not a new
form of language education. It is not a new form of subject education. It is an innovative
fusion of both” (Coyle, Hood and Marsh 2010:1). Learners also develop other cultural
or linguistic skills so as to become “autonomous mobile European citizens” (Coyle

2002:27).

Coyle proposed the “4Cs Framework” for CLIL (Coyle 2002, 2007) which captures
four principles promoted by CLIL: content, communication, cognition and
community/culture. Firstly CLIL puts content in the centre of the actual process of
learning and becomes the basis for the learning that will follow. Wolff (2002) agrees
with Coyle’s framework and notes that the CLIL classroom is a way to escape from “the
pseudoreal and fictitious contents of the traditional language curriculum” (p.48).
Language is then used to practise what is learnt and to communicate meaning by using

authentic but ‘scaffolded’ situations.

As far as cognition is concerned, CLIL allows learners to develop their thinking skills in

different languages and rise to the cognitive challenges it poses. “Being able to speak
and reason about academic content in a language different from their own, gives
students the chance to expand their cognitive skills and use more sophisticated

language” (Casal, 2008:2).



Community is the point where students must make connections between their learning
and their personal and social environment as well as the culture of the language used.
Therefore in Europe an understanding of the European community becomes more
plausible and learners come in contact with different perspectives thus giving a

multicultural dimension to the traditional lesson.

“In essence, the 4Cs Framework suggests that it is through progression in
knowledge, skills and understanding of the content, engagement in
associated cognitive processing, interaction in the communicative context,
the development of appropriate language knowledge and skills as well as
experiencing a deepening intercultural awareness that effective CLIL takes
place” (Coyle 2007:550).

Overall, CLIL is believed to be an approach that aims at promoting second language
learning in an authentic environment where communication is fostered and the focus is
not merely on language but on content as well. In terms of Coyle’s framework, my
interest is particularly in the communication ‘c’, the nature of classroom interaction and
the role of the mother tongue in these processes though “[the 4Cs] do not exist as

separate elements” (Coyle, Hood and Marsh 2010:55).

As we shall see, the role of the mother tongue varies across contexts, and ranges from

being perceived as undesirable, to being a useful means of scaffolding learning.

1.2 Personal Interest — Origins of the research

As an English teacher | always look to advance my knowledge in my field of expertise

and remain up to date with new methodologies and approaches to teaching. Though
CLIL is an approach more suitable to teachers of content subjects (Geography, Maths,
History etc.) the use of English as the target language makes it relevant to teachers of

English as well.



| had the chance to work as a research assistant in the PRO CLIL team in Cyprus which
was a pilot implementation in order to test its values and outcomes. My involvement in
this project gave me the opportunity to visit the schools implementing it whether those
were pre-primary schools or primary ones. In the Primary school context | observed
Geography, Home Economics and Design Technology lessons. CLIL Geography and
Design Technology were implemented in the fifth and sixth grade, with Design
Technology in the first, second and third grades. Observing these lessons | was
fascinated by the novelty this approach carries and its difference from traditional
teaching. Seeing children aged five and below (pre-primary schools) learning songs,
listening to stories, making crafts all in English, was indeed astonishing. In the primary
schools where children’s skills and abilities were more advanced, observing them
carrying out lessons in English and learning content related vocabulary in English in a
rather enjoyable manner using materials that would not have been used if it had not
been for CLIL, was also a great experience. Within my duties as a research assistant
was also the administration of questionnaires to students on a one to one basis which
was an excellent opportunity to examine students’ opinions. The fact that the majority
of these students were excited by the novelty of their lessons stimulated my interest into
carrying out research on this area. An initial attempt to examine these lessons was
carried out in a pilot study in an effort to map the space and see what is there to analyse.
Some bilingual events were first identified during this study but equally intriguing was
the way that modes other than the oral were involved in the learning process. Therefore
this study not only examines bilingual events and the functions that the mother tongue
acquires but also the role of multimodality in the CLIL context. Analysis of classroom

interaction will shed light on those aspects that are of particular interest for the



examination of the above mentioned features. Before looking at the organisation of the
thesis it would be important to briefly explain the Cypriot educational context within

which this research took place.

1.3 The Cypriot educational context

Schooling in Cyprus starts at the age of six and the primary school consists of six
grades. During these years teaching is carried out by teachers whose qualification is
general; that means they are multitasking, ‘multipurpose’ teachers though the majority
hold specialised postgraduate degrees in various areas such as TESOL, Arts or
Mathematical education. The official language is Greek but people use the Cypriot
dialect in their everyday life. In the classroom there is not an extensive use of the dialect
and especially in the video recorded lessons in this study the dialect was almost non-
existent. Regarding L2 learning, the practice until September 2011 was to teach English
as a subject during the last 3 grades. As of this academic year (2011- 2012), those
designing the new curriculum, having assessed the results of the CLIL pilot
implementation and wanting to be more oriented to European approaches to L2
teaching, decided to introduce CLIL to all schools from the first grade. Therefore
students are now gradually introduced to the use of a foreign language in the teaching of
a subject though for the first three years that is in the form of songs, storytelling and
crafts. For the next three years a content subject is chosen to be used using CLIL and it
does not have to be the same subject for each year. Moving to high school
(Gymnasium) there are three grades followed by another three in upper high school
(Lyceum). The language is still Greek and there are English as well as French lessons
obligatory for Gymnasium. In the Lyceum English continues to be a content subject and

an additional language must be chosen by the students.



Cyprus, being a former British colony, has been greatly influenced by the British
language, norms and habits. English is used in official state documentation, road signs,
the media etc. People would often use English words while speaking to such a degree
that they have become a part of the language. English has always held a very privileged
status and it would not be an exaggeration to say that almost everybody speaks English.
Therefore importance is given by parents in order to ensure that their children learn
English as soon as possible and it is a common practice in Cyprus to send children to
afternoon English lessons (usually twice a week for an hour each time). Most of them
start by the age of 7 and the ultimate goal is to pass the IGCSE Cambridge examination
which is a qualification highly esteemed in Cyprus. In the implementation of CLIL,
English was chosen because of the above mentioned reasons and because it is easier to

find teachers fluent in English to support its implementation.

1.4 Thesis organisation

This research project has been organised in the following way:

Chapter 2 is a review of the literature around issues relevant to this study. It starts with
literature around classroom discourse and interaction and then moves into
codeswitching (indexical and unmarked) which is a key element for the current
research, followed by a discussion of translanguaging. The chapter continues with an
examination of research literature on CLIL classroom interaction and the use of the
mother tongue where various studies from different contexts are presented in order to
discuss their findings. These will be compared with the findings of this study. The final

section of this chapter deals with multimodality and relevant research projects.



Chapter 3 forms a discussion of the research design, the research questions are put
forward and the data collection methods are explained. Analysis will focus on video
recordings but students’ questionnaires and teachers’ interviews will complement them
in order to have a holistic view of the practices employed. The participants will be
introduced as well as the researcher’s role and the ethical considerations arising. The
final section is a brief discussion of the pilot study findings which will form the basis on
which current analysis will be constructed. Ethnography is the approach employed in

this study and is combined with analysis of bilingual classroom discourse.

Chapters 4 and 5 are the core of this study as they constitute the analysis of the data.
Both chapters start with a discussion of the classrooms and the content of the video
recorded lessons. What follows is a detailed discussion of the bilingual and multimodal
events identified where extracts in combination with analytical frames, are used to
comment on language use as well as language functions. In the cases where other modes
co-exist vignettes are provided so as to clearly indicate multimodality’s role. A

summary table at the end of each chapter brings together all events.

Chapter 6 is a discussion of the main findings of my research where answers to the
research questions are discussed. Findings are brought together with relevant literature
review and the contribution to knowledge is explained. The conclusions drawn in turn
indicate current practices in the CLIL classrooms examined here. In this chapter the

usefulness and limitations as well as suggestions for further research are also discussed.



CHAPTER 2: LITERATURE REVIEW

This chapter aims at presenting relevant literature regarding the CLIL approach
focusing mainly on language use in the CLIL classroom. This will help in setting the
scene for the research and the analysis that will follow. The chapter starts with a
presentation of a framework for classroom discourse. It then presents a review of
research on codeswitching and translanguaging and discusses the literature on
classroom interaction, with a particular focus on the role of the mother tongue in CLIL
classes. This is followed by a section dealing with research into multimodality in

classrooms.

2.1 Classroom discourse

Classroom discourse, just like a play, is a set of scenes performed not by a single actor
but a team, where the main purpose is to convey messages, to communicate in ways that
contribute to student learning. Prior to conducting an analysis on classroom interaction
it is important to set the scene, name the ‘actors’, and describe the organisation of the

performance.

Hymes (1974) discussed the ethnography of speaking and suggested the seminal
SPEAKING grid which is an acronym for what should be taken into account when
describing the use of the language, speech events. It stantettorg and scene’,
‘participants’, ‘ends (the outcomes),act sequences’, ‘instrumentalities’, ‘norms of
interaction and interpretation’ and ‘genresAlmost 20 years later Hall (1993) added to
Hymes (1974) SPEAKING grid of speech events by using the term ‘oral practices’. Hall
(1993) defines oral practices as “socioculturally conventionalized configurations of

face-to-face interaction by which and within which group members communicate” (p.



146). She created a seven-element framework for an oral practiceetlihg plays an
important role as it defines the spatial, temporal and physical conditions in which an
oral practice takes place similar to Hymes’ ‘setting and scene’. Then follows the
element ofpurposewhich describes the functions that this practice fulfils being social
or cognitive. As far as the organisation, the ordering, of the oral practice is concerned
Hall, just like Hymes, introduces the elementaof-sequenc&hich refers to the order
within the oral practice, such as the opening, closing and transitions. Then follows
rhythm which indicates to participants the right moment to say something or a
“listening-to-what-was-said cue and signal the speaker to continue” (p.153).
Participation structuresdefine turn taking and the roles as well as rights of the
participants. What is or is not talked about is tomtentand the members of an
interaction are theparticipants whether those are the audience or those actually
interacting. Each participant may acquire a different role during the interaction. Since
Hall's categorization is much more recent than Hymes’, some of her elements will be
adapted and then used in the analysis of interactions in CLIL classrooms in Cyprus
namely the participants (teacher and students), content (geography or home economics),
the functions and participation structures (related to the IRF exchange). More will be

later added in order to carry out a more complete analysis.

In order to examine the exact stages when a language is used we need to have a closer
look at Lemke’s (1989) basic lesson script. First comethdessoractivitieswhen the

setting is organised, then the teacher starts talking which igetiieég startedstage

followed by thepreliminary activitieswhere the teacher collects homework or reviews

the previous lesson. The fourth stage is that of ritaén lessonwhere the teacher

introduces new content and vocabulary followed bydissolution of the lesson during



which bids come from the students while packing their things for example, and finally
there are thepost-lesson activitiesvhere students are chatting and tidying up. This
script aims to capture the structure of almost all lessons, hence CLIL lessons too,
though not all lessons contain every single part of the above mentioned script. A column
in the analysis table will refer to lesson stage in order to investigate in which parts the

L1 is more frequently used.

As CLIL lessons are concerned with the teaching of both content and language it is also
wise to distinguish between tt@nsactionaland thanteractionalfunction of language
(Brown and Yule 1983). The transactional view is the one concerned with information
transfer and language can be primarily transactional when it transfers to “factual or
propositional information” (p.2). This is the main function language acquires in the
classroom though Dalton- Puffer (2007:23) notes that there are “distinct interactional
elements”. The interactional function deals with social relations and personal attitudes;
“[...] the topics of conversation are largely predetermined either by the curriculum or

other requirements of the institution” (Dalton- Puffer 2007:22).

In a similar way Christie (2000) builds on Bernstein’s theory of ‘pedagogic discourse’
(1990, 1996) and discusses tl@structional and the regulative registers when
examining the registers within the classroom. She also develops Bernstein’s theory.
Bernstein refers to the regulative register as being concerned with the overall aims and
the instructional register as being concerned with the content. He notes that the
regulative embeds the instructional. Christie proposes instead that the regulative register
‘projects’ the instructional. The regulative register shares a rather small amount of the
classroom talk, it occurs during the initial stages or at transitional stages. It does not

welcome student interruption or comments and it occurs throughout the lesson. The

10



instructional register has a dialogic character and the students are invited to contribute.
Within the instructional field the teacher builds the technical language connected to the
content and the students co-construct it by participating. The teacher then develops their
responses and provides more information “thus a process of genuine joint construction
continues” (Christie 2000:191). She also argues that “the regulative register determines
the pacing, sequencing and ordering of the operation of the instructional register”
(p.192). The pedagogic activity can then be characterised as successful when the
regulative register disappears in the discourse. A research into partnership talk in
Primary EAL by Gardner (2006) found out that during the first ten minutes of the lesson
the regulative talk is three times more frequent than during the end of the lesson.
Dalton- Puffer (2007) suggests an additional classroom register ‘the zone of
convergence’ where the regulative and the instructional are intertwined in the process of
learning content (instructional) while at the same time dealing with tasks (regulative) in

order to provide “an alternative representation of classroom register” (2007:29).

Within the instructional register there are six main activity types (Hatch 19@®le

class interactions one activity type which revolves around the IRF pattern with the
teacher occupying the Initiation and Feedback and assigning turns to either an
individual or to the class as a chorus. A second activity type is thgitoap or pair

work (student-ledjyvhere the teacher assigns a task and the groups or pairs work on it.
Research (Dalton-Puffer 2007) has shown that it is during this activity that L1 is used.
This finding will be tested in the present ddtalividual seat worldemands students to
work alone on a task without talking unless help is needed by the teacher whereas
during student monologuthe student is asked to talk about a task or a question. When

the teacher talkdeacher monologuéhe situation is similar to traditional lecturing. The

11



last activity type is that deacher-led group worluring which the teacher and a group

of students meet in a less strict occasion and discuss a task. In a study conducted by
Dalton-Puffer (2007), two thirds of the CLIL lessons consisted of whole class
interaction and group work. Individual seat work occurred as well, but did not take
much time (Dalton-Puffer 2007). Few lessons involved student monologue and there
was no extended teacher monologue. Drawing more general conclusions from these
findings, Dalton-Puffer (2007: 32) notes: “The clear dominance of whole class
interaction makes for a rather limited set of activity types that are realized with some
regularity in the CLIL classroom”. This must have an impact on the nature of language
use during a CLIL lesson. Excluding activity types significantly limits the variety of
interaction patterns. Dalton-Puffer (2007) suggested three possible explanations
regarding this. It could be argued that teachers feel safer with whole class interaction as
they know that teacher monologue should be avoided (‘lecturing’) especially when a
researcher is present. It could also be that, because this activity type is easier to capture
on tape and to transcribe, it has been highlighted in the conversion of raw data to final
data. A final explanation would be the fact that in Austria (where her research was
carried out) traditional content classrooms are large in number and are usually like this

no matter what language is used or whether a researcher is present or not.

It would also be wise to look at the functions that speech acts can acquire during any of
the above mentioned stages of the lesson. Such a framework is proposed by Halliday
(1975) which refers to thmstrumental, regulatory, interactional, personal, heuristic,
representational and imaginatifanctions The instrumental function is used to fulfil

a need, to get things done. Tiegulatory function is used to regulate, control events

and it is similar to the regulative function mentioned above and further developed by
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Christie (2000). As Wardhaugh (1995:191) has observed: “Language helps to mark
roles, provides devices for regulating specific kinds of encounters and contains a
vocabulary for approving or disapproving and for controlling or disrupting the
behaviour of others”. Thenteractional function of language aims at assisting
interaction with others whereas theuristic function has to do with the language used

to build up and explore the surrounding environment. Again, this is clarified by
Wardhaugh: “Interactional function refers to language used to ensure social
maintenance” and the heuristic [...] provides a basis for the structure of knowledge in
the different disciplines (Wardhaugh 1995:192-193). The function that involves the
personality of an individual is theersonal function. Language allows the speaker to
verbally express feelings, thoughts etc. Thaginative function refers to the language

used to explore imagination and thus form “our own worlds” (Hatch 1992:133). “It is
also language used for the sheer joy of using language, such as a baby’s babbling [...]”
(Wardhaugh 1995:193). The last function is thpresentational one which allows us

to share information with others. It is difficult to base a lesson analysis merely on
language functions because there is a need to look beyond the utterance level and
examine it as meaning making through interaction. Therefore though the functions
above will be taken into consideration during the classroom discourse analysis in this
study, they are very general and the aim here is to develop a more specific framework

for the analysis of classroom communication.

2.2 Indexical codeswitching, unmarked codeswitching and translanguaging

This section takes the form of a discussion on the issue of codeswitching in classrooms
where two or more languages are present. In the last part, ‘translanguaging’ is

introduced as it constitutes an emerging term in research in bilingual classrooms.
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Codeswitching is “the alternating use of two languages in the same stretch of discourse
by a bilingual speaker” (Bullock and Toribio 2009: xii). It was not always seen as an
acceptable way of speaking in formal institutional contexts like schools and, in some
multilingual societies, there still exists the belief that codeswitching“is linguistically
anomalous, or simply ‘bad’, and that it reflects the speaker-writer’s inability to express

themselves properly in one ‘pure’ language or another” (Lin and Li 2012:470)

Debates have taken place over two decades regarding the nature, significance and value
of codeswitching in the classroom and have given rise to a distinct field of research. The
first research focused mainly on teacher-talk and codeswitching on behalf of the
teacher. During the early 1980s researchers turned their focus to the ways in which
meanings were exchanged through classroom interaction and, in their research, they
took account of the ways in which codeswitching contributed to meaning making in the
daily communicative exchanges between teachers and students (Martin-Jones 1995,
2000). Codeswitching was also distinguished according to speakers or discourse. Using
a different term, ‘code alternation’, Auer (1984, 1990) differentiated between
discourse-relatedandparticipant-related ‘code alternation’. Participant—related code-
alternation is hearer-oriented and occurs when speakers are trying to adjust their speech
to that of their interlocutors, when for example a teacher is translating or clarifying a
term to the students whereas discourse- related code alternation is speaker-oriented and
it serves as a “resource for accomplishing different communicative acts” (Martin-Jones
1995:99). In their research into classroom codeswitching, Martin-Jones and Saxena
(1996) used the term bilingual teaching/learning events, building on the notion of
‘speech event’ first introduced in the ethnography of speaking tradition (e.g. Hymes,

1974).
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Research on bilingual classroom talk has focused on different aspects of teacher-student
interaction. Looking at the Initiation- Response - Evaluation exchanges, Zentella (1981)
found out that Puerto Rican students in a bilingual programme in New York usually
followed their teacher’s language choice. During an Initiation, the teacher would take
into account the target language of the lesson as well as the linguistic capabilities of the
students. However, as it was important for the teacher to assist comprehension, the
teacher sometimes gave feedback following the students’ language choices or used a

mixed code.

Examining the functions that the mother tongue acquired in a Chinese- English
bilingual programme, Guthrie (1984) identified five communicative functions for L1

use, namely translation, clarification, giving instructions and explaining procedures,
checking understanding and finally a ‘we- code’ indicating “group membership and

personal connections” (p.45).

Further research on pre-existing data gathered by Johnson (1983, 1985) was carried out
by Lin (1996) in attempt to build an in-depth understanding of bilingual content
classrooms in Anglo-Chinese schools in Hong Kong. She examined codeswitching in
this context and tried to form a framework, moving beyond the original assumption that
English was used for formal instruction and Cantonese for informal communication.
She showed that English was used primarily to teach the content but teachers used
switches into Cantonese to appeal to cultural norms, such as admonishing students who
had not done their homework or who arrived late in class. This codeswitching indicated
a shift of the teacher’s concern from the pedagogic aims to a more general concern
about being an attentive student in that cultural context. Moreover, when one teacher in

this study wanted to cultivate a friendlier and more relaxed environment in the
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classroom, he switched to L1 to praise his students for their work but picked up on L2
the moment he wanted to return to the lesson. Lin (1996) comments as follows on this:
“With the creative use of these communicative resources, the teacher can
effectively negotiate for different role relationships with the students; for example,
a teacher, a friend, a discipline enforcer, a cultural advisor, etc., whenever the
need arises” (Lin 1996:68). In the context of schools in Hong Kong, there is what Lin
calls “English-dominant academic bilingualism” (Lin 1996:69). This particular teacher
adhered to the strict English policy but at the same time he gave key terms in Cantonese
in an attempt to aid comprehension of the classroom texts in English. This use of
bilingual resources in the classroom was referred to by Lin (1996:70) as “Cantonese-
annotated English academic monolingualism”. The focus remained on the L2 but
explanations or single word references were made in the L1, ensuring understanding.
By working bilingually in this way, the teacher in question acted as a mediator between
the unknown academic knowledge represented by L2 and the familiar knowledge of L1.
He made an effort to include all students in the lessons and enable the students to
contribute to them. One further observation made by Lin (1996) was that the pattern that
dominated Elicitation- Response-Evaluation exchanges was that of L2- L1 Initiation on
behalf of the teacher, L1 Response from the students and L1-L2 Evaluation from the
teacher. In other words, this and other teachers in the study attempted first to initiate in
L2 but receiving no response, switched to L1, thereby generating an L1 response from
the students. The teachers then followed the students in their language choices in their
Evaluations, but also repeated this in L2, bringing everyone back to the required
language of teaching and learning. As Lin (1996) pointed out, all the above mentioned

uses of bilingual resources in a strict English-only environment “reflect the teacher’s
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role as a linguistic and academic broker rendering English-medium education

accessible and meaningful to students with limited English resources” (Lin 1996:74)

A study on codeswitching in primary schools in Brunei identified three additional uses
of the mother tongue teaching and learning of content subjects in English. In this study
Martin (1996) explains that by using the mother tongue artificiality is reduced, concepts
are clarified, the meanings of the words are clarified and students’ responses are elicited
(p.136). He describes the use of L1 in order to assist but at the same time to ensure
understanding in the students’ first language. The conclusion drawn is that
codeswitching holds “possible values as a communicative resource in content lessons”
(p.140). A more recent comparative study by Arthur and Martin (2006) looks at
language use in two different contexts, that of Botswana and Brunei where the official
teaching language is English and not the learners’ mother tongue. In Botswana, four
Year Six classrooms in two different schools and three Year Four classrooms in three
different schools in Brunei were observed and audio recorded in order to see the
language practices that the teachers engaged as they taught. During monolingual
(English only) routines in the classrooms the students either repeated a sentence the
teacher said, gave a single word answer, filled in a sentence that the teacher uttered with
a missing word or said a sentence out loud in chorus. They then moved to a discussion
of instances when there was an alternate use of the two languages, the language of
instruction (English) and the mother tongue (Setswana in Botswana and Malay in
Brunei) and they discussed these routines (five in total). One of thasadker telling’

(p.186) where the teacher uses the mother tongue but key terms in English are
embedded in the talkTeacher mediation of textis another practice in Brunei

classrooms where the teachers explain the meaning of the English book using the
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mother tongue in an attempt to “unpack the meaning of the text” using L1 (Martin
1999a50). ‘Bilingual annotation of lesson contenivas also observed as a teaching
practice where the teacher explained words or phrases in the mother tongue. A practice
observed in Brunei classrooms was thatlabel quests’,first introduced by Heath
(1986), who explained that “label quests include not only the names of the items but
their attributes as well”’( p.168). In the context of Arthur and Martin’s (2006) research,
the teachers asked the students to give “labels for vocabulary items in either English or
Malay” (p.188) in order to confirm understanding of the word; they note that the use of
‘label quests’ is a common practice among teachers in multilingual classroom settings.
Label quests will also be a central part in my analysis of bilingual events in the CLIL
classroom as it is one of the main and frequently used strategies employed by the
teachers. At other moments, the teachers in the classrooms compared by Arthur and
Martin asked students to complete as a chflisrus completion in Liyhere students
repeated some parts of the sentence in the mother tongue. When the teachers were
interviewed they emphasised their need to accommodate their students’ language
competences. “The teachers attempted to facilitate pupil comprehension through their
code-switching practices in order to provide a level of bilingual support” (Arthur and
Martin 2006:190) as well as to include all students in the lesson (Martin 1999b). They
also noted that some students might face difficulties if they used English only. This
comparative research showed that when there is a freer use of the mother tongue there is
greater participation and understanding on behalf of students. When the teachers in
Botswana were not only correcting the content but also the language, students were
discouraged whereas, in Brunei, students who would otherwise remain silent

participated due to the freer use of codeswitching.
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In a different context, that of Jaffna in Sri Lanka, where the status of English as the
language of instruction was changed upon the unilateral declaration of independence,
students had ESL classes as a separate subject from Grade 3 onwards in an attempt to
promote the native language, Tamil. Observing these classes, Canagarajah (1995) found
out that codeswitching between English and Tamil served several functions either for
classroom management or content transmission (p.179). The findings indicated that
English was used for formal teaching and textbook-related activities whereas Tamil was
the more personal, “unofficial or culturalised” (p.190) language. More specifically the
mother tongue was observed to be used to open up the lesson so as to form an easy
transition from the previous lesson and as soon as English was picked up it was an
indicator of the start of the lesson. L1 was also used to give directions and instructions
in order to carry out an activity which is always done in the target language. Ordinary
directions and those known to students were sometimes given in English but when
something new came up — like an additional direction — the L1 was again used. Students
also use Tamil amongst themselves in order to explain an activity but they never carried
out the activity in L1. Additionally L1 was used when help was needed from the teacher
or when students wanted to complain about something or someone. Teachers’
encouragements, compliments, commands, admonitions and statement mitigations were
always in Tamil. Pleading for favours or excuses and interacting unofficially were also
cases when L1 was used on behalf of the students. On the content level the teachers
were observed using L1 to review the lesson and to sum it up at the end, thus saving
time but at the same time attracting the students’ attention. Further functions of Tamil in
these ESL classes in Jaffna were those of providing definitions, giving explanations or

examples, repeating, reformulating or clarifying utterances. This change in code
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operated as a way of assisting and at the same time ensuring students’ understanding. In
an attempt to relate to students’ cultural background the teachers also used L1 to
“negotiate cultural relevance” (Canagarajah 1995:188) and to connect with life outside
the classroom. Parallel translations between English and Tamil were performed by the
teachers in order to explain single words or sentences. Finally students negotiated
content unofficially using their mother tongue to collaborate, to clarify notions or

phrases said by the teacher.

Though carried out in different cultural and educational contexts, the above mentioned
studies came up with very similar findings as to when the mother tongue was used in
the classroom and what its functions were. In a recent review of this field of research,
Lin and Li (2012) note that what is still missing from codeswitching studies is research
“of longitudinal and interventionist type” (p.477). They also argue that action-research
conducted by teacher-researchers could also be beneficial in the field of codeswitching,

enabling the development of reflexive practice.

Thus far, | have focused on research in which codeswitching is indexical, that is, where
the sudden contrast between codes introduced by a switch adds extra meaning to a
conversation and it has an interactional function like the classroom functions of
codeswitching discussed above. However, in the research literature, another type of
codeswitching has been identified. This is called “unmarked codeswitching” (Scotton,
1993: 117). This is the type of codeswitching where speakers move back and forth
between languages without any additional meaning being generated by the switches.
Scotton (1993) distinguished between this type of codeswitching and other types where

switches have clear conversational indexicality. She put this as follows:
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“Unmarked codeswitching contrasts with the other...types which occur universally
where there are bilingual/multilinguals. It also contrasts with the other types in
that each switch in unmarked codeswitching does not necessarily have a special
indexicality, rather it is the overall pattern which carries the communicative
intent” (1993: 117).

In research on codeswitching, this type of bilingual practice is seen as a way of
expressing in-groupness, friendliness or affiliation with interlocutors who share the
same or similar language resources. It also occurs in classrooms where teachers and

learners have broadly similar linguistic repertoires.

In recent years, ther has been a turn away from the use of the concept of codeswitching,
among some researchers, to the use of a new concept: ‘translanguaging’. This new
concept is mostly used in recent research done by scholars concerned with language use
in post-colonial contexts (e.g. Makoni and Pennycook, 2007) and by those concerned
with transnational migration and with the education of children whose parents are of
migrant origin (e.g. Garcia, 2007, 2009, 2011; Blackledge and Creese, 2010). The
formulation of the concept of translanguaging has been part of a wider reaction against a
tradition of linguistic research which is based on the assumption that languages are
clearcut, bounded entities and are autonomous systems that are codified and fixed in
grammars and dictionaries. The emphasis among those who use this concept is on
communication and ‘languaging’ and on the ways in which teachers and learners make
use of all the language resources in their communicative repertoires to co-construct
meaning. It is argued that translanguaging captures “language fluidity and movement”
(Creese and Blackledge, 2010:112) and that adopting a focus on communication allows
us to see where the boundaries of languages “become permeable” (Blackledge and
Creese, 2010: 213). Working in complementary schools in the UK, Blackledge and

Creese (2010) describe in detail the flexible bilingual pedagogy they observed in these
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schools and argue that this pedagogy emphasises “the overlapping of languages rather

than enforcing the separation of languages” (Ibid).

Working with learners who speak different varieties of Spanish in the USA, Garcia
(2007, 2009, 2011) has also argued against language education programmes, including
bilingual education programmes, where there is a strict separation of languages (either
through the weekly timetable or through the distribution of different languages across
the curriculum). She takes the view that such programmes are underpinned by
“monoglossic ideologies of bilingualism and bilingual education” (2009:7). Instead of
complying with the monoglossic ideologies underpinning language education
programmes, Garcia argues that we need to start from the ways in which students
actually use their language resources to communicate and that there should be a shift, in
our research, towards “acknowledging the complex, fluid language practices of children

in schools” (Garcia, with Flores, 2012).

Garcia refers to these “fluid language practices” as instances of translanguaging and, in
a 2009 volume orBilingual Education in the Z1Century (with contributions from

Baetens Beardsmoreshe defines translanguaging as follows:

multiple discursive practices in which bilinguals engage in order to make sense of
their bilingual worlds. Translanguaging therefore goes beyond what has been
termed codeswitching, although it includes it, as well as other kinds of bilingual
language use and bilingual contact (Garcia 2009: 45).

She also notes that this definition of translanguaging builds on and takes further the
concept of “hybrid language use” (Gutiérrez, Baquedano-Lépez, and Alvarez,
2001:128) which is defined as a “systematic, strategic, affiliative and sense-making
process” (lbid.) The definition provided here is not entirely clear, but Garcia (2009)

appears to be including codeswitching and other communicative phenomena that occur
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in multilingual settings, such as language mixing, crossing, language blending, loan

translations and so on, as part of a more general phenomenon of translanguaging.

Certainly, scholars such as Garcia (2007, 2009, 2011), Gutiérrez, Baquedano-LoOpez,
and Alvarez (2001) have drawn attention to the need to take account of the complex and
hybrid language practices of young people in the multilingual urban neighbourhoods of
the twenty first century and the need to take account of the new urban vernaculars
emerging in these neighbourhoods. They have also highlighted the mismatch between
those vernacular forms of multilingual, heteroglossic speech and the prestigious, highly
codified ‘target languages’ which young people encounter in school. However, as a
number of other scholars have noted (Heller, 2007; Martin-Jones, Blackledge and
Crees, 2012), we also need to bear in mind the fact that, in institutions like schools, both
teachers and students orient to highly codified languages and students soon learn that

these are the languages that carry the greatest value on the linguistic market.

This brings me to the question of whether the concept of codeswitching or the concept
of translanguaging is most appropriate for the study of CLIL classes in Cyprus. What
was striking about the CLIL classes that were included in this study was the absence of
use of any vernacular form of Greek or the use of the Cypriot variety of Greek.
Teachers and students were moving back and forth between two standardised languages,
standard Greek and standard English, constructing ‘bilingual events’ at particular
moments of the lessons. They were clearly orienting to these two language varieties as
distinct codes and to the prestigious academic genres of those languages. Moreover,
CLIL is based on the idea of language separation across the curriculum although actual
CLIL practice is rather flexible in attempting to achieve this. In addition, there is a long

established tradition of research on classroom codeswitching which, as | have shown in
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this chapter, reveals the subtle and nuanced ways in which teachers and learners make
meaning in their daily interactions drawing on the different linguistic resources in their
repertoire and, as Auer (1984) pointed out, using code contrast as a communicative
resource. So, for these three reasons, the concept of codeswitching seems to be more
appropriate for the analysis of the bilingual events occurring in the classes in Cyprus

that were involved in this study.

The next section will look closely at some research projects on CLIL and particularly in
relation to the use of the mother tongue, as this constitutes the main pillar of this

research.

2.3 CLIL Classroom Interaction and the use of the mother tongue

Respecting and supporting learners’ L1 and home culture is for Navés (2008) one of the
characteristics of effective CLIL programmes. The knowledge of one school language
reinforces the knowledge of the other and the concept of linguistic interdependence is

introduced.

Undoubtedly, a crucial question that dominates discussions on CLIL is the question of
mother tongue use in the classroom. Most CLIL programmes make room for L1 use at
early stages and provide support in the same language. Allowing verbal and non-verbal
responses in L1 and L2 is also very useful in making a CLIL lesson successful (Navés

2008).

Below follows a discussion on language use in the CLIL classroom and some insights

from research that has been done on this issue. | will start with the importance of CLIL
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content, then turn to findings from research in immersion and English medium contexts,

before focusing on the roles of the mother tongue in CLIL interaction.

2.3.1 CLIL classroom interaction

What makes CLIL so valuable is the fact that it allows and encourages the naturalistic
use of a foreign language outside the strict borders of the foreign language classroom
(Dalton-Puffer and Smit 2007). Besides this, the learning of subject lessons gives
meaning to the use of this language in the classroom. Moreover if two purposes can be
served in the course of one lesson (language and content) this has the potential to save
time. “The implication with regard to CLIL clearly is that language and content
integration represents more of an actual communicative event, or a more ‘authentic’
communicative event, as it is often called than language teaching per se” (Dalton-Puffer
and Smit 2007:9). A longitudinal study carried out in three Swiss Primary schools
showed that both the learning of the content as well as of the second language were
fostered (Serra 2007). Students studying mathematics in a foreign language (Romansh
or Italian) from grade 1 to 6 were observed and tested for the purposes of the study and
because the results were encouraging more schools in the area implemented the CLIL

approach.

Interaction in the classroom is considered to be a very important factor in the process of
learning. Ellis (1988) contends that interaction triggers FL learning, because “the
learner is concerned to communicate and it is by learning to do this that he
systematically acquires the grammar of the L2” (p.93). It can therefore be concluded
that “linguistic knowledge is a by- product of communicative competence” (p.93), he

argues.
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Due to the authenticity of materials in the CLIL classroom, the learning of the language
is promoted. Because in the language classroom teachers tend to stick to language that
is already known it is therefore more likely to contain artificial situations such as asking
questions where the answers are already known just for the sake of asking them. In a
comparative study between CLIL and mainstream students in secondary schools in
Lower Austria, it was evident that the CLIL students were generally better at producing
continuous speech in English than mainstream students (Mewald 2007).It was also
proven that because errors in the CLIL classroom are not penalized, CLIL students tend
to focus “on successful communication rather than accurate performance [therefore it]
reduces stress, anxiety and inhibitions to speak” (p.161). The general conclusions drawn
by Mewald’s research were that CLIL students on the whole were better able to speak
fluently, using rich lexis and having a good command of the grammar, and performed
better than the mainstream students. Research findings by Nikula (2007) agree with
Mewald’s study in that the CLIL classroom makes more use of English “for purposes
other than learning about the language itself” (p.200) than the EFL classroom. “Students
in CLIL classrooms seem to have more room to manoeuvre than students in EFL
settings [therefore, there seems to be more] ‘space for interaction’ in CLIL classroom

discourse” (Mewald 2007: 201).

The first immersion programmes in Canada showed that intensive exposure to the
second (target) language through natural interaction can have a very good impact on the
learning of that language. The results showed that “immersion students achieve a high
level of functional ability in the second language” (Brinton et al 1989:8). However, the
success of immersion or English medium education has not been universal. Moving

beyond the primary and secondary schools into tertiary lelgeglish medium
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instruction (EMI) has not been successful in promoting the acquisition of both the
content and the language. Research at university level in Turkey compared three
approaches used in the acquisition of language skills as well as academic content in the
Faculties of Economics and Administrative Sciences of three universities. These
approaches areénglish medium instruction (EMI) where English is exclusively used for
academic content after a preparatory year of Enghsiglish aided instruction (EAI)

where English is only used for materials and exams supported by preparatory and post
preparatory lessons in English while Turkish is used in the lectures, and Tingkigh
medium instruction (TMI) where Turkish is used for all areas along with preparatory
and post preparatory English classes. Research findings (Sert 2008) showed that none of
the above approaches was adequate and capable of teaching English in combination
with academic content despite the fact that EMI was found to be the most effective of
all as far as development of language skills is concerned. Sert notes that the EMI
approach needs to be revised and together with formal English language instruction,
along with more authentic material, it can help students improve their study skills and

can complement the approaches mentioned before.

Evidence suggests that the EMI approach is not successful on the primary level either.
When comparing CLIL history lessons in Germany and EMI history lessons in Hong
Kong it was observed that there is more use of the L2 (English) in the CLIL context
than in the EMI context (Wannagat 2007). In the CLIL classes in Germany students
were expected to advance both their language use skills as well as other subject skills
whereas in the EMI classes the focus was only on L2. Research also detected that there
was more teacher talk thus fewer student turns in the EMI lessons and when the students

used the L2 the utterances were relatively shorter compared to the CLIL classes in
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Germany. German students did not seem to be reluctant in using L2 but the teacher also
peformed what Lynch (1996:4) refers to as “conversational repair”. In these instances
the teacher intervened to give a single word translation or to correct a student utterance.
In the EMI lessons the teacher translated longer utterances thus the students did not pay
attention to what was said in the L2 since they knew that the teacher was going to
translate it in the mother tongue. “It seems that an advantage of learning in the CLIL
context is the increased opportunity for learners to develop their constructive abilities in
L2” (Wannagat 2007:678). In contrast, in the EMI context it always seems acceptable to
switch to L1. In Hong Kong, the EMI approach did not have the expected results and
the government decided to abandon its use and return to traditional L1 teaching but
Wannagat notes that its failure was in the way this approach was implemented rather

than on the use of L2 to learn a content subject.

The role of questions in the construction of knowledge was examined in Dalton-
Puffer's (2007) CLIL research project. Questions were categorised based on Mehan’s
(1979) typology according to the information that was requested. There were the display
guestions and referential ones. Display questions ask for new information which is
usually known to the teacher and the response is restricted whereas referential questions
are unknown to the teacher and produce longer utterances. Questions may also be
distinguished as being open or closed with the former allowing freedom of response and
the latter setting limits and requiring simple, and often single word answers such as a
yes or no. Despite this freedom of response open questions are closed in function since
the questioner (teacher) has a specific expected answer in mind. Questions can be
further categorised according to goal (facts/ explanations/ reasons/ opinions/ meta-

cognitive) and it is also important to examine when they occur; during the regulative or
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the instructional register. A switch in code was marked when the class was working in
groups and when a translation or a request for an explanation was needed (L1). It was
thus concluded that during the regulative register the teacher mainly used referential
questions and there was a greater use of L1. “The more strongly an exchange is tied to
the instructional register, [...], the more likely it is to be carried out exclusively in
English L2” (Dalton-Puffer 2007:124). When Dalton-Puffer examined three academic
language functions (definitions, explanations and hypothesizing) the findings were that
explanations were the most common function in the CLIL classrooms she studied in
Austria and they were usually distributed across participants, whereas providing
definitions and hypothesizing were rare. IRF sequences remained dominant during
information-seeking and information-giving moves (p. 170). Though IRF exchanges
were present in Dalton-Puffer's data and acted as a framework for analysis she could
not ignore the existence of other types of interaction in the classroom as well “the
dynamism of face-to-face interaction” of classroom discourse which the IRF framework
could not account for. Dalton- Puffer (2007) found that these moves are not always
clear cut and there could be a mixing of speech acts. For example, the teacher was
observed initiating but at the same time prompting an answer or in other cases there was
no evaluation or if there was one it was followed by another Initiation (p.35).
Discussing the F-move (follow up/ feedback), Dalton-Puffer showed that the teachers’
responses were not limited to single word affirmations of the answer but used repair as
“an integral part of interactive talk which aims at the collaborative construction of

construct knowledge” (p.90).
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2.3.2 The role of the mother tongue

Unlike contexts with a strong ‘English-only’ form of English immersion or English-
medium instruction, the CLIL research suggests that the use of the mother tongue is not
only natural, but also advocated. Often it is advocated as a means to an end. From this
perspective it is important that the L1 is viewed as part of the scaffolding that will
eventually be removed. Scaffolding refers to the idea of providing support to students in
order to enable them to complete a task. It is a necessary part of any lesson as it assists
learning. Scaffolding can acquire different forms varying from oral to visual. Van Lier
(1996) introduces the notions of ‘macro’ and ‘micro’ scaffolding and compares them to
‘global’ and ‘local’. A long term aim for example could be for the students to learn how

to introduce themselves so the teacher keeps repeating the task every lesson, then the
steps that will be followed are marked by the teacher. Then on a ‘micro’ level follows
the scaffolding that cannot be planned or predicted through which the teacher responds
to students’ interactions. “The teacher tries to ensure that the activity is neither too
difficult nor too easy for the students, and is intent on keeping them intersubjectively

engaged” (van Lier, 1996:199).

As CLIL lessons start, it is expected that students will use their first language more and
it is a natural behaviour for the early stages. Mehisto et al. (2008:35) advise teachers
that “providing praise to students for even attempting to respond in the CLIL language
will encourage them to start using the language”. Coonan’s research (2007) concluded
that the percentage of L2 use never falls under 50 percent and that it depends on the
time devoted to CLIL. Deller and Price (2007:9) argue that “there is no reason to

abandon the use of the mother tongue where it can be used as a support and learning
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tool”. They give as an example the case of group work where students can use their

mother tongue to discuss a task “as a route to achieving the given task in English” (p.9).

Research reports different ways in which teachers encourage students to move from
mother tongue to more L2. Students of the third form in an Austrian Primary school
where CLIL was implemented were allowed to talk in German despite the fact that the
teacher used English thus showing that the emphasis was on receptive skills instead of
productive skills and so new strategies needed to be introduced to increase productive
use of English. Interestingly, when students were asked about language use they
explained that they would like to use English in class but they lack language resources
such as everyday language. Moreover, this research by Buchholz (2007) had also found
out that students needed to switch to their mother tongue on any occasion; the mother
tongue was taking over whenever it was heard in the classroom and most importantly
“many students seemed to rely on the teacher’s instant German translation and therefore
showed no ambition to exert themselves in deriving meaning from the English
classroom discourse” (Buchholz 2007:60). The scope of Buchholz’s action research was
to create a monolingual L2 environment. In doing so, she firstly created an English zone
where only English was spoken by everyone entering that area. This gave the students
the chance to use English freely and take their time even if it was by using very simple
chunks of language. Despite the fact that this strategy appeared to be very successful,
another strategy was introduced, that of the ‘flag-is-up’ where, depending on which flag
was up, a particular language had to be used. Furthermore, a reward system was
introduced to praise students’ use of English and to encourage further use. Another
method used to assist students in speaking English was to hang up posters with pictures

and vocabulary items as well as to stick post it notes on items, thus making it easier for
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the students to use them when talking, providing a form of scaffolding. What Buchholz
concluded from her action research was that there was a “gradual and systematic
improvement regarding the classroom discourse structure compared to earlier sessions”
(p.70). Her initial hypothesis was thus achieved. She also observed that codeswitching
can be avoided by implementing strategies such as making vocabulary available to
students by using the posters and stickers, by setting the English zone etc. The
importance of scaffolding was also indicated in another action research carried out by
Zwiers (2006) in Northern California and showed that learning a content subject in a
language different than the mother tongue requires help on behalf of the teacher. He
scaffolded history teaching of 12 to 15 year olds by using posters, songs, dramas and
hand motions thus making available to the students an extensive range of terms,
expressions and words that they could use to write a persuasive essay on a history topic

indicating that this method was successful.

Teachers in lower secondary grammar and comprehensive schools in Upper Austria
emphasised the importance English acquires when used to learn a content subject. They
felt that “more genuine or authentic conversation was taking place in the CLIL
classroom” (Gierlinger 2007:103). It is also noted that when English is used in the
language classroom it does not go beyond activities designed to practice language but
when it is used to exchange information in the subject lesson then English acquires
“additional value [...] as a working language” (p.103). Nevertheless Gierlinger (2007)
notes that sometimes the use of the English language is more difficult especially when
the vocabulary items in the mother tongue are easier to remember like for example the
case of ‘hibernation’ which in German is ‘winter sleep’ (Winterschlaf) (p.104).

Teachers here claimed that they tend to accept more the use of the mother tongue by
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lower level students and they assign it a rather supportive role in the CLIL classroom.
The lessons examined did not seem to agree on the percentage of L1 use, so the teachers
were responsible for its use and thus the percentage varied with individual teachers.
Furthermore it was noted in the same research that the mother tongue is often used to
avoid misunderstandings “to clarify understanding or to get richer or fuller
understanding of the content” (p.106). The mother tongue is also more extensively used
as a supportive tool in beginners’ classes and “it is used as a priming device that sets the
scenes and prepares the students for what is to come” (p.106). Additionally it is used to
summarise or to stress important aspects of a topic, to give instructions or for
disciplinary reasons. The teachers interviewed in this research did not seem to consider
the use of the mother tongue to be an interference factor but at the same time they were
trying to avoid its use even though they understood “its pragmatic (and possibly
linguistic) benefits” (p.109). To add to this Gierlinger (2007) identified a political
dimension, that of the mother tongue being neglected, “a presumed fear of mother
tongue attrition” (p.111). This led to research which aimed to explain the roles of

English vis a vis the mother tongue in CLIL classroom interaction.

In one of her earlier studies Nikula (2005) observed interactions in EFL and CLIL

classrooms in the Finnish context and showed that despite the fact that the language of
focus was the same (English), its use altered immensely. She looked at the functions
that English served in these two different kinds of classrooms in lower and upper

secondary schools. In the EFL classroom English was the object of study whereas in the
CLIL classroom English acted as a tool of study. In the EFL classroom, the teacher was
observed using the mother tongue to explain grammar as well as for disciplinary reasons

and for classroom management but when it came to discussion of a text from the
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textbook there was a switch to English. Language choices on the part of the students in
these classrooms were similar to those of the teachers; use of the mother tongue for
grammar and of the target language when working with texts and other learning
materials. Nikula also identified another kind of interaction which occurred mainly in
Finnish and that was when students talked ‘off-record’ associating Finnish “as the more
intimate or personal language [...] and English as the language for institutional
purposes” (p.37). These students also made use of Finnish when they wanted to ask
something about an activity or a procedure both in the lower as well as in the upper
secondary classrooms. Findings changed considerably when observing CLIL
classrooms. Teachers used mainly English both to explain as well as for disciplinary
purposes and made use of the mother tongue only in a few cases where clarification was
needed (asking students to give the Finnish term for an English one so as to check
understanding of its meaning). It should be mentioned though that in Finland taking part
in a CLIL project was voluntary for the students therefore the ones participating were
more willing and perhaps were already able to use English to an extent. Moreover it
seemed that this participation involved a social factor as well, as students in these
classrooms considered themselves as “belonging to an international community”
(Nikula 2005:44). On the whole this study shows that the use of English in the EFL
context is more material-dependent whereas in the CLIL classroom it is used for almost

all tasks both officially and unofficially.

This section has shed light onto a number of studies carried out in the CLIL context in
an attempt to examine where the mother tongue is used. Dalton-Puffer’'s (2007) research
on questions concluded that referential questions are bound to the regulative register and

L1 is used whereas those asked within the instructional register are in L2. The
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importance of scaffolding was also highlighted here as it plays a very crucial role in
determining the extent to which L1 is used. Buchholz’s (2007) action research as well
as Zwiers’ (2006) work showed that word banks as well as other stimuli can help
students use L2 more. The supportive role that L1 plays was also evident in Gierlinger’s
(2007) work as well as its use to summarise or stress ideas, to give instructions and to
discipline the class. He also referred to political issues around the use of the mother
tongue. Nikula (2005) commented on the value that L1 carries as the more intimate
language and agreed with Gierlinger (2007) in that L1 plays the role of the discipliner
and explanator whenever needed. Reference to these findings will be also made in the

final chapter.

I will now turn to a different aspect that needs to be taken into account; that of
multimodality. As there is going to be an analysis of the cases where other modes are

used, it is essential to present relevant literature around it.
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2.4 Multimodality

“While language is the principal semiotic system in which so much teaching
and learning activity is conducted, there are of course many other semiotic
systems at work, including pictures, videos, charts and graphs” [...] The uses
of language need to be understood along with uses of the other semiotic
systems” (Christie 2000: 184).

The act of communication in our daily lives is a task accomplished by a variety of
modes. When we talk with friends and colleagues we always use a variety of modes to
convey our thoughts or ideas. We gesture, we make facial expressions we alter our tone.
The environment of the classroom today can be no exception. Communicating there is
not a task solely assigned to language. What happens in the classroom is a combination
of various modes to achieve communication. As Jewitt (2008) has noted: “The long-
standing focus on language as the principal, if not sole, medium of instruction can at
best offer a very partial view of the work of communicating in the classroom” (Jewitt
2008:256). Classrooms are now more open to research than before and thus video
recording is now a tool in the hands of researchers and a ‘video — log’(Bezemer and
Jewitt 2010) can be created which describes in detail what goes on in the lesson giving
attention to other non- linguistic features present in the classroom. The term ‘modes’
refers to “organised sets of semiotic resources for meaning making” (Jewitt 2008:246),
“the full semiotically articulated means of representation and communication” (Kress
2000:185). Involving all senses in the process of learning can presumably add to it.
During the mid-1990s, research on multimodality in the classroom (Kress and van
Leeuwen 1996, New London Group 1996) began to emerge. It was a first attempt to

shift the study of teaching and learning beyond language.

Multimodality is a key element in the classroom, and especially in the CLIL classroom,

where learning escapes its traditional form. A multimodal approach to learning shows
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how all different modes assist the process of learning regardless of the language used.
“Learners (of all ages) are naturally curious, seek optimal challenges, and enjoy
activities that capture their attention” (van Lier 1996:99). Because modes transfer
different kinds of information “an analysis that only looks at what students write or say
is likely to miss much of what students do and the meanings that they make” (Jewitt,
2006:31). Besides this, multimodality engages students in a “complex process of sense

making” by interpreting movement, image and colour (Jewitt, 2006:258).

Jewitt et al. (2001) conducted a research project in a science classroom which
demonstrated that “learning is a process of selection, adaptation and transformation
motivated by pupils and the context of learning” (p.5). The project involved the
analysis of the various resources used in a Year 7 science classroom during a lesson on
the cell of an onion under a microscope (action and visuals together with language).
These researchers were carrying out a multimodal analysis of classroom interaction. The
focus was placed on how the pupils utilised the available resources in the classroom to
construct meaning. The researchers observed the pupils during text production,
interviewed them and looked at the texts produced. They examined the texts not only
based on their linguistic aspect but also on the images, the colour etc. They also took

into consideration the pupils’ experiences in and out of school.

The lesson started with the teacher pantomiming the whole process of putting the onion
under the microscope (slicing it, covering it with iodine, putting it under the microscope
etc.). He also referred to the onion as a ‘honeycomb’ and ‘a building block’ thus
creating visuals in the pupils’ mind. Moreover he showed on the projector an image of
onion cells as seen through a microscope to ensure that everybody understood what they

were looking at. He then assigned authority to the equipment (microscope) by
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explaining its parts and referring to its high cost. Looking at a simple everyday object
became an experiment on ‘a collection of cells’. The pupils were then asked to produce
a text showing what they saw (in the form of visual) and what they did (in written
form). The teacher asked pupils to divide a page in their notebook into two parts
labelling the top one ‘what | did’ and the bottom one ‘what | saw’ but told them first to
draw and then to write. Though the four pupils involved in the research project were in
the same class and had the same resources available the piece of work they produced
was totally different as a consequence of lack of understanding or poor writing and
drawings skills. An alternative explanation the researchers suggest is “to see them as
expressions of the different interests of the pupils and their transformation of the
resources made available to them via the teacher” (Jewitt et al. 2001:10). In this paper
the researchers focused on two of the analogies used by pupils to refer to the onion cell,
the one being that of ‘a brick wall’ referring to the initial idea proposed by the teacher
and the other one being that of * wavy weave’. Pupil A and B worked together and
referred to the ‘brick’ but their drawings were very distinct. Pupil C also thought of the
cells in a similar way and referred to ‘a dry stone wall’. Pupil D drew the cell as
something less noticeable than a brick. She thought of it as a weave, as something
interconnected to make something else (‘cotton weave like a sheet’). These pupils’
construction of meaning was multimodal and it depended on various aspects beyond

language.

Jewitt and her colleagues emphasise the importance multimodality has on conducting
research and the advantages it provides. First, a multimodal approach allows
investigation of a variety of resources such as action, talk and image. Second, this

approach “expands notions of ‘work’ (text and data) beyond speech and writing” (Jewitt
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et al. 2001:16). Finally, a multimodal research approach calls attention not only to what

the teacher says but also to his or her actions, posture and movements.

“We are not suggesting that the linguistic realisation of meanings is no
longer important, we are, however suggesting thatvisual realisation of
meaning is importantLearning can no longer usefully be considered a
purely linguistic accomplishment” (Jewitt et al. 2001:17).

Multimodality offers an approach that can be applied to the “prominent role of visual
and other ‘non-linguistic’ semiotic resources [...] and the many modes involved in
learning: the semiotic resources of image, colour, animated movement, writing, sound
effect, speech and so on” ( Jewitt, 2006:16). Besides this, the “transport of information

is seen as more efficient in the visual rather than in the verbal mode” (Kress 2000: 183).

One of the five indicators of effective CLIL language teaching performance as
described by de Graaff et al. (2007:620) is for the teachers to assist exposure by
selecting attractive authentic materials, adapting tests up to the level of the learners and
scaffolding on the content and language level by active use of body language and visual
aids. In a study where the main focus is the use of the mother tongue in CLIL
classrooms, looking at multimodality provides a way into examining alternative
practices for substituting L1 use. The CLIL as an approach demands the use of materials
other than the textbook, practices other than those of a language or a content classroom.
Thus, neglecting the role other modes may play in CLIL classrooms would be similar to
being blindfold to what goes on in the classroom. All modes of communication

contribute to learning (Jewitt 2006) thus all modes should be taken into account.

2.5 Conclusion

The research reviewed in this first chapter informs my study in three different ways.

First it points towards a framework for analysing classroom discourse in CLIL contexts
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by looking at Hall's (1993) framework of oral practices as well as at Christie’s (2000)
registers within a lesson (regulative and instructional) and the main activity types within

those. These elements will form an essential part in the analysis that is to follow.

Secondly it shows the value of the research to be conducted, as highlighted by other
studies carried out within the CLIL context. Undoubtedly the CLIL approach offers
exposure to the target language in an authentic environment. Brinton et al (1989)
emphasise that exposure to L2 helps its learning. Oral proficiency in the language is
better acquired in the CLIL classroom (Mewald 2007) especially in the presence of L2
stimulus and scaffolding (posters, visual vocabulary items etc) through which students
can make a more extensive L2 usage (Buchholz 2007, Zwiers 2006). The use of the
mother tongue plays more of a supportive role in the CLIL lesson, to clarify and to
ensure understanding (Nikula 2005, 2007). Comparing the EFL classrooms with CLIL
classrooms it is evident that in the former case L2 is the object of study whereas in the
other case it is the tool of study (Nikula 2005). When researchers looked at EMI, an
approach close to CLIL they concluded that it does not have the successful results that
CLIL has (Sert 2008, Wannagat 2007). The difficulty for all these approaches is to get
the balance of languages right so that learners can engage. Thus Buchholz’s concern
was how to create monolingual production, whereas Arthur and Martin (2006) were
concerned with understanding the role of bilingual events. Thus the role of the mother
tongue has to be understood within the broader context and in ways that different forms
of CLIL are implemented in different countries and different content subjects. Studies
on codeswitching now underline the importance of the mother tongue in the classroom
and emphasise its potentials. Research on issues related to language use and interaction

seem to be still at a starting point especially for the case of primary schools where
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language proficiency is not of high level. Multimodality is also an aspect of the
classroom that has only recently started being researched and would undoubtedly

benefit from further analysis.

Thirdly, the literature reviewed here indicates the range of contexts where research was
carried out and points towards the need to expand into subjects and educational contexts
not being analysed before. Geography and Home Economics have not yet been
extensively scrutinised as CLIL subjects therefore research on these areas of the
curriculum may shed a light on aspects not analysed before. This study will look at
instances (referred to as ‘bilingual events’) when the mother tongue is used in CLIL
Geography and Home Economics lessons in two Cypriot Primary schools, in an attempt
to investigate the purposes they fulfil. Some of the findings are expected to be in
accordance with findings of research studies mentioned earlier such as the need for
scaffolding and the use of the mother tongue to ensure understanding but what this
study aims at presenting is the variety in its use and the alternations it may have among

different teachers.
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CHAPTER 3: PROJECT DESIGN

The aim of this chapter is to elaborate on the context for the research and to set out the
research questions for the study. | then go on to describe and explain the research
methods employed to examine the use of the mother tongue in the CLIL geography and
home economics lessons and explain the reasons behind its use. The methods of data
collection are explained, along with the nature of data collected. A short discussion of
the role of the researcher and the ethical considerations precedes the analytical
framework for the data analysis. This includes an account of the pilot study conducted

in 2009.

3.1 Context

The CLIL approach was used in Cypriot nursery and primary schools on a pilot basis
from 2006-2009. Teachers with adequate language proficiency were selected to carry
out part of their teaching in the foreign language which in this case is the English
language. At primary schools, the subjects selected to be taught in English were Home
Economics and Geography for the fifth and sixth grade and Design technology for the
first, second and third grade. The results of the project emphasised the importance of
both learning a new language through content as well as of starting from an early age
and as a consequence the Ministry decided to devote one period (forty minutes) for
English from the very first grade of the primary school (6 year-olds) as of September
2011. This is in the form of songs, story-telling, games and arts and crafts and will

gradually expand to more teaching hours.

As mentioned earlier, due to my post in the pilot project as a research assistant | had

observed lessons of all subjects and levels and being an English teacher the approach
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appealed to me as a very good way of learning a foreign language thus an interest for an
in-depth research was soon created. This led to an initial comparative pilot study on
CLIL geography lessons (fifth and sixth grade) where the use of two languages was
examined. Now, the larger scale research project is a comparative study of sixth grade
CLIL Home Economics and Geography classrooms in two primary schools. Because
the pilot looked at language use in the same subjects, the need arose as to whether the
same practices are also employed in different subject teaching of pupils of the same age.
Therefore a sixth grade Geography and a sixth grade Home Economics class were
selected for the investigation. | believe these are areas of the curriculum that have not
been extensively researched in the past. Gierlinger (2007) whose research was
mentioned before, has also examined Geography in CLIL settings and supports this
choice by saying that as a subject internationally taught, it addresses international
issues, there is considerable availability of materials in English and finally
“geographical topics span a wide range from general, narrative to more technical,
descriptive language” (p.100). Home Economics is also a subject with great potential in
CLIL teaching. It is a subject that allows the teacher to be relatively free in material
choice as well as in teaching style. It is a subject that is normally taught in a special
classroom well-equipped to support it and the students tend to be more relaxed during

these lessons due to the everyday life issues that are usually the focus of these lessons.

At the time of data collection in May and June 2011 the students were already familiar
with the use of English during their lessons. The Home Economics sixth graders had
been using English for almost two years and the Geography pupils for almost one year
thus they had learned the basic vocabulary of each subject. The teachers could thus

make use of several vocabulary items needed without having to explain every single
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word. Therefore | could examine in more detail how new items were taught and the

language used to successfully achieve learning.

3.2 Aims - Research Questions

This research project intends to examine the cases when the mother tongue is used
during CLIL Geography and Home Economics lessons in order to understand the range
of functions served by switching to the mother tongue and to develop a detailed account
of these practices. It also investigates multimodal classroom interaction; whether the
teachers use alternative non-verbal resources to substitute or complement the mother
tongue such as gestures, miming and pictures. The cases where the two languages are
used are referred to as ‘bilingual events’ and they will be categorised as to their type.

Thus the research questions could be summarised as follows:

- Is the mother tongue used in CLIL Geography and CLIL Home Economics
teaching?

- Which types of bilingual events are used in the lessons?

- What purposes does each of these serve?

- What role does multimodality play in bilingual events?
3.3 Methodology
My methodology is data driven rather than theory driven. The research is primarily
gualitative and descriptive and the data analysis is based on video recordings of the
CLIL lessons in Geography and Home Economics. The analysis of classroom discourse
iIs combined with some research of an ethnographic nature, so | will begin by discussing

ethnography below.
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Ethnography is a qualitative, interpretive research approach employed by a plethora of
researchers in a variety of fields. It involves conducting participant observation, either
overtly or covertly, in the field and documenting and analyzing practices as they
naturallly occur, rather than eliciting data in a pre-set environment (Hammersley and
Atkinson 2007). Data is gathered from multiple sources and ethnographic fieldwork
involves in-depth conversations with participants who are usually the main source. It
can also involve document analysis (McCarty 2011:3). Additionally the focus is rather
small-scale in order to allow a deeper analysis. Data collection is also ‘unstructured’
(Hammersley and Atkinson 2007:3) in the sense that categories or interpretations are
not predefined during data collection but remain open for data analysis at a later stage.
The ethnographer also relies on his/ her fieldnotes which are key to the analysis but as
ethnography evolves over time, audio and video recordings are added. Ethnography also
involves a longitudinal element in that it is usually carried out over an extended period
of time (Brewer 2000). Ethnography typically includes successive interviews with
participants over time and focuses mainly on the observations as well as the fieldnotes
of the researcher and thus the ethnographer becomes one of the main research

instruments in the knowledge building (Rampton et al. 2002:374).

Because of time constraints imposed by the project within which | was working, this
study is not an example of classic ethnography. However, it is ethnographically-
informed in the sense that it has several characteristics attributable to ethnography.
Basic elements of ethnography are employed: observation, interviews, questionnaires,
and fieldnotes but at the same time there are variations as to what is classified as
standard ethnographic research methodology. In this study, data collection is not spread

over a long period of time (it lasted only two months from May to June), there are no
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successive interviews but there are informal post lesson chats with the teachers or
students. It was also not possible to keep an extensive account through fieldnotes

mainly because the researcher was carrying out the video recordings.

However, because of the focus on video recordings, this work can be described as
microethnographic in nature. Erickson (1996) defines ethnographic microanalysis as
follows: “Using videotapes or films of naturally occurring interaction, the microanalyst
looks very closely and repeatedly at what people do in real time as they interact”
(Erickson 1996: 283). Not only can the camera capture details that the observer might
miss, but it is also a more ‘objective observer’ (Fetterman 2009) relying less on the field
notes thus avoiding any possible biases. Microethnographers work with audiovisual
material in an attempt to thoroughly examine naturally occurring practices during face-
to- face interaction taking into account nonverbal behaviour (Garcez 2008). Their focus

is on how interaction “is constructed locally” (Creese 2008:231).

Though the development of digital technology has made the process of data collection
easier, analysis of such data is rather time consuming. Indeed, transcribing a total of 640
minutes of video recorded CLIL lessons required a lot of work. It involved very close

and repeated observation of these lessons and of the bilingual events occurring within

them. What follows is a detailed discussion on the methods of data collection.

3.4 Methods and data collection

In order to investigate the use and functions of bilingual events in the classroom
discourse, it is essential to observe full, naturally occurring lessons in real time, and
record them for detailed analysis. The central data set in my study is therefore the video

recordings of lessons that | observed; the lessons which were part of the regular CLIL
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teaching in schools. The use of video also enabled me to capture some aspects of the

multimodality in the classroom exchanges.

“A multimodal approach to learning needs a method of data collection that
enables a focus on all modes of representation and communication that are
being used in the classroom during learning” (Jewitt 2006:32)

Video recordings of these CLIL lessons allowed me to gain close insights into L1 use
and, as we see from the comment by Jewitt (2006) above, the reason why video is
preferred over audio is because video enables the researcher to observe other practices

such as the use of gestures or pictures.

As shown in the next section, the bilingual events were identified through interpretation
of the classroom data. This involved transcription (see Appendix 1 for all Geography
lessons and Appendix 2 for all Home Economics lessons) and repeated viewings of the
lessons which needed to be interpreted with reference to supplementary data
(interviews, questionnaires, fieldnotes and chats). Then, in addition to the video
recordings, and in order to explore the meanings and significance of the bilingual events
for teachers and learners, | took notes on informal post-lesson discussions with the
teachers and made fieldnotes during the lessons (see Appendix 3). | also administered
student questionnaires (see Appendix 4) and teacher interviews (see Appendix 5 for the

script). This data informed my identification and discussion of bilingual events.

These qualitative, interpretive research processes were then complemented with
quantitative analysis to show the number of instances when the mother tongue was used
by the teachers. This provided insights into bilingual practices preferred by different

teachers in different situations. As Wragg (1994) points out “quantitative and qualitative
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approaches need not be seen as polar opposites as they can often complement each

other” (Wragg 1994:17).

For this research project 320 minutes of Home Economics and 320 minutes of
Geography lessons were video recorded (see Table 3.1). The Primary school curriculum
states that HE is only taught during the fifth and sixth grade and it is always allocated
eighty-minute lessons as it usually involves practical application of what is taught.
Students are divided into two teams and each team has lessons every two weeks and
lessons are interchanged with the Design Technology subject. For example, when
Group A is having a Home Economics lesson Group B has a Design Technology lesson
and the following week the pattern is reversed. Therefore the teacher carries out the
same lesson for two consecutive weeks. Geography in the sixth grade is allocated two

forty-minute periods a week.

Data collected: Geography Home Economics
School A: Grade 6 School B: Grade 6
Video recordings of 6 lessons x 40 minutes | 4 lessons x 80 minutes =
lessons and fieldnotes: + 320 minutes
1 lesson x 80 minutes =
320 minutes
Number of teachers: 1 1
Pupils: 13 girls + 9 boys = 22 12 boys + 7 girls = 19
Teacher interviews: 1 1
Post lesson chats: 7 4
Student questionnaires: | 22 19
Documentation: Textbook, lesson plan, Textbook, lesson plan,
handouts activities (drawings)

Table 3.1: Summary of data collected

3.5 Teachers’ interviews

The interviews allowed me to investigate whether teachers’ beliefs and practices were
mirrored in the classroom. Because | knew the teachers before the observation, both the

teachers and | felt comfortable discussing the lesson or asking questions. As the
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interview was semi structured, several questions were prepared (see Appendix 5) but
more were asked in situ. It started off with questions regarding their educational
background, their teaching experience, their CLIL training and CLIL teaching
experience in order to create the teacher profile. Then it continued with questions
regarding the lesson design (lesson plan) and the choice of materials. Questions
revolved around the two languages and to how the teachers decide what to teach in
English and what in Greek. More questions were asked regarding the use of L1 either
by the teacher or by the students as well as questions regarding the teacher’s opinion
about its use. These questions were followed by a question about other alternative
practices the teachers tended to employ during the lessons. The final question referred to
teaching aims (CLIL aims as well as subject aims) and to whether these were achieved,
from the teachers’ point of view. The questions did not ask them to make reference to
the lessons observed (though the teachers were occasionally noted as doing so). The

teachers generally referred to the practices they used during their CLIL lessons.

In this way | could cross check the findings from the video recordings and see what the
teachers believed regarding the use of the mother tongue. This kind of checking is
referred to as triangulation. “When a conclusion is supported by data collected from a
number of different instruments, its validity is thereby enhanced” (Fraenkel and Wallen
1993:400). Contrasting the two teachers’ beliefs and practices will allow me to draw
results that can be justified and explained and not just mentioned. “By doing this, an
initial subjective observation or perception is fleshed out and given a degree of
authenticity” (Hopkins, 1993:152). Using this kind of technique, the validity of the

research is ensured but reliability should also be present. An extensive analysis of the

49



interviews will be provided in the ‘Research Analysis’ section alongside the bilingual

events analysis.

3.6 Students’ questionnaires

In an attempt to examine students’ attitudes towards CLIL and particularly towards the
use of two languages in a content subject, questionnaires were administered to students
during the last video recording. There was a combination of open and closed questions
(see Appendix 4) in order to help young people in completing the questionnaire without
difficulty but at the same time allowing them the chance to express their opinions with
more open ended questions. Further to the questions regarding school, age and gender,
the students were asked whether they like their content subject being taught in English
and what in particular they like more. They were also asked about the language that
their teacher uses during a CLIL lesson and whether they face any difficulties when
using English and, if yes, what kind of difficulties and why and what practices the
teacher employs to help them understand. Then the questionnaire asked them to
comment on their use of English: when they use English, if they have any difficulties
using it and what would help them use English more during CLIL lessons. The final
question asked them to explain what they do when they cannot say something in
English in order to see their alternative practices. The student’s questionnaire was an
attempt to see what their perception is with regard to L1 use and how much that is
considered helpful and, at the same time, to check whether students acknowledge the

role of multimodality in helping to build understanding.

An analysis of the students’ questionnaires will be presented in the two Data Analysis
chapters. The analysis will have quantitative and qualitative form; closed questions will

be quantitatively analysed and open questions will be qualitatively analysed.
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3.7 Informal teacher — researcher chats/ fieldnotes

Due to the fact that | was carrying out the video recordings | did not have the chance to
take extensive fieldnotes as | had to operate the camera but | had a notebook in hand in
order to take quick notes of important events or incidents during the lesson. Moreover,
the notebook was also used to write down comments from the teachers after the end of
the lesson (see Appendix 3 for an example). Because | have known both teachers since
the PRO CLIL pilot project, a good relationship and trust was built and that allowed us
to have informal chats after the end of each lesson. These chats usually had to do with
how the lesson proceeded and any difficulties or changes in plans or even concerns the
two teachers might have. During the chats | did not take any notes but as soon as | left
the classroom | would write a couple of paragraphs on what was discussed or seen.
These fieldnotes will help the analysis of the lessons, where | will incorporate insights

from the teachers.

Lesson plans (see Appendix 6 for Geography lesson plan and Appendix 7 for the Home
Economics one) as well as materials from the lessons were collected (see Appendices 8-
14) in order to have a clear view of what was used in the classroom. Moreover both

teachers provided me with a copy of the students’ text book.

3.8 Participants

3.8.1 Students

Students of sixth grade (aged 11 to 12) were video recorded during their Geography and
Home Economics lessons towards the end of the academic year. The Home Economics
class will be referred to as HE class and the Geography as GEO class. It is important to

note here that the classes were not at the same school, as there are few teachers applying
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the CLIL approach and they are scattered around Cypriot Primary schools. However, |
needed to observe lessons of the same level so as to be able to compare them without
having the age factor play an important role. The schools were in two different districts
of Cyprus: Nicosia (HE class) and Limassol (GEO class) and both were city schools.
The HE class consisted of 12 boys and 7 girls whereas the GEO class had 13 girls and 9
boys. Prior to commencing data collection the families of the children participating had
all signed their consent (Appendix Ifggarding video recording and were assured that

the data collected would not be used for any other purpose and so were teachers. They
also gave their consent to use the data for dissemination or other academic purposes. In
both classes there was a small number of parents/ guardians who did not wish to have
their children participating therefore special arrangements were made so as not to
include those children in the recordings but at the same time not to deprive them of their
right to be in class and carry out the lesson like the rest of the students. For this reason
these students were all put together in a group that sat at a side of the classroom that
was outside the camera’s recording angle. They took part in the lesson without any

other alternations so as to avoid causing them any negative feelings.

3.8.2 Teachers

Though the teachers gave an initial oral approval to conduct research in their classes and

be interviewed they also provided written consent (Appendix 16).

Interviewing them was a good way to learn information regarding their education, their
teaching experience as well as their CLIL training and experience in teaching using this
approach. The Geography teacher is a university of Cyprus graduate (BA in Primary

Education) and has a Masters degree from Oxford University, UK in Applied linguistics
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and second language acquisition. She is currently studying for an EdD at the Open
Univerity UK. She has been teaching in Primary schools for nine years and has been
using the CLIL approach for the last four years. She has taught several subjects but she
has always been the English teacher at the school (responsible for teaching English for
grade 4, 5 and 6). During the four years she has taught using CLIL, primarily in
Geography, and during the last year she has implemented the approach in Design
Technology and some lessons in Science as well. Before actually implementing the
CLIL approach she did a course in Italy and attended several conferences, seminars and

in-service training sessions in Cyprus.

The Home economics teacher is also a University of Cyprus graduate (BA in Primary
education) and has a Masters from the University of Birmingham UK in Education with

a focus on educational management. She has been teaching in schools for 13 years and
she has been using the CLIL approach for 4 years. She underwent a CLIL training
course in Finland and Spain and has also attended conferences and in-service training in
Cyprus. She has taught several subjects at Primary schools but she chose to teach Home
Economics through CLIL as she believes it is a good way to attract students’ attention
to a rather secondary subject. Both teachers are therefore experienced CLIL teachers

who have engaged in recent professional development related to their teaching.

3.9 Researcher Role: Observer Bias

It is very important to note that during the observation process the observer does not try
“to do more than record exactly what he or she sees [because then] the conclusions will
be filtered through his or her prejudices and biases” (Reed and Bergemann 2001:18).
The observer either being another teacher or an independent person must detach him/her

self from the classroom which they might be familiar with. In my case, it is essential
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that | remain unaffected by the practices | follow in my class and thus observe the other

teachers’ lessons as novel instances.

It is also important for the classroom to remain unaffected by the observer. Sometimes
when people (either students or teachers) feel that they are being observed, they might
alter their behaviour and that may influence what actually happens in the classroom. In
the GEO class the teacher referred to my presence as an influential factor several times.
During our first video recording session, the teacher felt that her students were not
behaving the way they normally do. She felt that they were perhaps embarrassed and
did not participate in the lesson the way she desired. On some occasions she even asked
them if they feel uncomfortable because of my presence in the class. They always
replied ‘no’ but the teacher’s feeling could not change as she had known those students

for a long period so she could understand and explain their behaviour.

As Wragg (1994) notes, the observer can dagticipant or non-participant. A
participant is the observer who comes from within the school and for whom the
classroom is familiar, and non-participant is an outsider. Participants may be more
understanding of the events occurring in the classroom but might at the same time “find
it difficult to detach themselves from their prior knowledge, beliefs, commitments and
prejudices about a place they know very well and have seen every day for years”
(Wragg 1994: 14). Non- participants on the other hand, might not be so emotionally
related with what they see but “may occasionally be bewildered by it, or even
misinterpret events through their familiarity” (p.14). Gold (1958) identified four
different roles that a researcher might have during the observation. The observer can be
acomplete participant, aparticipant-as-observer, anobserver-as-participantand a

complete observer The complete participant hides his or her identity as a researcher
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from the group that is being observed and interacts with people as naturally as possible.
This is not considered to be ethically correct, thus it should be avoided. The participant-
as-observer takes part in the activities occurring in the classroom but at the same it is
made clear that he/she is conducting research. In the case of the observer-as-participant
there is no direct participation of the researcher in what is happening in the classroom
but only a superficial one and it is again made clear that he/she is conducting research.
As far as the role of the complete observer is concerned it stands at the opposite extreme
of the complete participant since he/she is observing only and those being observed

might or might not understand that.

In my case | was not a participant in the classes but | was a participant in the wider
CLIL project. | was not a member of staff in any of the schools but, on the other hand, |
was a regular visitor and the children got used to my presence in their classroom. As |
have been involved in the PRO CLIL pilot project, | had often been visiting these
schools before actually conducting my own research, therefore the teachers felt at ease
with my presence in the classroom and did not feel threatened or heavily observed. At
the same time though, | had to act as a non-participant, that is to detach myself from my
previous experience both as a teacher as well as an observer in different schools. | had
to make sure that | would not try and compare practices with those that | have used or
have seen being used by other teachers at other schools. According to Gold's
classification, | would be categorised as an observer-as-participant that is as a researcher
who does not make any immediate attempts to be part of the classroom other than

superficially.
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3.10 Ethical Considerations

Conducting research where children are involved is a very delicate issue. In Cyprus,
when someone decides to conduct research in schools he/she needs to apply for
permission at the Ministry of Education (Appendix .1This process used to be very
time-consuming but during the last year a change has been made allowing researchers to
apply online thus making the process quicker. The application for permission asks about
the nature of the research, the data collection methods and data analysis and one of the
terms is that, upon completion, the researcher has to provide the Ministry with a short
essay on what was done and what the results were thus making it available to the public.
Moreover this application asked for documentation regarding data protection, consent
forms from all participants (teachers, head teachers, parents/ guardians) in order to
ensure the suitability of the research for young people. Data collection could not
commence unless permission was granted. Upon receiving the permission, it was
forwarded to the two schools participating, the teachers were informed and dates for

video recordings were settled.

Parallel to that an ethics form had to be completed and submitted to the Ethics
Committee at the School of Education of the University of Birmingham. The school
follows British Educational Research Association’s Ethical guidelines (2004) and
though an updated version is now available (2011) the form was completed prior to that.
The guidelines emphasise the need for the participants to provide consent once the aims
of the study are explained as well as their right to withdraw at any time. Complying
with articles from the United Nations Convention on the Rights of the Child BERA
states that all action must be made having children’s best interest as a “primary

consideration” (p.7). Confidentiality and anonymity should also be ensured parallel to
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the protection of data collected. At the same time results and any publications should be

made available to all participants, students and teachers.

On the issue of anonymity it is important to make clear that it is going to be kept during
the research analysis because it provides the teacher as well as the student with the
security that he or she will not be mentioned or scrutinised as an individual but as an
example of someone engaging in a practice that is of interest to the researcher. For this

purpose nicknames will be used to refer to both students as well as teachers.

Furthermore, the purpose of the research should be made clear to the participants, as
indicated by both BERA and the Cypriot Ministry of Education, in order to make them
feel more comfortable with the fact that they are being observed. “Deception is not
recommended because [...] it can only serve to reinforce any feelings of distrust between
teachers, learners and those who wish to investigate classroom language learning”
(Allwright and Bailey, 1991:71).The disadvantage this causes is to make the
participants alter their practices so as to fit the research. On the permission granted by
the Ministry details were written as to the focus of the research therefore both the
teachers and the head teachers were informed of the procedure and the research aims.
Before the first video recording at each school | introduced myself to the students and
explained to them what my purpose was, and assured them that they would not be
assessed nor would their names be mentioned anywhere. Additionally all participants
were assured that once the research procedure had finished research findings would be

available to them.
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3.11 Methods of Data Analysis

The next stage in the research is that of analysis and interpretation. The researcher can
either test a theory proposed by others through her own research or she can form her
own hypothesis based on the research findings. The literature review that preceded gave
some guidelines as to possible uses of the mother tongue in the CLIL classroom and
those will be compared with the data collected here to see whether what other
researchers found also apply in this case. Moreover the findings of the pilot study
described below carried out before this research project, forms a solid analytical
framework for the current analysis. During data analysis, the process followed is that of
synthesising and describing the phenomenon observed and the instances that appear. As
Bryman and Burgess (1994) put it: “Many of the volumes in qualitative research
emphasised the research process and demonstrated that qualitative research cannot be
reduced to particular techniques nor to set stages, but rather that a dynamic process is
involved which links together problems, theories and methods” (Bryman and Burgess

1994:2).

3.11.1 Transcriptions

After the video recordings and the observation process there follows a very important
but very time-consuming stage, that of transcription (a table of transcription
conventions can be found in Appendix 18). During this process a video recorded lesson
is watched many times in order to be transferred into written form so to be used in the
analysis. Importance is given to who is speaking at each time, how something is said
and what precedes or follows a specific utterance. In the cases where the students or the
teacher are using the mother tongue a translation of the utterances is given to ensure

understanding by non-Greek readers. In the transcription process, importance is equally
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given to actual language choice as well as to the circumstances where it occurs. Pauses
are shown as well as gestures; pictures or other materials are noted down so as to give a
multimodal dimension on the analysis. “The separation of modes enables [the
researcher] to explore how each mode contributes to the construction of curriculum
knowledge and learning in general” (Jewitt 2006: 38). Screenshots showing cases of
gestures or pictures used are included in the research analysis section as alternative

practices. As mentioned earlier all lesson transcripts can be found in Appendices 1-2.

Once lessons were transcribed, | worked on them by first underlining the bilingual
occasions and then attempting to provide a label to each event (see appendix 19 for an
example). This process was repeated several times as qualitative data is by definition so

rich that saturation is neither easily nor rapidly achieved.

Once various categories are identified an investigation of the most frequent and basic
categories follows. This process is ceased when the data analysis is finally saturated and
there is no more analysis to be done therefore writing up commences. Robust categories
were thus developed here (i.e different types of label quests, glossing etc.) which were
counted (tally count) in order to mark their frequency within the lessons. It should be
noted that the counting does not involve single word counts rather than an ‘event count’.
Events may consist of more than one word. A second level of categorisation is carried
out in the final chapter in order to group similar bilingual events together to form more

general and comprehensive categories.

My aim in this study is to draw on literature by researchers in the relevant fields to

investigate in detail the practices employed by these teachers. This will lead, to the
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establishment of a framework which adds to what is currently known about the use of

the mother tongue in the CLIL context.

3.11.2 Pilot study

A pilot study preceded this current study in an attempt to identify some first findings on
the issue of the use of the mother tongue in the CLIL context. A pilot study is essential
in order to account for further research needs and to adjust data collection. The pilot
study focused on video recordings of two CLIL geography lessons of a sixth and fifth
grade level. The video recordings were carried out for the purposes of the PROCLIL
project which was granted permission by the Ministry as well as the participants
(students, parents/guardians/teachers) therefore no other application was needed.
Additionally a questionnaire was handed to the two teachers in order to examine their
views. The pilot indicated the need for a larger scale research study but at the same time
it provided a sound analytical framework that was used as a starting point for the current
research projecBilingual events that is occasions when the two languages were used
during those lessons, were identified and analysed. It also indicated the need to examine

multimodality within the CLIL context.

3.11.3 Pilot study findings (Bilingual and/or multimodal events)

During the pilot study carried out in 2009 several types of bilingual and/or multimodal
events were identified and these will be presented below as they form the basis of the

analysis that will follow.

1) Bilingual Teacher (BT) Paraphrasing this event refers to the occasions when the

teacher repeated a vocabulary item or sentence in another language. Though

paraphrasing is usually used to refer to instances where a text is restated, explained in
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other words, in this context ‘paraphrasing’ was used to refer to repetitions of word or

sentences in a different language. For example:

T: [...]JToday we are going to talk about another country, and | will tell you some
things about this country and | want you to guess what country it is.(tO&?
teacher turns to the slide) is called the ‘Land down under’ .... It is the driest
Enpotepn <driest> country in the world ... [...]

2) Label guest this term, borrowed from (Heath 1986, Martin-Jones and Saxena 1996;
Arthur and Martin 2006) referred to the instances where the teacher asked the students
to provide the equivalent of the English or Greek term in the other language. For
example:

T: Excellent! About the religion (writes it on the board). What does religion

mean? EIps...
Elps: e.... Opnokeia<religion>

3) Monolingual Multimodal Teacher (MonoL MultiM_T) Paraphrasing : these

instances are marked for being an indication of the presence of multimodality in the
classroom as using a mode other than the oral have possibly substituted the use of the

mother tongue and understanding is reinforced. For example:

T: very good. Now... can you tell me what you know about Austrgtisgdws a
circle on the board and writes the word ‘know’ inside. iFour things that we
know about Australia. Just foghowing her four fingers). Chris?

4) MonoL Student Paraphrasing this is a less common event where the student used

one language to say a word in order to confirm understanding. For example:

T: Not climates, the zones....
George: A.... tiéoveg <oh, the zones>
T: Yes

5) BMT (Bilingual Multimodal Teacher) Paraphrasing: This event is similar to BT

paraphrasing with the difference of adding the multimodal dimension into it, thus using
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two languages and two or more modes. In the example below the two languages and

two modes oral and written:

T: OK! So today, we are going to talk about Frantakes marker to write on the
board). We are going to talk about...its geographical positf@mypoa@ikr 0éon
<geographical position>writes it on the board in Greek)o kaBopicovpe v
veoypopkn 0éon g Fodriog otnv Evponn, <we will define the geographical
postion of France in Europe>. We are going to talk about the landscape
pop@oioyio Tov dagovg < landscape morphologyxvites it on the board in
Greek), about the climatepo to khipa <for the climate>Writes it on the board

in Greek)and finally... we are going to talk about sightseeing in Frapeera
aro0éato <places of interest>wfites it on the board in Greek) Open your
books ... page one hundred forty omgifes the number ‘141’ on the board).

6.1) MonoL T Directive: what this event refers to is the occasions when the teacher

gave a direction to students in a single language. For example:

T: ’Ela 610 TAn, <come to the side>. OK. First show us Framstigdents point at

Germany).

6.2) MonoL T instruction: Here the situation is similar to the one above with the

difference being in that the Teacher gave an instruction rather than a direction in a

single language. For example:

T:[...] yes ... show me the green colour... yes, very good. Yes, OKaokifg
at the students pointing at the plains in their bgaksvery good, Peter yes...
now point to the mountains ... Yesay pévo avtéd £xer kv drhho <not just that,
thee are more>télking to a studentyes ... (noving around the class and
checking) yes... the mountains...

7) Bilingual Text mediation between Ss and TIn the instances where the Greek

textbook or a map was used, there needed to be some kind of mediation between the
Teacher and the students and that was done bilingually. In the example below the
student read the Greek word from the map and the teacher provided the English

equivalent.

62



T: OK, very good. Now... | need a student to come here and ... em... tell me the
names of the ... (showing the seasf)the sea near France. Yes, Costas, come
here. the students goes to the board)

Costas: Athavtikognkeavog <Atlantic ocean>howng it on the map)

T: Very good! Atlantic ocean, yes! And heresh@dwing another sea)

3.11.4 Criteria of the analytical framework for the current study

The identification of different types of bilingual, monolingual or multimodal events
described and exemplified above was a first attempt to carry out an analysis of language
use in the CLIL classrooms. For this study, a more detailed and systematic analysis is
needed therefore these events will be examined based on a framework which evolved
from the pilot study. As will be discussed in the next chapters, some events are also
present in these classrooms and other types of events have been identified and certainly
more have emerged since the data pool has become greater. The framework presented
below will enable a comprehensive analysis as it involves a number of criteria not
previously taken into account (in the pilot study). As indicated in Chapter 2,
codeswitching refers to the “ability on the part of the bilinguals to alternate effortlessly
between their two languages” (Bullock and Toribio 2009:1). As this study looks at
switches between two prestigious and highly codified languages, standard English and
standard Greek, the analytic framework | have used is based on the concept of
codeswitching. It includes the criteria listed below so as to allow for a detailed and

thorough examination of the bilingual events occurring in the classrooms in this study.

Code

The entry in the column with this heading will indicate the languages involved in the

bilingual event. In most of the cases both of the languages are present.

63



Mode

The mode is also investigated and | take each event as being talk, written, using

pictures, or gestures. In most of the data, more than one mode is used together.

Direction

The direction of the language switch is also marked either moving from Greek to
English or vice versa or a three way direction: English to Greek and back to English or

Greek to English and back to Greek again.

Speaker

It is also considered important to identify the speaker (teacher or student) involved in
the event and relate that to the IRF exchange. In an examination of classroom talk,
Sinclair and Coulthard (1975) discussed its structure and identified the Initiation-

Response-Feedback/ Evaluation exchange. | am thus taking account of whether
different parts of the three-part IRF sequence is realised bilingually: for example, in an
Initiation, in a Response or in providing Feedback. The IRF exchange is a predominant

feature of the talk in the classrooms in this study.

Lesson Stage

Also worth noting is the stage during the lesson in which specific events occurred:
during homework checking, main lesson teaching, main lesson group work or other

activities or lesson review.
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Discourse functions

Bilingual events are also categorised according to their discourse function whether that
was mediating the text, explaining word or concepts, giving instructions or directions,

labelling items ensuring understanding as well as comprehension checks.

Example — Stills

In order to exemplify the events occurring, examples are provided so as to fully
understand them in practice. In the current study when multimodal events were present
(either bilingual or monolingual) vignettes from the video recordings are used to
indicate this alternation and interchangeability in modes that are difficult to describe

otherwise.

Frequency

Additionally in the current study the frequency of the events is marked in an attempt to
spot the most common bilingual events. As explained earlier this is a counting of the

events and not words.

Register

In this current study the final column on the analytical box will indicate the register
(instructional or regulative) of the events identified. Marking the register will help draw

conclusions as to which register attracts more frequent use of the mother tongue.
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3.12 Conclusion

This chapter has explained the methods of data collection and analysis and has prepared
the ground for the analysis that follows. Examining as well as counting the cases where
L1 is used will help bridge theory with practice. As stated earlier (Literature Review
chapter) in previous studies the mother tongue has been observed to be genhgfor
instructions as well as fodisciplinary reasons(Gierlinger 2007), tanediate the text

and to explain ideaso students (Buchholz 2007, Arthur and Martin 2006). Students use
the mother tongue fooff- topic talk (Nikula 2005) as well as when they ayeup
working (Deller and Price 2007). Additionally there are two more cases where mother
tongue is used and those are to give single word translations for specific vocabulary
items called ‘label quests’ (Martin 2005, Arthur and Martin 2006) and for
conversational repair (Lynch 1996, Wannagat 2007). The framework assembled after
the literature review regarding the use of the mother tongue will be used as a basis to
identify and label cases when the two languages (English and Greek) are
interchangeably used. These cases or ‘moments of interaction’ are called ‘bilingual
events’. My aim is to ascertain whether, in the two classes scrutinised here, they

fulfilled the same function as those reported in previous studies.

In the chapters that follow, the two classrooms will be described followed by an in-
depth analysis of the ‘bilingual events’ occurring in each one as well as their functions

in the CLIL classroom.
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CHAPTER 4: RESEARCH ANALYSIS- GEOGRAPHY

4.1 Introduction

This chapter aims to look at the geography lessons and analyse the events occurring
during the 320 minutes of video recorded lessons which were carried out over a four-
week period. The first six lessons were about Canada and the last two were an
introduction to the next subject, Australia. During weeks 1- 3 lessons were carried out
on two days but lessons of week 4 were conducted during two consecutive periods due
to a change in the school schedule (a teacher on an annual leave). After briefly
describing the video recording an analysis will follow looking at the cases when the two
languages (English and Greek) are used during a CLIL geography lesson. Insights form
the teacher’s interview will be incorporated in the analysis in order to explain practices
employed. An analysis of the students’ questionnaires will be carried out towards the

end of the chapter.

Nicky is a University of Cyprus graduate (Department of Primary Education) and she
holds a Master’'s Degree from the University of Oxford in Applied Linguistics and
Second Language Acquisition. She is currently studying for an EAD (Open University,
UK) around the use of the mother tongue in the ESL classroom therefore she is very
aware of its use. She has very good English skills though she noted that perhaps her
academic English is better than everyday talk as she feels she makes some mistakes.
She has been teaching for nine years (interview carried out in June 2010) and she has
always been the English teacher of the school parallel to a class teacher. During the last
four years she has been implementing the CLIL approach in Geography and during the
last year she implemented it in Design Technology and had some lessons in Science too.

Geography was chosen after a CLIL training she had in Italy because she was going to
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collaborate with another Cypriot teacher who was an experienced Geography teacher
and therefore this subject was considered the best choice. She had attended all in-
teaching training on CLIL at Cyprus Pedagogical Institute as well as all seminars and

conferences. She also likes to read articles on the theory as well as the more practical

aspects of CLIL.

From the interview with the geography teacher it was made clear that the decision on
which book chapters would be taught in English was up to the teacher. She explained
that the curriculum allows teachers to choose three to four countries that would be
taught in depth and then they selectively teach pieces or key facts from the rest of the
chapters. It is unavoidable- she noted that some items or perhaps countries would be
omitted since the book is more than twenty years old. Seminars and in-teaching training
are conducted where guidelines are given and curriculum is updated so as to meet new
teaching pedagogies and geography teaching approaches. She starts the academic year
with the plan to carry out all Geography lessons using CLIL but if during the year or
during a specific lesson her class does not follow or does not understand, she turns to
Greek. She starts with the very basic and simple terminology on which the whole year
will be built and this is terminology that the teacher needs to study very well before
actually embarking on teaching it. The students of the video recorded class here, have
been using CLIL for only a year and taking into account that Geography is only
assigned two teaching periods a week and bearing in mind that some lessons are lost
due to school trips or holidays, this class’ progress is very good though she felt that the

presence of the camera had affected their performance.

It is important to note here that the geography lesson is not carried out in the students’

classroom but in the IT room and it is the same classroom where the same teacher
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(Nicky) who is the English teacher of the school conducts her English lessons thus the
classroom is very rich in visuals and it is a rich and English- friendly environment (see
pictures below). Word banks are available to students providing them help with

everyday classroom language as well as with geography related terminology.

On the subject of evaluation (tests), that is done in Greek with this class both because
these students requested it and because there were some concerns on behalf of some
parents. Nevertheless students are evaluated in English during their daily oral activities
and through their homework which is always in English. As to what she feels is more
important in her teaching (language or content) she starts with the content (as it is
geography that she teaches) and then moves to the learning of some vocabulary and
expressions in the target language. Though during CLIL seminars before its
implementation, teachers were advised to predict and note in their lesson plans the use
of the mother tongue, Nicky said, she does not do that. “I just know that in this exercise
we’ll stop for five ten minutes and say a big part in Greek. [...] during the lesson it's
usually as my kids lead me. When | understand that they are a bit lost | say it in Greek.
[...] what | plan beforehand is usually the points where | want to elaborate on
something”. When asked if her students have difficulties using English she said that
some of them do but she knows their abilities and she does not expect all of them to
have the same performance and that is irrelevant to their abilities in English because
these weak students would not perform better if the lesson was in Greek. This is
because the structures required during CLIL geography lessons are not very advanced
(such as ‘there is’, ‘there are’) and they were on very few occasions asked to elaborate
more on something, where again she guided them all the way through. Moreover she

stated that she is not strict with the use of English because she prefers to have an answer
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even if that is in Greek instead of not answering at all. “It is a matter of psychology as
well as training” she said. Since the lesson is in English and the children want to say
something in Greek it means that they understand what is being said but they are not
ready, or they do not feel comfortable answering in English. When these students reply
to a question she will not make corrections as she knows that even the attempt should be
rewarded. With students whose English skills are stronger she insists more as she knows
that for them it is a matter of training. An agreement was made at the beginning of the
year between the teacher and her students. They could use Greek as long as they
requested it (“Can | speak in Greek?”) because participation in the class is highly
appreciated even if that is in Greek. With this ‘codeswitch request’ (see extract 6 below)
the use of L1 is regulated. She also clearly assigns functions to the languages as it will
be shown in the analysis of the bilingual events she is very aware of L1 use and these
functions are reflected in her teaching practices. The functions she assigned to Greek are
for disciplining, to check understanding and to socialise, as she said. All but the last
were observed in her lessons and the reason why there was no ‘socialising’ could
perhaps be the fact that another person was present, the researcher. English on the other
hand is used to present something new, to do activities and for oral evaluation. Her
students use Greek to quarrel, to make a complaint or when they want to say something
that they feel they cannot say in English. “I think we all (teacher and student) have the
impression that while doing Geography we use English. Then unofficially we’ll quarrel,
talk, laugh outside of geography therefore we use Greek. Then we restart the lesson and

the English part”.

Before actually getting into lesson descriptions, some photos taken from the classroom

indicate its richness in materials and visuals in general. During the lessons students
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were arranged in groups of four (two desks placed together) and the lesson lasted 40

minutes, twice a week. During data collection the subjects covered were Canada and

Australia.

Pictures from the classroom where Geography is conducted

Picture 4.1: The world atlas in the classroom

Picture 4.2: Words on the board Picture 4.3: A word bank

Picture 4.4: A student’s project posted on the wall
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4.2 Lesson descriptions

4.2.1 Week 1(Lessons A and B)

Subject: Canada
Once all paperwork was gathered (permissions from all participants) the video
recordings were arranged for certain dates. The first video recording for Geography was

scheduled for the first week of May which was the first week after the Easter Holidays.

A new country was going to be presented which eventually took six forty-minute
lessons to be completed. The lesson started late due to a gathering of all the students
requested by the head teacher. Returning to the class the teacher arranged the students
into groups of four. Students whose parents did not wish to allow them participation in
this research project were put in a group away from the camera’s recording angle so

they could take part in the lesson without taking part in the research.

| then requested the teacher to allow me to introduce myself and explain the purpose of
my presence in their classroom explaining to these young students that | was not in any
way going to evaluate their performance either in English or Geography and asked them
to act as they normally do in their CLIL lessons. The lesson started with a practice
regularly used by the teacher to introduce a new country (also used later when Australia
was to be introduced). The teacher asked her students to guess the country through some
clues she gave. Once students found the answer the teacher informed students of what
was going to be learnt about Canada. Then followed a discussion on the location of
Canada, its climatic zones and the types of climates, before the end of the teaching
period. The teacher used Greek to remind her students of the climates as they seemed to

have forgotten them.
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The next lesson, second teaching period on Canada started with a revision of what was
discussed in the previous lesson (location, climatic zones and climates). Then they
labelled each climate in the area of Canada where it is found. Soon afterwards the
students were asked to decide where each type of vegetation is in Canada and expanded
by explaining deciduous and coniferous trees which led to the end of this teaching
period and the teacher gave the students two questions for homework which was to
write sentences about the location of Canada and its climatic zones. She had more

guestions in mind but there was no more time.

4.2.2 Week 2 (Lessons C and D)

Subject: Canada

During the week that followed the discussion on Canada continued. The first lesson of
the week started with a revision of what was learnt until that day. The class referred to
Canada’s location, its climatic zones and then students were called on the board to
locate vegetation according to the climate they belonged to, similar to what was done in
the previous lesson. Then followed a discussion on the animals of Canada and where
they are found and finally the products of Canada. The teacher referred to homework
given in the previous lesson and noted that they would correct that later or she would
collect the notebooks. None of the two happened due to lack of time so homework was

transferred to the next lesson.

The second lesson of this week started in a hurry as the teacher was informed that some
students would leave the class at some point to rehearse for the school’s play therefore
the lesson started without a revision of the previous lesson. The teacher talked to

students about another thing Canada is famous for; its lakes. A fill- in map with the
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lakes of Canada was handed to the students and clues were given in order to locate the
lakes on the map (see Appendix 8). Then the teacher decided that she would use Greek
to explain to the class the importance of the Great Lakes of Canada for the country and
once everything was explained the discussion on the handout exercises returned to
English. Then another handout was given with additional information about Canada
(Appendix 9). Towards the end of the lesson the teacher asked students to open their
notebooks in order to check homework to find out that almost none had done them
because they did not have the time to copy the questions from the board on the previous
lesson. Having no other choice the teacher rewrote the questions on the board and

assigned them for next time.

4.2.3 Week 3 (Lessons E and F)

Subject: Canada

Week 3 lessons focused on finishing the country of Canada. The first teaching period of
this week set off with a revision of what was discussed in the previous week (national
tree, other trees and vegetation and lakes) before actually getting into checking the
homework. At some point the teacher noticed that her students were quite naughty so
she asked me to turn off the camera and talk to them for a minute. She asked them if
they were uneasy with the presence of the camera because they seemed to ignore things
that they have previously learnt and should remember. Students replied that they did not
mind about the camera and the lesson continued. The teacher restated her concern once
the lesson was over in an informal discussion we had and noted that sometimes it is a
matter of timing; some days they are more naughty or more absent minded than others
due to a variety of reasons such as a tiring day. Once homework was examined the class

worked in groups to find where most people in Canada live and explain why. During
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this process the teacher walked through the groups and provided help whenever asked.
Finally the teacher showed a picture to the class with a group of children of various
ethnic origins thus marking how multicultural Canada is. Each group was assigned a
child from the picture and had to put some words in an order to make sentences about

that child (see Appendix 10) and this was the last task before the end of the period.

The second lesson of this week dealt with the economy of Canada. Students were
invited to express their opinion on why Canada is a rich country. Then they were given
a handout (see Appendix 11) to work on mineral riches, raw materials and sources of
energy through various activities such as matching and completing. Two more activities
were then done in the notebook one being to put letters in the correct order to make a
word and then use ‘MAPLE SWEET as an acronym to write words related to Canada

starting from these letters. Nicky assisted her students during this process.

4.2.4 Week 4 (Lesson G)

Subject: Australia

Once the chapter of ‘Canada’ was completed the teacher moved on to the next country
which was ‘Australia’. Due to the need to cover another teacher, Nicky had to move her
geography lessons therefore geography was assigned two consecutive periods on the

same day. This was the last time | was going to video record a lesson.

There was no homework or any other activities that needed to be corrected or anything
else that should be revised so the lesson started right away. The lesson started with the
teacher giving her students a number of clues to lead them to the country that was about
to be taught similar to those observed when introducing Canada. Once the country was

named the discussion moved to its location and the teacher asked the students to use
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their atlas to form sentences regarding the location of Australia. Then the students were
asked to match some words with pictures and most of these words were familiar to
students from their previous lessons which then had to stick on the map of Australia
projected on the board. Soon afterwards a discussion on the climates in Australia
commenced and students stuck the label with the climate on the right spot on the map
and then they had to stick labels for the vegetation in those climates. Once this
discussion ended the class started working on a handout prepared by the teacher
(Appendix 12). This two-sided handout had small paragraphs on the one side and some
exercises on the other. The teacher asked her students to read the first side before
moving to the activities. The handout contained new for the students information about
Australia therefore it substituted in a way the teacher’s role. During this individual- seat
work, students had to work alone and the teacher would interact only whenever that was
requested. Reading the small paragraphs and checking the exercises led to the need to
revise latitude and longitude since it was evident that these terms were not quite clear to
the students. The final part of the lesson dealt with the issue of seasons in Australia and
an additional exercise was given to the students on the board asking them what clothes
somebody should carry when travelling to Australia during July. Then another handout
was given to the students as homework (see Appendix 13). The teacher would continue

with Australia during the next lessons until the end of the year which was approaching.

76



4.3 Bilingual Events in CLIL Geography lessons

Analysis of the above described lessons will focus on the occasions when the two
languages (Greek and English) were used. Looking into these occasions will enable a
deep understanding of the roles and functions assigned to each language during a CLIL
lesson. As analysed in the previous chapter the bilingual events will be analysed and
categorised based on several criteria namely code (Greek or English), mode (talk,
writing, reading, drawing, gestures, body movements), direction (English to Greek or

vice versa or even English to Greek and back to English again or Greek to English and
Greek again), speaker in relation to the IRF pattern, lesson stage, frequency (how many
times they appear in the lesson), function and finally the register (instructional or

regulative) where they appear.

1. Label quests

One of the most common practices of the Geography teacher was to ask the students for
a Greek equivalent of an English term or vice versa. These instances, following Heath’s
(1986) and Arthur and Martin’s (2006) work will be referred to as label quests and they
are monomodal i.e. oral or multimodal. In these cases it is usually the teacher
Responding (R) to a student’'s utterance but at the same time Initiating (I) a new
question. By doing so the teacher not only checks comprehension but also teaches new
vocabulary items when those are presented for the first time. In the interview with the
teacher she explained that these requests are also done due to the need to ensure tha
basic and necessary geography vocabulary is also learnt in Greek as this is one of the
focuses of these lessons. Quoting and translating the teacher, she said: “I feel it's unfair
to neglect Greek terminology just to acquire the English one only”. In most of the

instances where a label quest was performed a confirmation or even a repetition of the
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requested term followed. Four different types of label quests were identified: L2 to L1
label quest, L2 to L1 label quest and Greek term confirmation or repetition, L1 to L2
label quest and English term confirmation or repetition and finally multimodal label

quest.

1.1. L2 to L1 label quest

These are quests of the Greek term for an already known term in English. The teacher
Initiates a quest and students Respond but no further feedback is provided by the
teacher. In the example below the teacher is asking for the Greek word for ‘money’.

Extract 1.1: L2 to L1 label quest
Lesson F

19. T: [...] Money?
20. S7: Agpta< money>.
21. T: Ex... exports, imports?

Code Mode Direction Speaker Stage Frequency | Function Register
L2to
L1 /IRF
label
quest — - - -
E,G Talk E>G T: Elicit Main 3 e Comprehension Instructional
S: Respond | Teaching check
e L1 term learning

The functions of this event are both to ensure that students understand what they are
talking about but at the same time to ensure that students learn the L1 term. L1 to L2
label quests (without a repetition or confirmation) were not observed during any of the

video recorded lessons.

1.2 L2 to L1 label quest and Greek term confirmation

Similar to the above example is the case of a label quest but the teacher then confirms

the Greek term by repeating it or by providing feedback (such as “Bravo, Very good”).
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Extract 1.2: L2 to L1 label quest and Greek term confirmation/ repetition
Lesson A

61.T: [...] What is a parallel? In Greek? Parallel?

62.S11: MMapariniog<parallel>

63.T: Mapaiiniog < parallel>.

Code Mode Direction Speaker Stage Frequency | Function Register
L2 to L1 label IRF
quest and
Greek
confirmation E, G Talk E>G>G T: Elicit Main 18 e Comprehension | Instructional
S: Respond | Teaching check
T: Feedback e L1 term
reinforcement

By asking for a term which is then repeated thus confirmed the teacher checks for
comprehension and at the same time she reinforces L1 term. Feedback in this event is

highly appreciated as it confirms a student’s respond.

1.3 L1 to L2 label quest and English term confirmation
Fewer were the times when the teacher requested the English term, students responded
and then she provided feedback by repeating the term.

Extract 1.3: L1 to L2 label quest and English term repetition
Lesson C

133T:[...]Kéaostopoag < Beavep . In English?
134 Some students: beaver
135. T: A beaver.

Code Mode Direction Speaker Stage Frequency | Function Register
L1 to L2 label
quest and IRF
English term
confirmation === | GSESE T: Elicit Main 4 eL2term | Instructional
S: Respond Teaching learning/
T: Feedback reinforce-
ment

The function here is similar to the one mentioned in the previous event but here the
reinforcement falls on the English term. L2 learning cannot be ignored since despite the

fact that a student has replied to the teacher’s quest it is possible that not everyone
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knows ‘beaver’ in English. Therefore by repeating the word she promotes L2 term

learning.

1.4 Multimodal label quests

Looking at label quests it was observed that Nicky would occasionally use gestures and
miming in order to label an item without having to ask “How do we say it in Greek/
English”. Though this is not a very common practice it cannot be neglected as it

indicates how multimodality participates in meaning making.

Extract 1.4: Multimodal label quest
Lesson F

21.T: Ex exports, imports? Exports, importhé makes a movement with her hand
showing in and oQt
22.541: ggaymyeg sewoaymyés < exports, imports>

23. T: Bravo!

Code | Mode Direction | Speaker/IRF Stage Frequency| Function Register
Multimodal
label quest

E,G | Talk, T:Elicit[gesture] | Main 5 oLl term Instructional

gesture | E>G>E S: Respond Teaching learning
T: Feedback e To reinforce
understanding

In the example above, had she not used miming she would have less chances of getting
the Greek equivalent. This is also an event that highlights the need of teachers to be
actors in order to stimulate students into the lesson.

The above described events are four types of label quests that occurred in the GEO

video recorded lessons.

2. Greek brainstorming
These are occasions when the teacher asked her students to remember Greek terms
previously learnt. It acted as a way of revision for terms already known to the students

which seemed though to be forgotten. In the extract below, the teacher asked her
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students to name the climates in Greek because when she asked them about the climates
of Canada they could not provide an answer.

Extract 2: Greek brainstorming
Lesson A

87. T:[...] what types of climates are there?

[...]

99.<let’s remember the kinds of climates in Greek, OK? What kinds of climates do
you know in Greek?>

100T: Meooyswoko kAhipa. <Mediterranean climate>

101S20: Qkeavero<Oceanic>.

102T: Qkeavero <Oceanic>.

103S21: Tpomko<tropical>.

104T: Tpomwkoé <tropical>.

105S22: HreypoTiké<continental>

106 T: Hrepmtko <continental>

107S23: Apkriko<arctic>

108T: Apktiko. To Aowdv, TOpa va to ypayovpe. Aowov! Apktikd. T simate
petd; ... Tpomkod. Mecoyerokd, Qkedvewo <arctic. So, let's write them. So!
Arctic. What did you say then?...Tropical. Mediterranean, Oceanic>.

109S24: HreypoTiké<continental>

110T: Hrewpotwko <continental> Anything else? Greg?

111Greg: Epnuko <arid>

112T: Epnuké... <arid>, Lina

113Lina: Evkpato <temperate>.

Code | Mode Direction | Speaker/IRF Stage Frequency| Function Register
Greek
brainstorming
E, G | Talk E>G T: Elicit Main 7 e L1 term Instructional
S: Respond Teaching revision
T: Feedback

Though all of the terms in the example above were already known to the students, the
teacher thought that revising them would help students remember and then say in

English. So there was a shift from the English lesson into Greek for that reason.

3. Greek Gloss in English text
Another monomodal bilingual event is the occasion where the teacher provides the
Greek equivalent of an English term when that is presented for the first time but this

time the mode is not talk but writing. Interestingly though the Greek word is there (in
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brackets) they never read it aloud as they do with the rest of the text. In her interview
Nicky was asked about this practice and she said that using this kind of glossary is
much more practical than what she previously used to do which was to provide a
glossary at the end of the handout or the text. This way, students see the word, read it,
associate it with the English term and go on ensuring thus a nonstop flow. Moreover, as
she has been teaching these students English for a few years now, she knows the
vocabulary they know so this is how she decided which words to gloss. Though label
quests described above would work on the reverse direction this is not the case here. It
is always a written English term being ‘glossed’ in Greek and never the other way
around. The reverse direction only occurs orally (see extract 15).
Extract 3: Greek gloss in English text
Lesson A

37. T: Bravo! The climatic zones of Canada. Some of the plants and the animals that

we can find in Canada. SOME PRODUCTS OF CANADA

(on the slide appears “Some of the plants and animals of each climatic zone”, “Some
products gpoidévra) of Canada).

Picture 4.5: Another example of a Greek gloss in the English text

Code Mode Direction Speaker/IRF Stage Frequency Function Register
Greek
gloss in — — - - - -
English E G writing E>G>E T:Initiates/ Main 7 * Reinforcing Instructional
text Informs Teaching understanding

The function here is not to actually learn a term but to reinforce understanding of an

unknown word in a text without interrupting the lesson flow. Ignoring unknown words
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would cause confusion to students and lack of understanding will then lead to students

not participating.

4. Bilingual teacher talk about text

The teacher also used the two languages to explain longer utterances or to mediate the
text. This event is labelled as Bilingual teacher talk about the text where the teacher
gives Feedback (F) to a student’s response by using Greek to explain the English text.
Looking at direction it is clear that the teacher moves from English to Greek but Greek
is used to explain the English text therefore a representation of this kind E>G[E]

indicates how English is explained by using Greek.

Extract 4: Bilingual teacher talk about text

Lesson A
58. Class: IT IS BORDERED BY THE USA TO THE SOUTH.
59. T:Modake pov avtodg €ival aképa évag Gilog TPOTOS Yo vo. TOVNE OTL
cvvopevel, evtager, <My children, this is another way to say that it borders, OK?>
“It is bordered by the USAM pmopodpue va modpe < or we can say> “It borders the
USA to the south”’ghe changes the sentence by crossing out the Jet@3

Code Mode Direction Speaker/IRF| Stage Frequency| Function Register
Bilingual
teacher
talk E G Writing E>G[E] T:Initiates/ Main 1 ¢ Reinforcing Instructional
about the talk Informs Teaching understanding
text o Text mediation

This talk around the English text serves as a mediator, explaining a sentence and at the

same time it reinforces students’ understanding.

5. Greek switchfor classroom management

When the teacher wanted to draw attention to students’ behaviour in order to maintain a
smooth lesson flow or when she gave instructions she used the mother tongue marking
that what is now said is off the topic of geography. In her interview when asked to

assign functions to L1 one of those was classroom management, therefore she is
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obviously very aware of its use for this purpose. Instructions for the purpose of this

study are also classified as classroom management as in extract 5.1.

Extract 5.1: Greek switch for classroom management (instructions)

Lesson A

129. T: Bravo, Arid climatePe mowdakia pov, cog ékave kaké to Iacya, gayate
TOAM] @A0OVVE VORIC®. Aowov YAVKA pov, mapetre To. mpdypoto cog poli cac,
OKOUTE pg, aKOUTE pe. Oa ocvveyicovpe 00 €6 TOV peivape Ty endpevn eopa. Oa
napete poli 60 TOVS YAPTES GO KUl TO TOPTPOAL0 GOC, YIO VO U1 ydvovpe @pa

petd, vo to divovpe ava. Baite tov athovra péca oto mopteéio < Oh my
children, | think Easter holidays didn’'t do you good. | think you ate too much. So, take
your things with you, listen to me, listen to me. We’'ll continue from here next time.
You'll take with you your maps and portfolios so we won't lose time later>.

Extract 5.2: Greek switch for classroom management

Lesson G

206. T: It's Canberra. Where is my handout? OK....(She finds her handout and resumes
reading but notices that her students are a bit nervdi$le GOLDEN WATTLE...
Aowév, otom, otom, 6ton. BAémere pe. Log kave switch off(makes a move with her
hand) Eemhdote ot0 Opavio cog pérpr va o nwave. Ilécte, yolopdoTe.
®avracteite mov 0o Kieicovv Ta oyoieia 0o mate oTNV MOPOAia, VO OYOPACETE
naymTo, ice-skatingeto my mall. Otav, avté yivetar pe T cvpgovia 6T, 6TV TO
EeKvovue, EVVOM CEKIVOUUE, OLOPOPETIKG YOAVETE TO OLIAEIUNE 60G. XAAUPOOTE. ...

[Maveo ko ocvveygilovpe 60 TOPUKALD, pe amw6ivTy cofapotnta. < SO, stop, stop,

stop. Look at me! I'll switch you off, lie on your desk until | say up. Lie, relax. Imagine
that when the schools close you'll go to the beach, buy an ice-cream, ice-skating at the
mall. Only if you agree that when | say we start, | mean we start otherwise you lose
your break. Relax... Up and we continue please being absolutely serious>...

Code | Mode | Direction Speaker/IRF | Stage Frequency| Function Register
Greek switch
for
classroom G, E Talk E>G T:Initiates Any 67 e Classroom Regulative
management management
e To give
instructions

In extract 5.2 Greek is used to manage the class which seems to be rather irrelevant to
the lesson. Interestingly the teacher uses loan words (switch off, my mall, ice skating)
with which the students are familiar. In this same extract both codes are used thus there
is a move from English to Greek and classroom management is within the regulative

register.
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6. Codeswitch request

In most of the occasions when the students wanted to use Greek they first requested it
before actually using Greek. In one of the after lesson talks and in the interview the
teacher explained that this is an agreement made between her and the students in order
to handle the two languages. This request was always made when a student wanted to
reply to a teacher’s question but could not do it in English. In any other case they would

turn to Greek without asking.

In the extract below the teacher initiates a question in turn 3 then the student responds
but then another student initiates, teacher responds and students responds forming thus a
kind of embedded pattern. The student requests a codeswitch the teacher allows it and

continues by repeating the student’s utterance in the same language.

Extract 6: Codeswitch request

Lesson B

. T: Ok, we talked about Canada. What did we talk about? [...]

. S30: About location.

. T: Bravo! The location of Canada. Where Canada is. About the location of

Canada, bravo! Where is Canada?

6. Rene: We talked about the climatic zones.

7. T: Bravo Rene! We talked about the climatic zones.

8. Lina: Where is Canada.

9. T: Where Canada is. Yes, the location.

10.S31: Can | speak in Greek?

11.T: Yes, you can.

12.S31: Menoweg ydpes aireg suvopever <Which countries it borders>.

13.T: Mapafo. Me moweg yopes ailes cuvvopevelr, <bravo. Which countries it
borders> so we talk about? Where it is. The location. Bravo. So, and we stopped,
yes Lina?

g b~ w
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Code Mode Direction Speaker/IRF Stage Frequency| Function Register
Codeswitch
request

G, E Talk E>G T Main 7 e TO Regulative
S: R/E lesson/ answer a
T:R? Any question
SR
T F

She explained to me that it is more important to her to see all of her students
participating even if it is in Greek (especially the weaker ones). In the beginning of the
year and before actually starting to use the CLIL approach she told her class that she
would like them to use as much English as possible but when she sees that a student has
difficulties expressing ideas in English she allows the use of Greek. Interestingly she
also noted that with students whose English skills are higher she insists on using

English just because she knows that they can manage.

7. Greek framing of Greek only explanation and Greek only explanation

This is another event vital to be included in this analysis because it indicates another
instance when L1 is used. When something new and relatively difficult is to be taught
the teacher used Greek for longer utterances to make sure that everybody understands.
In extract 7.1 for example she tried to carry out the discussion in Greek but saw that her
students were not following so she moved to Greek. When she was about to do so, she
either said “A parenthesis in Greek” as in extract 7.1, or “We shall talk a bit in Greek
now” as in extract 7.2 making the linguistic choices obvious to the students. In extract
7.2 the turn to Greek was made to explain the importance of the lakes and not because
the students could not do it in English. Framing is important as it indicates that there is a
conscious use of L1. This event is followed by another event that of ‘Greek only
explanation’. The framing belongs to the regulative register whereas the explanation in

the instructional one.
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Extract 7.1: Greek framing of Greek only explanatiorand Greek only explanation
Lesson E
81. T: This group says they live here and hetee(shows the two points on the map to

the class). Why?
82. Lina: "Exgl Mpdvio kai fropnyavicg < there are ports and industries there>
83. T: IMapévleon ota elinvikd. AKoVTE pE, 605 PpOTO® OV Lovv oL w0 TorAOL
avOpomor, Kol pov Aéte kamoreg neproyés. Ko ocog Aém ywa moro Adyo Covv ekei;
Kot pov Aéte emeron £xer modha Apavia kou ropnyovikd gpyoostacia. Opong mowdna
To Mpdvie Louis kan ta fropnyovikd kévipa civol ekel exedn aqyav ol avOpomor
ekel. Eyo ocog potd ywoti myav gkel ko Ekavay Apavio Kot lopnyovikda kEvtpa;
< a parenthesis in Greek. Listen to me, | asked you where do most people live? And you
tell me some areas. And then | ask you why do they live there? And you tell me because
there are a lot of ports and industries. But children, the ports Louis and the industrial
centres are there because there are people there. | ask you why did people go there and
made ports and industrial centres?>

Extract 7.2: Greek framing of Greek only explanation then Greek only explanation
Lesson D

28. T: The last one is the Ontario, very good! Ok, n@e! pidjcovpe Liyo Tdpa oto
EMMVIKAG, Y0 Ta gTOpEvO AMyo AenTd vo ovinTicovpe KATL. Aowtdv PAEmETE €000,

Andy; Avtég €6 madid, sival ToAD SdeNpES 6€ 6A0 TOV KOGRO, Ko AEyovTan oL

peydieg Apves. Otav melg «pueydreg Mpves», apéoms AL 6TO0 PVOAO 60V peydreg

AMpveg Tov Kavadda <Now we’re going to talk in Greek for the next fewnoies, to
discuss something. So you see here, Andy? These here my children are very famous in
the entire world and they are called the great lakes. When you say great lakes,
immediately your mind goes to the great lakes of Canada>. The great lakes of Canada.
Opog, givar avtég ov Aipveg, €ivar mapa moAv onpovrikés ywo tov Koavada.
Mmnopeite vo oKe@TeiTE Y100 OO0 AOY0 €Ivol ONUOVTIKES GVTES OL AMPVES Yo TN

yopo; <but these lakes are very important for Canada. Can you think a reason why
these lakes are so important for the country?>

Greek Code Mode Direction Speaker/IRF | Stage Frequency Function Register
framing of
Greek only
explanation E, G Talk E>G T:Framing an Main 4 e To introduce Regulative
and Greek initiation lesson Greek explanation
only phase
explanation e L1 learning Instructional
¢ Reinforcing
understanding

In her interview Nicky noted the importance she gives on content as well as the need to
ensure that her students understand basic concepts around an issue of geography. In the

above examples the teacher realised that her students do not understand key issues and
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she turned to Greek to attain understanding. What followed above was an explanation in

Greek and a discussion on the importance of the Great Lakes of Canada.

7.3. Greek only explanation (no framing)

On ten occasions the teacher explained an issue in Greek without the usual framing as in
the above examples. This might be due to the instant need for the teacher to explain
something in Greek and because of the quick lesson flow she did not frame it. It is
interesting to note that half of these instances occurred during the last lesson which
lasted 80 minutes.

Extract 7.3: Greek only explanation (no framing)

Lesson G

132T: Oh sorry, sorry. Alps Australian Alp@j Apls <Not>. Alps.Aowrov tarddxio
pov, ovtd 10 mpaypo To Covoeimope, Omov VmAPyEL peydin opoceipd...
AerTovpyEl MG EPMOOL0 TOV GTUNATA TOVG VYPOVS GVEROVS TOV PEPVOLY PBpoyn)
(kaver kivnon pe to yépra) Ku £Tor N mepoy peTd to Pouvd, Rene...givan
cuviiBmg Enpfp <My children, we said this before... where there Wgmountain
range it acts as a barrier stopping the wet winds that bringstagwing the move)
and so the area beyond the mountains... Rerstudent is talkingis usually dry>.
Ok? Now. We don’t have to lose more time. Where do you find the tropical
rainforest? Where do you find it? Quickfghe shows a studer@}ay there, tell me.

Greek only Code Mode Direction Speaker Stage Frequency | Function Register
explanation
(no framing) IRF
GE Talk, E>G T:Informs Main 10 e L1 learning Instructional
Gesture lesson (or revision)
(optional)

In the extract above the teacher moves from English to Greek in order to remind
students of something that was previously learnt. She also used a gesture but that is not

always the case in Greek only explanations.

8. Code reminder

As explained above the teacher turned to Greek to explain some difficult for the

students concepts to understand. She indicated to the class that they would use Greek
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for a bit but interestingly a student tried to answer in English. She then went on

reminding him that Greek was allowed so the student carried on in Greek.

Extract 8: Code reminder
Lesson D

29.S10: ... they are...

30.T: Louis pov meg t0 6t0 eAAvikd. Muhodpe, Tdpa 0o pidjcovpe Aiyo cta
eAMvika gimope o Tig AMipveg <Louis, you may say it in Greek. We're talking,
now we’ll talk a bit in Greek about the lakes>.

31.Louis: Motilovvetnv apdcvon kK oty VépeVen <they water, in irrigation and
water supply>

32.T: Mo wpaia, apa pNGLHOTOLOVY TO VEPG TOV MUVAV Yo va ToTilovy Ta
YOPAPLE. TOVS Kol TO OO TOVG KO Y10 TOGLHO VEPOD, KOl Y10, TV VOPELoT)|
tovg <Very good, so they use the water of the lakes to water their fields and
animals water supply>

Code Mode | Direction | Speaker/IRF Stage Frequency Function Register
Code
reminder
G, E Talk E>G S: Responds Main 2 ¢ To remind the Regulative
T: Feedback/ Initiates | lesson code
S: Respond e To make
T: Feedback communication
easier

By doing so, the teacher indicated the code to be used and thus made it easier for the

student to provide an answer.

9. Codeswitch permission

Similar but yet different is this event where the teacher allowed the students to provide
an answer in Greek if they preferred. Interestingly the student replied in English though
permission to use Greek was granted. The teacher might have done that in order to
reinforce participation in the lesson by getting the students to answer the question even

if that was in Greek.
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Extract 9: Codeswitch permission
Lesson A

73. T: Tropical zone. Mropsitaa to nteite oto EAAnvika, av 1o Qopdoete <you
may say them in Greek if you remember them>
74. S15: Temperate zone.

Code Mode | Direction | Speaker/IRF| Stage Frequency| Function Register
Codeswitch
permission G, E Talk E>G>E T: Initiates | Main 1 e To get an
S: Respond | lesson answer Regulative
 To reinforce
participation

This indicates that even if the teacher allowed the use of L1 students would insist on L2
as long as they know the answer.

10. Admonitions

When the teacher wanted to admonish a student she used Greek and in her interview she

explained that it is easier and more useful to use the mother tongue for such a purpose.

Extract 10: Admonition
Lesson C

151. T: Bravo! Canada has got many prairies. So, it produces vmebtl Na dovpe
Andy moceg popéc Bu T® ofuepa To 6GVOpd 6ov Kol To Ovopa tov Louis <Andy!
Let’s see Andy how many times am | going to say your name and that of Louis today>!

Admonition Code | Mode | Direction | Speaker/IRF| Stage Frequency| Function Register

G,E | Talk E>G T: Initiates Main 17 e To admonish Regulative
lesson

Through the use of L1 the teacher makes sure that her admonishment will be effective.

11. Students’ procedural questions

Though most of the teacher’'s questions in English were answered in English by the

students their questions regarding the procedure of the lesson or to clarify something
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were asked in Greek and the teacher would reply either in Greek or in English. In some

cases she combined her reply with a gesture.

Extract 11: Students’ procedural questions
Lesson G
77.T: Bravo! And the AlpsJ...]. Find the Australian Alps and raise your hands
please. Where are the Australian Alps?
78.S10: Kvpiatt cehida; <Mrs, what page?>
79.T: Fifty eight... five, eight ¢he writes the numbers with a movement of her
finger). Fifty eight.

Code | Mode Direction | Speaker/IRF | Stage| Frequency Function Register
Students’
procedural | G, E Talk and| E>G>E T: Initiates Main 36 e Procedural Regulative
questions gesture S: Initiates lesson check
(optional) T: Responds

These questions initiated by the students were necessary in order to carry out an activity
or to follow a teacher’'s request. A possible explanation as to why the students used
Greek in these occasions could be the fact that a procedural question is not actually
regarding the lesson itself therefore the change in code might indicate a shift from the

lesson; moving from the instructional to the regulative register.

12. Students’ comprehension checks and comments

In some other cases the students would ask a question regarding the lesson using L1 in
order to ensure that a term or a concept is understood. She would normally reply in

English (as in extract 12.1) or using a gesture (as in extract 12.2).

Extract 12.1: Students’ comprehension checks and comments
Lesson G
153. Evripides: To wattle i eivar; <What is ‘wattle’éeferring to the tre€)

154. T: 1 will show you...[...]

Extract 12.2

Lesson G

129S25: Kvpig civan “Alps” mov to Aépg; <Mrs, it's called “Alps’>?
130. T: (she nods*Yes”)
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Students’ Code Mode Direction Speaker/IRF | Stage Frequency| Function Register
comprehension

checks and G E Talk and| G>E S: Initiates | Main 32 « Ensure Instructional
comments gesture T: Responds | lesson understanding
(optional) e Check

comprehension

Asking or commenting to achieve comprehension appears to be an important part for

the students and thus the use of Greek becomes necessary.

13. Greek facilitation of English task

By walking around during individual seat work the teacher helped the students and
whenever she saw someone finding difficulties completing the exercises she used Greek
to explain and assist when she would realise that the student could not do it alone. In the
extract below the students were individually working on a handout (in English) and the
teacher felt that some needed further assistance with it and made a switch to Greek to

facilitate task completion.

Extract 13: Greek facilitation of English task

Lesson G

183. T: The prime meridian. Find the prime meridian and go 149 degreesskast (
makes the same movement to the righdhgitude and latitude..(turns and talks to a
student, LinaNax, o ienuepvég, m6co kato mpénel va mog topo,;. Ifyowve. Kopny;

35 poipeg, préners €0m, mov givar ov 35 poipeg; Ilov otapatovv or 35 poipeg; Ed6®.

Kol otov tp®dTto wonuepivé noéco npémer vo nag, [l6co npémel vo mog avaToMKA;

Agg kol okéyov, 149, apa <Yes, the equator, how far down do you have to go now?
Hey? 35 degrees, do you see here? Where are the 35 degrees? Where do the 35 degree:
stop? Here. And on the Prime Meridian how far do you have to go? How far to the east?
See and think, 149, so> and it's ... Canbgi®he then turns to another studeAtjée

pov TOS 1o £Kaveg, mpoia! < Show me how you did it, goodgthen she goes to
another student)Aci&e pov mog to Ppikeg <show me how did you find it>. Thirty

five degrees south, yes, bravo! Bra#ila kato. Ele kato éter <Move down. Move
further down>.

184. Louis: Eivan nNKaprépa; < Is it Canberra?>

185.T: Bravo!
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Code Mode Direction Speaker/IRF Stage Frequency| Function Register
Greek
Licgﬁgtl:gﬂ G E Writing | E>G>E Task: Initiates | Main 6 o Activity Regulative
task talk T: lesson completion
Responds/Initiat| activities e Ensure
es understandi
S:Responds (by ng
doing)
T: Feedback

In the above extract it is the task that initiates a response by the teacher who in turn
initiates an action (completing the exercise) by the student. She then gives feedback,

which could be optional, and confirms the action performed by the student.

14. Greek gloss of English words

These are instances similar to the bilingual event above (3. Greek gloss of English text)
though here glossing is done via talk. There is no glossary written next to the word or
sentence but the teacher said the equivalent in Greek. The main purpose served here is

to achieve L1 learning but at the same time it reinforces understanding.
Extract 14: Greek gloss of English words
Lesson A

87: Bravo! MediterraneanMecoysioké khipa < Mediterranean climateXWe have
only one type of climate

Greek Code Mode Direction Speaker Stage Frequency | Function Register
gloss of
English IRF
words
G E Talk E>G>E T: Initiates | Main 18 ¢ L1 teaching Instructional
lesson e To ensure
understanding

The teacher is thus observed glossing words which were either new to students and had

to be learnt or were already familiar to students but was considered useful to be repeated

in Greek.
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15. English gloss of Greek words

Similar but with a reverse direction is the event presented here. It refers to occasions
when the teacher provided the English term for a Greek word. This kind of glossing was

not very common but still present in the data.

Extract 15: English gloss of Greek words
Lesson B

83. T: medkog, <pine tree> yes a pine tree. A pine tree, wha? els

Code Mode Direction Speaker Stage Frequency | Function Register
English
gloss of IRF
Greek
words G E Talk G>E T: Initiates | Main 5 e L2 term Instructiona
lesson teaching | |
e L2 term
revision

It could also be that the English gloss is already known but the students cannot recall at

that time and therefore she revises by glossing.

16. Unmarked Codeswitching

As explained in the literature review, codeswitching refers to the occasions where the
two languages are used together in order to achieve communication and where there is

no indexicality (as in other events) we refer to unmarked codeswitching (Scotton 1993).

Extract 16.1: Unmarked Codeswitching (instructional register)
Lesson B

48. T: 1 don’'t know you will tell me.ghe is in one group and they are discussing)
cipoote mpog epnuiko. Ilowo civor to epnuikd ekei mdvo < we are towards arid.
Which is the arid up there?>

Extract 16.2: Unmarked Codeswitching (regulative register)
Lesson B

63. T: Intercontinental, ok. No, it says that it's the maple tlagiéel 6ov 6t givar To

maple treealrhd o€ cov Aéel mov va to Ppers. < It tells you that it's the maple tree
butit doesn’t tell you where you find it>
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Code | Mode | Direction Speaker/IRF | Stage| Function Frequency | Register
Unmarked
Codeswitching  ["GE [ Takk | E>G>E | T:Initiates | Main |  To allow 5 Instructional/
lesson communication regulative
during the lesson

In extract 16.1 we understand that the teacher moves in and out of the two languages in
order to help students decide on the climates in Canada without having to translate

every single word in the other language and thus ensuring an easier lesson flow.

17. Instant translation

Unlike unmarked codeswitching above where there is no immediate translation of a
sentence, instant translation refers to all those instances where a word or a clause is
translated into the other language. It is teacher talk that needs to be ‘transferred’ so as to

ensure understanding as well as allow participation, just like codeswitching.

Extract 17: Instant translation
Lesson B

59. T: So where can we find this plaiA®tq v nedrada; < this plain?>Are there
flowers in the plain?

Code Mode | Direction | Speaker/IRF| Stage Function Frequency | Register
I nstant
Translation == =7k [ E>sG>E| T initates | Man | s Toensure 6 Instructional
lesson understanding
e L1 learning

Though this is not a practice frequently used by Nicky it serves as a tool for

understanding or perhaps L1 term learning.

18. Greek switch for real life examples

In a few cases the teacher referred to examples from life to reinforce understanding. In
the extract below she reminded students of a film which she had mentioned in previous

lessons in an attempt to remind them of ‘prairies of wheat'.
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Extract 18: Greek switch for real life examples
Lesson B

93. T: No! A prairie... moveag gima Yo To pikpo6 orwiti 6to Mfast < | told you
about the film Little house on the prairie!>

94. S50: TnXavrv; <Heidi?>

95. T: Oy, n Xdwrv, n Xdwrv sivar otig Almelg <Not Heidi, Heidi was in the

Alps>.

Greek Code | Mode | Direction| Speaker/IRF| Stage Function Frequency] Register
switch for
real life — - -
G,E | Talk E>G T: Initiates Main lesson e To make 5 Instructional

examples )

S: Responds reference

T: Feedback to real life

e Torevise

Making these kinds of references is more appealing to students especially here where

the reference is to a movie, creating interest among students.

19. Greek for off topic requests/talk

When the students wanted to request or talk about something which was outside the

lesson they would use Greek marking this shift from the lesson.

Extract 19: Greek for off topic requests/talk

Lesson E

106. T: Bravo! THERE IS WATER THEREsSlH{e ticks the phrayé&/ery good! And

another reason! Because? There is another country nearby. Ok.

107.S21: Kvpig <Mrs?>

108T: Non wrandaxia pov;

109 Lefkios: Namam va ckovricom ™) potn pov < Mrs, May | go out and blow my
noe?>

110. T: Nm < Yes>

Greek for off | Code Mode | Direction Speaker/IRF | Stage Function Frequency] Register

topic

requests/ talk | —=—= Tak | E>G S: Initiates | Main lesson | o To request| 7 Regulative
T: Responds something

The use of L1 is intentional on behalf of the student recognising thus the role of L2 as

the language of instruction and L1 as the more intimate language.
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20. Bilingual Teacher Paraphrasing (BTP)

A move between the two languages was marked when the teacher wanted to explain
something that was important for the students to understand. Initially she would try to

do it in English but would then turn to Greek to ensure that everybody understands.

Extract 20: BTP
Lesson G

201T: [...] Australians take tree days very seriously, ok?

202S44: Ty, my,<What, what>?

203T: They take tree days.... Mépapv £ivol aQlepOpEVES 6Ta dEVTPA, TIC
naipvouvv ToAL cofapd mardrd, EmELSN Yo va emMPLOGEL 1| YO PO TOVG ypELaleTan
molla dévtpa <Days which are dedicated to trees are taken very seriously children,
because for their country to survive the need a lot of trees>.

204 S45: Kvpro.donradn £govv efdopdda tov dévrpov; <Mrs, so they have week for
thetrees>?

205. T: Nou <yes>.

Code Mode | Direction Speaker/IRF | Stage Function Frequency] Register
BTP
G,E Talk E>G T: Initiates Main e To ensure 2 Instructional
S: Responds/ | lesson understanding
Initiates
T: Responds

In this extract it is obvious that the students did not understand what the teacher was
explaining in English so she had to turn to Greek to explain it and to confirm

comprehension. BTP could also be made around a text for the same purposes.

Multimodal events

Parallel to the use of two different linguistic codes the teacher was also observed using a
variety of modes to achieve learning. This was observed during the pilot study and it
proved to be an alternative to the use of the mother tongue therefore it would be
interesting to further analyse it in the larger- scale research project. Undoubtedly
modality plays a significant role in today’s technologically and intellectually different

classrooms. Students nowadays need stimuli that would assist their learning beyond the
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linguistic level. Gestures, pictures, miming are now part of a lesson enhancing and
reinforcing learning. CLIL lessons are places where these practices are more than
welcomed since most of the materials used are from different sources and where the
learning of the subject is combined with the use of a foreign language therefore there is
a greater need to use additional means to aid learning. In the case of geography, Nicky
uses a variety of pictures to reinforce learning avoiding thus the use of the mother
tongue. When for example she wanted to teach vegetation in Canada she used the
pictures and the same applied when talking about the animals. This is particularly
helpful because it creates the image in the students’ mind without having to refer to the
term in the mother tongue though at times this is also important in order to achieve
learning. Teachers become actors engaging every possible mean to achieve learning.
Research in this area, as discussed in the literature review chapter, has advanced and
now indicates that other means take active part in mean making and communication in
the classroom. Vignettes from lessons observed will be used here to indicate

multimodality and its role.

Pictures

Pictures are a very useful tool in the hands of educators as they assist mean making and
enhance teaching. In the teaching of a subject through the CLIL approach, teachers are
encouraged to use a plethora of pictures mainly from the internet to make learning more
interesting and intriguing for the students. Nicky has been using CLIL in geography for
some years now therefore she has managed to collect all the necessary materials that can

make her teaching easier both for her and her students.
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Nicky was asked about the use of pictures in her lessons and whether that is a practice
regularly applied by Geography teachers. She explained that in the new geography
curriculum pictures have a very central role but in the classroom where geography is
taught in the mother tongue a teacher would not use so many pictures because it would
not be necessary. But in the case of CLIL teaching, pictures help a lot because they both
create visuals and save time because sometimes when you go about explaining
something in English using long utterances you end up confusing and ‘losing’ students
in the effort to communicate in the foreign language something that would not happen if
the same thing was explained in the mother tongue. She gave as an example the case
with the Australian Alps and their role in blocking the air and rain from the ocean. Had
she found a clip on the internet explaining this process, she would not have to use Greek
to explain this phenomenon. “In the teaching of CLIL internet is my best friend” she
noted. Therefore pictures have the potential to substitute translation. The pictures below

indicate the roles of pictures in the geography lessons.

Pictures 4.6 and 4.7: Canada: a coniferous forest and a prairie of wheat
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Pictures 4.8 and 4.9: Canada: Vegetation and animals in the climates of Canada

Picture 4.10: Talking about the Canadian multicultural society

Pictures 4.11 and 4.12: Australia: Vegetation and products
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Picture 4.13

Picture 4.14

Pictures 4.13 and 4.14: Australia: vegetation and climates and the difference in seasons

Code | Mode Direction | Speaker/IRF Stage| Function Frequency] Register
Pictures
and E,G | Tak n/a T Initiating Main | e Reinforcing All lessons | instructional
cards pictures lesson understanding

e L2 learning

Because it would have been difficult to count the occasions pictures were used (since
they were constantly used in these lessons) frequency here indicates the number of

lessons where pictures are encountered.
Gestures and miming
Using gestures and miming to express the meaning of a word or of an expression is a

common practice among teachers and it becomes such an indispensible part of the
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lesson that sometimes only an ‘outsider’ can spot them. During the video recordings it
was made clear that gestures and miming do play a role in successful CLIL teaching. In
an effort to minimise mother tongue use the geography teacher often expressed items
using her hands. These tools, as with the case of pictures have the ability of transferring
meaning to students’ mind without actually uttering the word. The pictures below
illustrate how gestures and miming ‘backup’ teaching and thus meaning making. These
vignettes are indicative of the gestures used in class. Due to the fact that gestures were
frequently used during the lessons not all of them can be shown here. Gestures and
miming was not only used in the instructional register but also in the regulative. Pictures

4.15 and 4.16 below belong to the regulative whereas the rest are instructional.

Picture 4.15: “Think of one sentence” Picture 4.16: “You can work in pairs”
Code Mode Direction Speaker/IRF | Stage Function Frequency| Register
Gestures
E, G Talk n/a T: Initiating Main ¢ Reinforcing 22 Regulative
gesture lesson understanding
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Picture 4.17:*What did we talk about [...]Remember”

s Picture 4.18:“Does Canada export [...] or import”

Picture 4.19:“Canada’s industrial development”
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Picture 4.20: “Canada has a high industrial development”

Picture 4.21: “Look at the winds, they’re coming...”

Code Mode Direction Speaker/IRF | Stage Function Frequency| Register
Gestures
E, G Talk, nfa T: Initiating Main ¢ Reinforcing 19 Instructional
gesture lesson understanding

Pictures 4.18 — 4.21 are examples of the instructional use of gestures thus indicating

their importance in understanding the lesson content.

A table which includes all events occurring in the Geography lesson summarises the

preceding analysis.
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Table 4.1: Bilingual events in CLIL Geography lessen

about the text

eText mediation

Code | Mode Direction | Speaker/IRF Stage Frequency Function Register
L2 to L1 label E,G | Tak E>G T: Elicit Main 3 e Comprehension Instructional
guest S: Respond Teaching check
el 1 term learning
L2 to L1 label E,G | Tak E>G>G | T: Elicit Main 18 e Comprehension Instructional
guest and Greek S: Respond Teaching check
confirmation T: Feedback ol1term
reinforcement

L1to L2 label E,G | Talk G>E>E | T: Elicit Main 4 e[ 2 term learning and Instructional
guest and S: Respond Teaching reinforcement
English term T: Feedback
confirmation
Multimodal E, G | Talk, E>G>E T:Elicit[gesture] | Main 5 eTo label Instructional
label quest gesture S: Respond Teaching eTo reinforce

T: Feedback understanding
Greek E, G| Talk E>G T: Elicit Main 7 eL1 term revision Instructional
brainstorming S: Respond Teaching

T: Feedback
Greekglossin | E, G | Writing | E>G>E | T: Initiates/ Main 7 eReinforcing Instructional
English text Informs Teaching understanding
Bilingual E, G | Writing | E>G[E] T:Initiates/ Main 1 eReinforcing Instructional
teacher talk Talk Informs Teaching understanding
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Greek switch for | G, E | Talk E>G T:Initiates Any 67 eClassroom Regulative
classroom management
management eT0 give instructions
Codeswitch G, E | Talk E>G T4 Main 7 eTo answer a question Regulative
request S: R/F lesson/
T:R? Any
S: R
T F
Greek framing E,G | Talk E>G T:Framing an Main 4 eTo introduce Greek | Regulative
of Greek only initiation lesson explanation phase
explanation and e L1 learning Instructional
Greek only eReinforcing
explanation understanding
Greek only G,E | Tal, E>G T:Informs Main 10 o1 learning (or Instructional
explanation (no Gesture lesson revision)
framing) (optional)
Code reminder | G, E | Talk E>G S: Responds Main 2 e¢To remind the code
T:Feedback/ lesson eTO make Regulative
Initiates communication
S: Respond easier
T: Feedback
Codeswitch G, E | Talk E>G>E T: Initiates Main 1 eTO0 get an answer
permission S: Respond lesson oTo reinforce Regulative

participation
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Admonition G, E | Talk E>G T: Initiates Main 17 eTo admonish Regulative
lesson

Students’ G,E | Talkand | E>XG>E | T: Initiates Main 36 eProcedural check Regulative
procedural gesture S: Initiates lesson
guestions (optional) T: Responds
Students’ G,E | Talkand | G>E S: Initiates Main 32 eEnsure Instructional
comprehension gesture T: Responds lesson understanding
checks/ (optional) eCheck
comments comprehension
Greek G, E | Writing | E>G>E | Task:Initiates Main 6 eActivity completion | Regulative
facilitation of Talk T: lesson eEnsure
English task Responds/Initiatesactivities understanding

S:Responds  (by

doing)

T: Feedback
Greek gloss of | G, E | Talk E>G>E | T: Initiates Main 18 oL 1 teaching Instructional
English words lesson eTO ensure

understanding

English gloss of | G, E | Talk G>E T: Initiates Main 5 e[ 2 term teaching Instructional
Greek words lesson el 2 term revision
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Unmarked G, E| Talk E>G>E| T: Initiates Main 5 To allow Instructional/
Codeswitching lesson communication regulative
during the lesson
Instant G, E| Talk E>G>E| T: Initiates Main 6 To allow Instructional
Translation lesson communication
To ensure
understanding
Greek switch for | G, E| Talk E>G T: Initiates Main 5 To make reference | Instructional
real life S: Responds lesson to real life
examples T: Feedback To revise
Greek for off G Talk G S: Initiates Main 7 To request Regulative
topic requests T: Responds lesson something
BTP G,E | Talk E>G T: Initiates Main 2 To ensure Instructional
S: Responds/ lesson understanding
Initiates
T: Responds
Pictures and E, G | Talk, n/a T: Initiating Main All Reinforcing instructional
cards pictures lesson lessons| understanding
L2 learning
Gestures E, G | Talk, n/a T: Initiating Main 22 Reinforcing Regulative
gesture lesson understanding
Gestures E, G | Talk, n/a T: Initiating Main 19 Reinforcing Instructional
gesture lesson understanding
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4.4 Further insights from the Geography teacher’s interview

As described in the previous chapter | conducted a semi-structured interview with the
teacher in order to have a more complete idea of her views and opinions regarding CLIL
geography teaching. Because reference has already been made to most of the teacher’s
replies when analysing bilingual events, not all questions will be analysed here but
those who are immediately connected to the use of the mother tongue as explained by

Nicky and the more general ones.

When asked whether she thinks pictures sometimes substitute translation she replied
positively but she stressed the importance of translation by saying that the translation is
not done merely to check understanding but also to achieve parallel learning of terms in
the mother tongue which led to the next question as to what is to be taught in Greek.
There is a basic vocabulary that should be learnt in Greek, she said, and she feels that
she will be unfair towards her students if she neglects it. For example, she continued,
during an activity given to students at the end of her first year implementing CLIL when
she was very ‘passionate and warm’ her students asked her what is ‘red sea’ in Greek
which made her realise that it is not only about using L2 during CLIL; there’s also the

content that needs to be learnt in L1.

Asked about her opinion on the use of the mother tongue in the CLIL lesson Nicky
indicated that Greek is a good ally but at the same time there should be a balance which
then again is difficult to maintain. A teacher may plan to carry out a lesson totally in
English, she continued, but upon the start of the lesson she realises that the students are
lost therefore the plan immediately changes, as in the case of this class, which was a six
grade implementing CLIL in geography for the first time. She does not think that using

Greek deprives any of its value as a CLIL lesson. She is convinced that her students
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have learnt a lot of vocabulary know how to complete activities and can even write

sentences even if those have some mistakes.

The last part of the interview dealt with issues of multimodality where the teacher was
asked about alternative approaches to the use of Greek. Parallel to the use of pictures
she included paraphrasing and body language. She explained that though she is aware of
the use of gestures it is something that comes unconsciously after years of teaching
experience. These practices assist her teaching and make comprehension easier. Finally
assessing whether her teaching aims are achieved she explained that as far as
vocabulary and content are concerned, yes they are achieved. She is only disappointed
because her students cannot express spontaneously in the target language. But then
again they have only been taught through CLIL only for a year thus their progress is

quite good.

4.5 Student questionnaires

After the end of the last video recording a short anonymous questionnaire was given to
the students asking them various questions regarding CLIL. Because this is a small pool
of data numbers are preferred instead of percentages as the total number of students is

22.

The first question asked students whether they like Geography and CLIL geography
teaching. Eight students declared their dislike towards geography and seven of those
said that they do not like Geography being taught through CLIL. Only one of them likes
CLIL geography despite her dislike towards Geography. The main reason was that they
have difficulties understanding the lesson in English and some also said that the reason

is their dislike towards English or Geography. Those who like the CLIL approach
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explained that this is because they have the chance to learn new words (Geography
related) in English (eleven students) and others because they like to practise their
English. When asked what in particular they like and were provided several options to
choose from the majority of the students indicated this same reason: That they learn
new words (eighteen out of twenty two students). Another reason is the fact that the
lesson is different from how it is usually done (twelve out of twenty two) and they also
like the fact that the book is not so much used (nine out of twenty two). Only four
students said that they like it because English is used instead of Greek. This suggests
that the value of CLIL for students relates to technical vocabulary (eighteen responses)

and novelty (twelve responses) than to using English per se (four responses).

As far as the use of languages on behalf of the teacher is concerned, thirteen students
said that she uses more English than Greek and nine said that she uses both languages
the same. Seven students replied ‘yes’ in the question on whether they face difficulties
when the teacher uses English but only four of them explained it. The reply was the
same for these four students: they have difficulties because they do not (always)
understand what the teacher says. According to students the teacher always tries to
explain whatever they do not understand mainly by saying it in Greek (nineteen out of
twenty two) which is also their preferred way. Another method used is to explain it
using more words in English (eight out of twenty two) or to make gestures and
movements (six out of twenty two). Only three students said that she uses pictures
though from the video recording it was made clear that pictures are often used. This
suggests that from the students’ perspective the use of Greek is the main and preferred
means of explanation when they have difficulties understanding. In other words they

recognize the value of bilingual events.
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On the question about when they use English the vast majority (eighteen out of twenty
two) replied that they use English when they want to answer a teacher’s question, nine
said that they use English to answer to a book’s question (or handout). Only four
students use English to ask the teacher something or when they are group working and
this was also made obvious from the video recordings. Few were the students that were
heard using English during a group work activity. Even fewer (three out of twenty two)
were the students who would use English to request something from the teacher. Six
students noted that they have difficulties using English mainly because they do not
speak English very well or because the words are difficult. A book in English would
help them use the language more was the reply of eight students and some mentioned
the use of pictures. The final question asked students to indicate what they do when they
cannot say something in English. AlImost everybody (twenty one out of twenty two)
uses Greek in such cases. Five students ask a classmate for help, two students try to
explain it in more words, or use a gesture or show a picture or even say something else.
Only two of the students would not say anything in such a case indicating that almost
everybody will try and take part in the lesson even if that is relied on the use of the

mother tongue.

The data from the questionnaires is secondary data to the video recordings and the
teacher interview not because students’ opinions are not valued but because the primary
concern in this research work is to observe and analyse the occasions that L1 is used in
a CLIL lesson. Nevertheless they provide a valuable insight to students’ beliefs and
opinions. Specifically they acknowledge the role of L1 as a helping tool when they do

not understand or when they cannot express something in English.
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4.6 Conclusion

In this chapter the Geography lessons were identified and analysed using the analytical
framework and extracts from the transcribed lessons. Analytical boxes were used to
refer to all aspects of a bilingual event and a final table exemplify all of the events
gathered together. Though a discussion of the findings will not occur now, twenty seven
bilingual and/ or multimodal events have been identified with label quests and glossing
being some of the most dominant. These events will in turn be categorised into four

groups in the final chapter.

Multimodality was also discussed indicating with lesson vignettes the role it plays in the
CLIL lesson. The next chapter will be a similar analysis of the Home Economics
lessons in attempt to map out the bilingual events used there to enable an overall

discussion of the two subjects in the final chapter.
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CHAPTER 5: RESEARCH ANALYSIS- HOME ECONOMICS

5.1 Introduction

This chapter will form the analysis of the video recorded Home Economics lessons
focusing on the occasions when the two languages are used i.e. bilingual events. Four
eighty-minute lessons were recorded over a period of a month. HE lessons are assigned
two teaching periods but the students are divided into two groups and when Group A is
having Home Economics, Group B has Design Technology. Therefore it takes two
weeks for the whole class to be taught the same unit. It is not always the case that there
IS going to be a recipe for every unit taught and in these lessons a recipe was carried out
for fish but not for meat. During the analysis insights from the teacher’s interview will

be added in an attempt to fully explain events occurring during her lesson.

Pat is a University of Cyprus graduate of the department of Primary Education and she
holds a postgraduate degree from the University of Birmingham in the field of
Educational Management. She has a special interest in languages and she is very fluent
in English. She has been teaching for thirteen years and she has been both a class
teacher as well as a subject teacher (English, Art and Home Economics). She was
introduced to the CLIL approach when she attended a course in Finland where she even
got the chance to observe lessons at Finnish schools. She also attended a course in Spain
and a series of seminars in Cyprus. She chose to apply the approach in HE because she
feels that it is a subject with lots of potential. Translating her exact words Pat said that
the recipes, the process of working in a kitchen, the result and the food, were a way to
tempt her students into using English. As for the preparation of a CLIL lesson Pat feels
that it now much easier than it used to be because now she has a resource bank and she

is already familiar with the vocabulary. She uses the internet a lot and she likes to
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watch recipes carried out in English to see how they are presented and to note the

vocabulary used which she has to learn before actually teaching it to students.

The Ministry’s curriculum for Home Economics includes all the chapters of the Greek
HE textbook. Not all chapters are related to food and cooking but it includes chapters on
health and safety as well as fabrics, cloths and sewing creations. The teacher needs to
cover all chapters with no exception but can definitely make alterations to recipes. Pat
noted that she does not do the recipes in the book but finds others to replace them. The
only chapter not fully covered, she added, was the chapter with sewing techniques. She
does not choose which chapters she will teach using the CLIL approach but prepares all
her lessons for it. Nevertheless the book is not used regularly but it depends on the
abilities and needs of each group. She usually uses it, she said, for activities and for the
students to have contact with it as well as with the Greek terms parallel to the English
terms. They would also use the Greek book with English vocabulary in some cases (see

Appendix 14).

At the beginning of the year with new students she starts with CLIL showers spending
twenty per cent of her lesson using English and gradually the percentage rises. She is
also aware of the fact that the Greek terms need to be mentioned as there are students
who do not even know them in Greek and because the content needs to be learnt in the
mother tongue. In her lesson plans she indicates what is to be taught in English and
what in Greek but in her interview she explained that it is not always followed as
students’ needs may lead her to a different practice, she said that lesson plans indicate a
path but that can change. The lesson plan is not imposed but guides the teacher.
Nevertheless she cannot assign ‘duties’ to each language i.e Greek to admonish, English

to teach because her groups are so different that she cannot behave exactly the same
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with all of them. This is not the case for assessment as she uses English for that purpose.
She gives them short multiple choice or matching activities tests and at the same time

she carries out a daily oral assessment at the end of every lesson.

The HE lessons are not carried out in the students’ every day classroom but in the
equipped HE room. This classroom is a combination of a kitchen and a classroom.
There are cupboards, basin and cooker and all the utensils needed to carry out recipes
and there are also 4 round tables for students to sit in groups during the lesson. As
shown by the pictures below it is a classroom full of pictures and word banks, it is both
Home Economics and CLIL friendly as there are pictures and words in English. When
asked about the decoration of the classroom and the materials, Pat emphasized the
importance she gives to it. She likes her classrooms to be beautifully decorated as she
believes they help the student not only with the use of English but Greek as well. Even
when she used to teach first graders and she was the class teacher, her classroom was
again rich in resources. But with this new approach, visuals acquire a new role, that of
supporting this novelty that creates security to students. She likes to intrigue her
students. By looking at these pictures day in day out they will learn it and she feels that

it works. The room gets decorated at the beginning of the year though in the past she
used to do it gradually. She would wait to first teach the chapter and then present it on
the walls. But because now her materials are already ready she makes them available on
boards and walls. “At the beginning | explained to them that what they have in front of
them are ‘word banks’; just like a bank has money in it, these banks contain words”.
She also believes that they create a sense of security to her students because they

provide immediate access to vocabulary previously learnt.
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Though the lessons on the same unit have the same teaching aims, this does not mean
that the lessons will be identical. The teacher was observed adapting to her students’
needs in every lesson. Therefore lessons are different both as far as language is
concerned as well as content. In her interview she explained that she cannot go on using
English when she sees that her students do not understand thus do not follow. Therefore

her lesson is adjusted to her students needs.

The next section of this chapter is brief description of the lessons that were video
recorded followed by a section on the analysis of the bilingual events as those are

observed in these lessons.

Pictures from the HE classroom

Picture 5.1: The classroom door Picture 5.2: The door of the small storage room
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Picture 5.3

Picture 5.5

118



Picture 5.6

Pictures 5.3-5.6: Word banks on the walls and boards of the HE clsassroom.

119



5.2 Lesson descriptions

5.2.1 Week 1

Fish: Group A

This first week of Home Economics video recordings was parallel to that of Geography;

it was scheduled for the first week of May. The procedure followed to introduce myself

as a researcher was the same as in the case of Geography. | explained to students my
role and my research focus making it clear that their performance was not one of my
aims. As explained earlier not all the class has a HE lesson every week because it is
divided into two groups, one in HE and one in Design and Technology alternating every
week. Within the HE classroom the students sat on round tables forming 3 groups of 3-4
people. My introduction was done before the class was divided into two groups so that

everybody was informed beforehand.

The lesson started with the teacher’s request for a quick revision of what was talked
about until that day. The students mentioned eggs and their nutritional values as well as
ways of cooking and how to distinguish fresh from stale eggs. The teacher reminded
them of the food group that they belong to together with other food in the same group
such as nuts, pulses, fish and meat. They also rapidly talked about vegetables and
named some of them. The discussion on that day’s topic, fish, was initiated by a picture
of an Eskimo and a question about his nutritional habits. Though ‘Eskimo’ is not the
term currently used (Inuit) it is the one most familiar to students. She explained that
these people live on fish because there is no other source of food in their natural habitat
and she underlined the importance of eating fish and how research has shown that these
people would hardly ever suffer from heart attacks. On the question ‘where can we get

fish from?’ the students answer fish market, supermarket and fishing which led to the
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next issue which was how do people fish. Pictures were again given to students with
people fishing and the groups had to name the ways of fishing. They talked about
fishing rods, spear guns, fishing with nets and the fish farms where fish is fed and bred.
On this issue Pat explained that there are manmade lakes where fish is kept but there are
also lakes which are embedded within the sea or a natural lake where again fish is bred.
Then followed a very interesting and fun activity during which students had to go
fishing using a toy fishing rod. The teacher used a box where plastic fish had pictures
stuck on them which students had to fish and then label. The students seemed to enjoy
this activity and it was also a fun way to teach and thus learn the names of various fish.
The teacher then invited students to tell her ways of cooking fish and students
mentioned grilled, fried, boiled and roasted. They were also asked about fish and
shellfish and explained their difference. They talked about the forms in which we can
get fish at the supermarket which are frozen, fresh, canned and smoked. Using pictures
the teacher asked students to label them on the board. Then moving to the more
practical aspect Pat gave the class the ingredients of a recipe and asked them to write the
procedure and then present it in class in order to choose the recipe that would be
followed. Three different recipes were suggested those of a tuna salad, a tuna sandwich
and a toasted tuna sandwich. They initially decided to carry out all three of them but due
to lack of time they made tuna sandwiches. Each group went in turn to the kitchen and
made sandwiches for its members. It is important to note here that as far as language is
concerned English prevailed during that process and Greek was only occasionally used

and not for any long utterances.
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5.2.2 Week 2

Fish: Group B

In week 2 it was group B’s turn and so the lesson aim was to teach fish. It started with a
revision of what was discussed during the year but because the teacher realized that her
students are not responding she turned it into Greek so that everybody could participate.
They talked about the food group with nuts, meat and fish and underlined their
nutritional value. In order to introduce fish she followed the same procedure as in the
previous week and gave students the same picture of an Eskimo (Inuit). Discussing the
food they eat the teacher explained in Greek what the research has shown regarding
their eating habits and how the heart is healthy because of this. She then asked the class
to name any fish they knew in Greek and the book was used to write as many fish and
shellfish names they knew. She also explained to them their differences and why they
are called shellfish. Then the teacher attempted to initiate a discussion in English
regarding ways of catching fish but because the class was not responding she used
Greek again and only gave the terms (fishing rod, nets, spear guns etc) in English. Once
that was finished she tried to revise it in English and asked them where we can buy fish
from. The second activity is the same game that Group A students played the previous
week, fishing. Students went fishing using a toy fishing rod and pictures of fish. They
labeled them and put them on the board. During this process Pat reminded them of the
difference between fish and shellfish once again. The Greek book was used for another
activity where students had to name the forms in which we can get fish at the
supermarket. Five pictures in the book had to be labeled in English but were also
explained in Greek (Appendix 14). The use of the book continued when the teacher

asked a student to read from it some ways of checking whether the fish we are about to
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buy is fresh or stale. This procedure was only discussed in Greek and it was something
not mentioned with students of Group A. Pat then provided her class with the
ingredients of that day’s recipe and asked them to write the procedure either in English
or in Greek. One of the groups was then invited to read their suggested method but
because that was incomplete the teacher helped them and they made a tuna sandwich for
all the class. The teacher then attempted to revise what was discussed in that day’'s
lesson and the students answered all her questions (name fish and shellfish, kinds of fish

and fishing methods) in English until the bell rang and the class was dismissed.

Comparing the two lessons on the same subject it is clear that the lessons are very
different as far as language is concerned. Because the teacher knows that this group’s
English skills and perhaps subject skills are not very advanced she used the mother
tongue to carry out her lesson. If she insisted on the use of English most of the students
would be excluded from the discussion as they would not be able to follow. The teacher
was aware of this and in the informal chat at the end of the lesson she explained to me
that this group is a low-ability group as there is a couple of special education students
and a foreign student who had recently joined the class. She suggested mixing these
students with students of Group A for the next lesson as this might help the class

function better.
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5.2.3 Week 3

Meat: Group A

Week 3 is group A’s turn to attend HE but this time group A is differently formed. The
teacher mixed students from both groups in order to have mixed ability groups and not a
strong and a weak one. This day’s lesson would focus on meat and the teacher starts in
English by inviting students to stand up and take a step showing them in this way how
important our muscles are for our body. She also asked them if they knew how many
muscles we use when we smile and when we frown and students also named some of
our muscles. Talking about the nutrient that is essential for muscles students mentioned
proteins and the teacher replied with a follow up question regarding the food group that
contains proteins. In this way meat was introduced in a different way than the traditional
teaching of stating right from the beginning what the lesson is going to be about. Pat
also explained that meat contains iron and vitamin B and gave students a handout where
students had to read some statements and decide which nutrient is the one responsible
for that for example healthy skin, prevention of infections, body grow etc. At this point
the teacher talked about a real life example by explaining how lack of iron in her body
causes low energy levels as well as anemia and that was done in Greek so that
everybody understood the importance of these nutrients. When asked whether we
should eat meat or not students replied in English expressing their opinions and the
issue of high cholesterol was mentioned. The teacher explained in Greek what exactly
that is and the lesson moved on with a more practical activity. Pat showed the class the
stains caused on a piece of paper by a thin slice of lountza (meat used in sandwiches in
Cyprus) and asked them what that was. They all said that it was fat and understood that

though fat might not be directly visible it is still within meat. The class was then invited
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to form a sentence about something good and something bad regarding meat followed
by the question “How many times should we eat meat?” Once students expressed their
opinions they moved on to the discussion of ways of cooking meat and the teacher put
pictures of these on the board and asked students to write the name under the picture.
Then they were asked to make happy or sad faces about ways of cooking implying
healthy and unhealthy ways and thus forming a list on the board with two columns,

healthy and unhealthy.

The discussion then went on with the students giving names of animals and the teacher
put pictures on the board that they had to write the name. Then she made two columns
one for ‘animals’ and one for ‘names of meat’. Under the column animals she put the
card with the name of the animal and she invited students to choose the name of the
meat among those she had on the board. She also showed a picture of a cow indicating
with colours the various parts it has. Because she realized that her students could not
comprehend how bacon, pork and ham all come from the pig she explained that in
Greek. Two new lists were then made: healthy and unhealthy meat thus leading the
discussion to red and white meat. Students were then invited to go close to the computer
in order to watch two clips in English from CNN and CBS on two reports about meat.
One of the reports was saying that meat is related to cancer and the other one that if we
do not eat meat we lose our muscles. The word ‘moderation’ was mentioned in the clip
and the teacher felt the need to explain to class this word and made reference to the
American food pyramid discussed in previous lessons. They also watched another clip
in English which showed the idea that some environmentalists have about how eating
meat harms our environment. This had to do with greenhouse gases emitted by animals.

The lesson ended with the teacher asking her students to prepare a poster at home

125



related to that day’s discussion on meat and it could be anything: red and white meat,

healthy and unhealthy ways of cooking etc.

5.2.4 Week 4

Meat: Group B

This is the last lesson recorded. It is group B’s turn and the subject is ‘meat’. This
lesson was not carried out in the HE classroom but the other classroom (where they
have all their other lessons) because the HE classroom had technicians working in there.
The teacher also informed me that students may look tired and a bit sleepy because they
were all at the school’s final celebration the previous night. The lesson started with one
of the clips shown to group A and then the class discussed the dangers of eating red
meat and especially processed food. Then followed the second clip on the benefits of
eating meat and they referred to the proteins contained in meat and how they help us
grow and build muscles. Some students mentioned cases with members of their families
who do not eat meat and the teacher added that meat also contains vitamin B and iron
which are also very important nutrients. The teacher then asked students to name some
animals whose meat we eat followed by meat names. In the lesson with group A the
teacher used pictures and cards to talk about these but this time not. Pat then asked her
students to divide meat into red and white explaining that white meat is healthier than
red meat. Analyzing the effects of eating big quantities of red meat the teacher
explained how the level of cholesterol in the blood rises and how this raises the danger
of a heart attack at the same time. She reminded the class of the food pyramid and asked
students to remember on which level of the pyramid is red and white meat placed and
how many times we should include it in our diet. Soon afterwards students were asked

to name ways of cooking meat as well as forms in which we can find meat such as
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frozen, smoked and canned. The activity that was done towards the end of the previous
lesson was repeated here. Pat gave students a blank paper and they had to draw and
colour something related with the issues discussed during the lesson. But before actually
starting to draw the teacher did a short revision of everything discussed, helping in this
way the students get ideas on what to draw. Some students suggested working in a
group but the teacher explained that she would like everyone to get involved. While
doing the activity the teacher walked around the class and observed students working
and helped them whenever requested. When almost all students were finished she
decided to show them one more clip (which they had seen in the past) where a lady was
preparing marinated grilled chicken on skewers with tzantziki sauce (a Greek traditional

dip made with yoghurt).

In her interview Pat said that she does not regularly give homework for Home
Economics and if she does, that would be to find pictures or bring real life items like

when she asked them to bring cereals they like.

Once lessons have been described as to their content, an analysis of the use of the two
languages will follow in order to examine the practices used in CLIL Home Economics
lessons. The final section of this chapter will look at students’ questionnaires shedding

light on their opinions and feelings towards CLIL HE lessons.
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5.3 Bilingual Events

As the primary focus of this research project is the use of the two languages in the CLIL
context in Cyprus, this chapter will now turn to instances where the two languages are
interchanged. The criteria for analysis will be the same as in the case of Geography
namely code, mode, direction, speaker in relation to the IRF pattern, lesson stage
function as well as register (regulative or instructional). Additionally a column will
indicate their frequency in an attempt to indicate which bilingual events are most
common. ‘Frequency’ states the number of occasions that these events occur during the

four video recorded lessons.

1. Label quests

CLIL geography lessons seemed to be rich in label quests. In the case of HE it is also a
relatively common practice for the teacher to ask students for a Greek equivalent of an

English term. Four types of bilingual events are present in these lessons.

1.1 L2 to L1 label quest

In these instances the teacher asks for the Greek term for an English word. In these
cases the teacher initiates (I) and the students respond (R). Interestingly the teacher
instead of asking “what does X mean?” she uses a mixing of the codes andasks *

givan 10” X <What's> X?

The requests usually refer to previously known vocabulary therefore there is no real
vocabulary item learning but rather a revision though L1 learning could not be

dismissed.
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Extract 1.1: L2 to L1 label quest
Lesson D

162. T: [...] What's a heart attack?
163. Class:Kapdwukd, kapdwoxi tpocsfoin <heart attack, heart attack>.
164. T: So, cholesterol, heart attacks. Just write alleltksvn.

Code | Mode | Direction| Speaker/IRF| Stage Function Frequency| Register
L2to
L1l label | G, E Talk E>G>E T: Elicit Main e Llterm 4 Instructional
quest S: Respond | Teaching revision
T: Feedback o L1
learning

The fact that this event only occured four times indicates that this is not a particularly

frequent event.

1.2 L1 to L2 label quest

Another label quest but this time with a different direction occurred once when the
teacher asked her students to provide the English term for a Greek word. This was an
attempt to remind her students of the word ‘can’ (canned food) and she relates it to the

modal ‘can’.

Extract 1.2: L1 to L2 label quest
Lesson B

356. T: H A&En ‘pmopd’ ota ayyhkd T givay, <which is the word ‘can’ in English?>
357. S123: Can.
358. T: Apa; <s0?>

Code | Mode | Direction| Speaker/IRF| Stage Function Frequency| Register
L1 to
L2 G E | Tak | G>E T: Elicit Main e |2 word 1 Instructional
label S: Respond | Teaching reminder
quest

Though this only occurred once, similar occasions followed by repetition of the word

are more frequent as we shall see later.
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1.3 L2 to L1 label quest and Greek term confirmation

These are the occasions when the teacher asks students to give her the Greek term and
she confirms that by repeating it. Therefore she Initiates (I) a quest, the students
Respond (R) and the teacher gives Feedback (F). It is interesting to note here that the

quests are made in a codemixed manner as in the extract shown below:

Extract 1.3: L2 to L1 Label quest and Greek term repetition
Lesson B:

40.T: They help us to growm onpaiver <What does they help us to grow
mean?>RalfMm?

41.Ralf: Na peyordoovpe. <To grow>

42.T: No, peyoldoovpe, mold 606td <to grow, very good>.

Code | Mode Direction | Speaker/IRF | Stage Function Frequency| Register
L2toLl
label quest G, E | Talk GE>G T: Elicit Main e Llterm 34 Instructional
and Greek S: Respond | Teaching learning
term T: Feedback e L2term
confirmation revising

By repeating the words or phrases the teacher ensures that everybody understands and at
the same time the term is revised. This is one of the most frequent events observed in

the HE Lessons while this is not the case for its counterpart (analysed below).

1.4 L1 to L2 label quest and English term confirmation

These label quests are different from the ones mentioned above in the sense that the
teacher confirms the English term right after the student’s reply. The speaker and IRF

pattern are the same as above and the function is to revise vocabulary previously taught.

Extract 1.4: L1 to L2 label quest and English term confirmation
Lesson B:

60.S14: T'oloktokopkda <dairy products>

61.T: Ok, do you remember the English word? Da...?

62.S15: Dairy products.

63. T: Dairy products.
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Code Mode | Direction Speaker/IRF | Stage Function Frequency| Register
L1toL2
label quest G E Talk G> E>E T: Initiate Main e L2 term 12 instructional
and English S: Respond | Teaching revising
term T: Feedback
confirmation

Again, by repeating the word she provides feedback to students on their response she

makes a quick revision of the English term previously learnt.

2.1 Codeswitch request

This event refers to the occasions when the students ask for the teacher’s permission to
codeswitch in order to answer a question made in English, therefore the student
Responds by Initiating another question followed by a Response on behalf of the
teacher and then a Response on behalf of the student. Pat noted that she is not strict with
the use of a language either Greek or English because her effort is to try and use as
much English as she can herself and allows students to express themselves in any
language they wish. They have not made an agreement as to use a specific request like
in the case of GEO where students would ask “Can | speak in Greek?” therefore
students in HE would just use Greek without any request. It is interesting indeed to note

that the request to use Greek is in Greek and not in English as it was in GEO.

Extract 2.1: Codeswitch request
Lesson B
73. T: Very good! In Russia. Yes? We can find Eskimos. ei#helse? Russia,
Finland... [...] Now, why, what’s so important about these people? Why do you think
I’'m showing you these people? Can you guess?
[...]
78.David: Nomimjeo EAlvika; <Shall | speak in Greek?>
79.T: Xp, piha 6wog 0éhers. <HmM, speak as you like
80.David: Agv £xovv moALG, OwGQOpPO TPAYHATA YO VO TPAVE KAl TPAOVE
neprocotepo yapr. <They haven't got many different things to eat and they
mainly eat fish>

Code Mode Direction Speaker/IRF | Stage Function Frequency] Register
Codeswitch
request E, G Talk E>G T: Initiate Main e To answer 1 Regulative
S: Respond/ | Teaching a question
Initiate®
T: Respond
S: Respond
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The fact that the student feels that he needs to request permission to codeswitch
indicates his awareness of L2 language use. Nevertheless, his participation, even if that

is in Greek is welcomed.

2.2. Teacher codeswitch permission

This event refers to the occasions when the teacher allows students to use Greek in
order to answer to a question though the students do not request to codeswitch. It is a
teacher’s effort to get a reply even if that is in Greek. She would initially try and obtain

an answer in English but when she sees that there is nothing she goes for Greek.

Extract 2.2: Teacher codeswitch permission

Lesson D:

25. T: [...] why do you think is good to eat meat, according to this lady? What did she
say?Ilcite pov to eMAnvikd av 0élete. Av kataldPate <say it in Greek if you want.

If you understood?>

Code Mode | Direction Speaker/IRF | Stage Function Frequency| Register
Teacher
codeswitch | E, G Talk E>G T: Initiate Main e Togetan 9 Regulative
permission Teaching answer
e To reinforce
participation

This event emphasises again the teacher’'s need to include all of her students in the

learning/ teaching process even if that equals to the use of Greek.

2.3. Code reminder

A not very common event but very similar to the one above was that of a code request
when the teacher requested from the students to use a specific code. In the case of the
extract shown below the teacher asked the student to use English. An explanation could
be the fact that she knew the abilities of this student so she believed she could ‘push’

her as far as language is concerned.
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Extract 2.3: Code reminder
Lesson D:
314T: [...] What about you, Colin?
315Caoalin: o kavo <I'll do>...
316.T: Can you please say that in English? Because you are correct.
317 Colin: I'll make a person.
318T: Ok. A person who's saying?
319Colin: To... give an advice.
320.T: Ok, that's good, so you give an advice.

Code Mode | Direction | Speaker/IRF Stage Function Frequency| Register
Code
reminder | E, G Tak | E>G>E T:Initiatds Main eTo use L2 6 Regulative
S: Respont lesson when
T:Initiateg activities | student’s
S: Respont English
T: Feedback skills are
known

The teacher asked in English, an indication that the desirable answer would be in the

same language and when she did not get that reply she explicitly requested it.

3. Framing of Greek only explanation

Though this, as explained in the analysis of Geography is not a bilingual event, it is
worth mentioning as it is a marked movement from English into Greek in order to
explain something that needs to be understood by everyone. Pat, just like Nicky marks
this movement either by saying “a parenthesis” (extract 3.1) or “let me tell you

something in Greek” (extract 3.2).

Extract 3.1: Framing of Greek only explanation
Lesson B:

91. T: Fish. Ok? They live on fishing, they eat fish. And why am | showing you these
people? Because there’'s been research...mopévletyve ma  épeove |[...]
<parenthesis, [...]>.

Extract 3.2: Framing of Greek only explanation
Lesson C:

101. T: Very good! And anemia. So No. 60¢ m® Kdmwown Tpdypnoto 6To. EAANVIKAG.
[...] <Let me tell you some things in Greek. [...]>.
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Code Mode Direction | Speaker/IRF | Stage Function Frequency] Register

Framing of
Greekonly | E, G Talk E>G T: Initiate Main e To introduce 4 Regulative
explanation Teaching Greek

explanation
e To reinforce
understanding

But it was not always the case that a Greek only explanation was framed. This is made
clear if we look at the frequency column of this event and of the one coming next. There
were twenty five occasions where there was a Greek only explanation but only four of

those were previously framed.
4. Greek only explanation

On several occasions the teacher used solely Greek to explain a term or something
important for the lesson that she needed her students to understand and learn. Though
this is not a bilingual event it is included in the analysis because it provides one of the
functions of the use of the mother tongue in the CLIL lesson: to learn the content. In
lessons with a group of relatively weak students Greek only explanations had a

dominant role something that the teacher is aware of.

Extract 4: Greek only explanation

Lesson B:

111. T: Xp 11, vou pv pov e ovopota yopltav. OLm va pov mEg tog T
Eegyopilearg; Avta sivan yapro, avtd givar Baracowvd. Tv épares cav Paociko
yopoktnpetiko; < Hm... so do not tell me the names of fish. | want you to tell me
how you distinguish them? These are fish, these are shellfish? What did you put as a
basic feature?>

[...]

118. Rea: Tawyapua £xovv Aéma molhd <Fish have got lots of flakes>.

119. S32: ’Eyxovvatepvywo <they have fins>.

120. T: IItepoyrwa, Aéma, ovpd, éxovv péco omovovikn otiin. Ta Oorocoivd
éxovv; Tv égovv; Aev §govv péca emovovikn otiin ko givor...; <Fins, flakes,
tail, they have a spine. Do the shellfish have one? What do they have? They haven't
got a spine inside and they are....?>
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Code | Mode | Direction Speaker Stage | Function Frequency | Register

Greek only
explanation IRF
G, E Talk E>G T: Initiates | Main e Toteach 25 Instructional
S: Respond | lesson content
T: Feedback e To support
weak
students

These events are important for the successful completion of the lesson as they are the

teacher’s attempts to cover her students’ needs.

5. Admonitions

Admonishment of students is done in Greek. In her interview Pat noted that for some
reason though it is easier to use English when she gets angry at home but at school she

uses Greek.

Extract 5: Admonitions

Lesson B:
38. T: They give us proteins. Very good! Why do we need proteins? They help us
for what? They help us for what? They help us for what fish... sorry éQgs?
<no>, proteins?T Tig 0éhovpe TS TPOTEIVES...; Eival mohd kol avti | @daon.
INati @aiverar... mov ftav To pooid pog kopie Tim 1060 Kopod. AvTé cival
KoAO ko ywo péva...kor kopie Ralf. Twti ov weprocéteporl cipaote €60 Kol
neppévoops ™V Opa wov 0o @ape. (the teacher is upset because there is no
significant participation on behalf of the studerstyvhat do we need proteins for...?
This is very good. Because | can see... where your mind was all this time Mr Tim.
This is good for me too.... Mr Ralf. Because most of us are here just waiting for the
time to eas.

Code | Mode | Direction Speaker Stage Function Frequency | Register
Admonitions
IRF
E,G | Talk E>G T: Initiates | Main e TO 8 Regulative
Teaching admonish

This practice is exactly the same as in the GEO lessons indicating the value of the
mother tongue for such purposes. This also applies to classroom management as we

shall see below.
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6. Greek switch for classroom management / instructions

Though she tries to manage the classroom in English, it was many times the case that
she needed to use Greek in order to achieve it. Greek being the mother tongue has better
results both for admonitions as well as classroom management. She also used Greek

together with English to give instructions. An example of each will be shown below.

Extract 6.1: Greek switch for classroom management
Lesson B

518. T: It is too much she says to students who prepares the sandw)ches

[.]

522. T: Mnopeite va Eekivijeete va @ate. [...]<you may start eating. [...]

Extract 6.2: Greek switch for classroom management (instructions)
Lesson B:

246. T: Lobster. Find the word lobsteshe says to Lings Oy, oy ekei <no, not
there> (She says to Tim who goes to stick the fish on the boardBd2k,pov to
6TV GAAN TALVPa otov drho wivaxka. ‘Ela, Aiyo ypiyopa <put in on the other side
on the other board. Come on a bit fast>

Code | Mode | Direction Speaker/IRF | Stage Function Frequency | Register
Greek switch
for classroom | E, G | Talk E>G T: Initiates Main ¢ To manage the 75 Regulative
management Teaching classroom

e To ensure a smooth
lesson

e Togive
instructions

These events highlight again how the Greek language successfully fulfills specific

functions.

7. Greek facilitation of English task

The teacher and the students used Greek to try and carry out a task assigned by the
teacher. In her effort to explain the task, Pat used Greek to help her students. In these
instances, especially when working with Group B which was a rather weak group of

students she assisted her students in Greek. At one occasion Pat asked her students to
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use the Greek book but to complete the exercise in English and she was using Greek to

hdp them carry it out.

Extract 7: Greek facilitation of English task
Lesson D
293T: Very good! Ok, now. What | want from you now is to make a poster...you can
do something, do a sloga@miadn pe éva <that is with a> message, or you can
divide (she makes a movement to show the word “diyigeur page and write the
benefits and the dangers of eating meste(shows the board, where are the
information) and you write down the benefits and the dangers in your own way.
294S5111: Kvpiaey® 0o kavo pe to Colin <Mrs I'll do it with Colin>
2955112: T vakédvovpe kopia; <what should we do Mrs?>
296T: Eina va ddesete 600 Tpémovg <I told you to give two ways>.
297S111: Kvpiayivetor va kaveo pe to Colin; <Mrs can | do it with Colin?>
298T: Xav ag movue o... <Like for example ...>
299S5111: Greg <Greg>
300T: O Greg, Eekivnoe va kavel EEPpo ey® TL B kKavel ko 0o To Parer va Aégl
nw opaio kovfévra <Greg started doing what he’s doing and then he’s going to
make it say something>. Like a slogan.

Code Mode Direction | Speaker/IRF | Stage Function Frequency| Register
Greek
facilitation | E, G Talk E>G T: Initiates Main e To 7 Regulative
of English S: Respond lesson complete
task T: Feedback | activities a task

Using Greek here, it becomes easier for the students to understand what needs to be

done.

8. Bilingual Teacher Paraphrasing

BTP will refer to those occasions where the teacher uses both languages to explain
something moving from the one to the other. These are efforts to explain a sentence or a

word and be sure that everybody understands.

Extract 8: Bilingual Teacher Paraphrasing
Lesson A
124T: Sea bass, sea bass... up there? I'm not so sure. But anyway you, you got the
names of fish. And that’'s very good! Now, what do they, they...what we know
for sure. They get any kind of fish that lives in an ocesmngéer; INati givan
nEPLoyES mov £xovv mkeovo, evraéer, <OK? because these are areas with an
ocean, ok?> So, and they eat a lot of a... they get seals as well.
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Code Mode Direction | Speaker/IRF | Stage Function Frequency] Register
BTP

E.G Talk E>G T: Initiates Main e Ensuring 26 Instructional
lesson understanding

The two languages used here complement one another thus leading to understanding by

al students.

9. Greek gloss of English words

During the GEO lessons the teacher was observed providing definitions and translation
of words unknown to students. The HE teacher was also often observed providing gloss
for English terms used. Glossing is different from instant translation that will be
analysed below in that glossing is usually of a single word while the second refers to
translations of longer utterances. In her interview Pat noted that she feels obliged to say
the Greek word both to teach the content and for cultural reasons. There is no pattern to
the use of this event as she does not only do it when the word is encountered for the first
time. In the following extract the word ‘sea bream’ is glossed initially in turn 207 and

then repeated again in turn 226.

Extract 9: Greek gloss of English words

Lesson A:

207. T: Ko katu ahho, og moope oov to <And something else, let's say the> sea
bream,mov givan N Towwovpa ko Ba mAfqcovps peta < which is the sea bream and
we’ll talk about it later you are going to see that when you go and eat the ones from
the fish farms, you see that they are full of fat, that’s not so good.

[..]

226. T: [...]Now, sea bream, ok? Sea bream. It's what they call it. Very good!
Toutovpa <sea bream, very good!Teurovpa. Topo va dm <sea bream, let me see>
Go on!

Code | Mode | Direction | Speaker/IRF Stage Function Frequency| Register
Greek
gloss of G,E | Tak E>G T: Initiates Main e Toteach 17 Instructional
English lesson content
words e To ensure
understanding
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What is here achieved is content teaching as well as content understanding in the

occasions where the glossing is repeated.

10. English gloss of Greek words

A similar but reverse event occurs when the teacher provides the English gloss for a
Greek term though not very frequently. The aim here is to teach the content in the
foreign language so that her students will be able to communicate using English in the

HE lesson.

Extract 10: English gloss of Greek words
Lesson B:
163. T: Yapepa<fishing> Fishing. How do we, how can we catch fish? Do you know?

[.]

415.T: H...evta&er, Eivan ‘herring’ n péyka <the... ok? It's ‘herring’>Herring, trout
1 néotpoga <the trout>. Ok? So, that's it.

Code | Mode Direction | Speaker/IRF | Stage Function Frequency Register
English
gloss of G,E | Tak G>E T: Initiates Main e Toteach 6 Instructional
Greek lesson content in
words L2
e To allow use
of content in
L2

Glossing appears to be a very important event in CLIL lessons as it achieves a variety of

purposes.

11. Instant translation

Similar to glossing is the instant translation the teacher provides. Having uttered a

sentence there are times she repeated the whole of it in the other language. This is
probably linked with her need to ensure that everybody understands what is being said
and thus everybody can take part in the lesson. These occasions should not be merely
considered as translations as they could also entail the notion of glossing. Such an

example is the extract below. Here the student asked something in Greek, the teacher
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replied in Greek and then immediately translated her answer in English providing at the
same time the word ‘net’ in English which the student did not seem to know. The

difference is that glossing refers to single words.

Extract 11: Instant translation
Lesson A:
172. T: So,... it's a tuna. What do we use to get a tuna?
[-]
175548: Mediytv; < with a net?
176T: Oy, dev eivar pe diyTv <no it’'s not with a net It's not with a net.

Code Mode Direction | Speaker/IRF Stage Function Frequency Register
I nstant
translation | G, E Talk G>G/E T: Initiates Main e To ensure 23 Instructional
S: Respond lesson understanding
T: Feedback e To allow
communication
during the
lesson
e To provide the
English
equivalent.

All three functions mentioned above are achieved through the use of instant translations

and the fact that it occurs 23 times shows that it is a relatively frequent event.

12. Unmarked codeswitching

Codeswitching as explained in the previous chapters is a term used to describe “the
alternating use of more than one linguistic code in the classroom by any of the
classroom participants” (Lin 2008:273). Unmarked codeswitching, as defined by
Scotton (1993) does not carry indexicality like the other switches between languages
described above. Here, the teacher’'s ample use of unmarked codeswitching allowed for
an easier lesson flow, helped students understand and take part in the discussion but it is
also possible that it created a feeling of security for weaker students trying at the same

time to both understand as well as participate in the lesson.
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Extract 12.1: Unmarked Codeswitching (instructional register)

Lesson A:

183. T Ok? Now, do you know the animal farms?
184 Class: Yes.
185.T: This is like avepiyo® ™ Aéén < if | remove the word> animal, what can | say?
186 Class: Fish.

187:T: Fish farm. Ok? It's a fish farm [...]

Extract 12.2 Unmarked Codeswitching (regulative register)

Lesson B:

504.T: Yes, take two table spoons and add them in the, et evratel, akopa éva,
<hey, ok, one more> ....and nowwpa <now>, not so much! A normal one. Thank
you, yes. Very good! Stop it. Now what, Linos what else do you think we need?

Unmarked
Codeswitching

Code

Mode

Direction

Speaker/IRF

Stage

Function

Frequency

Register

G E

Talk

E>G>E

T: Initiatés
S: Responds
T: Initiateg
S: Responds
T: Feedback

OR
T: Initiates
(extract 12.1)

Main
lesson

e To allow
communication

during the lesson

e To achieve
learning

43

Instructional/
Regulative

This event is teacher initiated and what follows is not always the IRF pattern described
in the extract above. It depends on what the teacher aims to achieve. The two examples

also indicate how this kind of codeswitching (unmarked) is performed in both registers.

13. Students’ procedural questions

It is true to say that almost all procedural questions by students were asked in Greek and
at the same it is also true to say that in almost all the cases the teacher replied in
English. It is essential for students to understand the procedures as well as the tasks

assigned by the teacher and this is why they use Greek. It is the native language and it is

thus the only way to ensure full understanding no matter how fluent they are in L2.

Extract 13: Students’ procedural questions
Lesson A:

337S85: Kvpia va palovpe “take two slice breadij “slices”? <Mrs shall we write
“take two slice bread” or “slices”>

338. T: Slices.

[.]
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341S86: Namovue; <Shall we say?
342.T: Yes, and next group. We are going to follow...and then we’re going to decide.

Code | Mode Direction | Speaker/IRF | Stage Function Frequency] Register
Students’
procedural E,G | Talk G>E S: Initiates Main e To check 38 Regulative
questions T: Respond lesson procedures

These questions are a key to students’ understanding of the procedures thus the use of

the mother tongue is unavoidable.

14. Students’ comprehension checks and comments

There are also instances where the students asked a question regarding content in order
to make sure that they understood. In some cases the teacher replies in English and in
some others in Greek. In other occasions the students simply added a comment

regarding comprehension.

Extract 14.1: Students’ comprehension checks and comments

Lesson D:
80.S29: Kvpia‘cows’ Aépe Tig ayehades; <Mrs ‘cows’ we call the cows?>
81.530: Nav yes>

Extract 14.2: Students’ comprehension checks and comments

Lesson C:
381S78: sivarpésa to yovpoovt, YL avto sivar pol <is it in the pig so it is pink?>
382T: I don’t know. You should go and look for this

Extract 14.3: Students’ comprehension checks and comments

Lesson B:

511T: So, this is how you make the mixture of tuMiropeite va farete péco kot
AMyo poivrovo, pmopeite vo arete péoca ko po. Kovtaid poyrovéCe. Opng
gneic og Palovpe paywvélo yworti 6g Osmpeitor vyewvip <you may add some
pasley, you may add a spoon of mayonnaise. But we don’t use mayonnaise because
it isn’t healthy>.

512S177: Oy poivravo kopia<no parsley Mrs>.

Code Mode | Direction Speaker/IRF | Stage Function Frequency Register
Students’
comprehension| E, G Talk | G>E/G S: Initiates | Main e Comprehension 21 Instructional
checks and T: Respond lesson checks
comments e Toadda
comment
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These students’ questions or comments indicate their efforts to understand the content

and the fact they are commenting on it indicates that understanding is achieved.

15. Greek switch for real life examples

During the discussion on both meat and fish the teacher and the students made
references to examples from real life using Greek. This could be due to the need to mark
that though what is now said is related to the topic discussed, there is a shift from the

lesson content into more real life instances.

Extract 15: Greek switch for real life examples
Lesson D:

53.[...] So, it helps with oxygen and energy. So, and then we’ve got proteins, proteins,
grow and vitamin B is good for our skin, hashé writes where they help)|[...]

54. S22: Kvpio 1] adep@1] LoV CTUNATIGE VO TPOEL KPEOTA EKTOG 06 KOTOTOVLO

Kol £me€6€ 0 6idNpog TG Ko cuvéyeln Corileton <Mrs, my sister stopped eating meat
except chicken and her iron is very low and she is constantly feeling dizzy>.

55.T: Akpiparc. Avtd opmg 6 cvpfaivel 6g 6L0vG, OALE APKETES POPES pmopel va.
ovoppei, <Exactly, this does not happen to everybody but it can occur severatdikfles

Code Mode Direction | Speaker/IRF | Stage Function Frequency Register
Greek
switch E, G Talk E>G S: Initiates Main e Reference to 12 Instructional
for real T: Respond lesson real life
life
examples

It is not only the students who switched to English to refer to real life examples but also

the teacher in an attempt to bring lesson content closer to everyday life.

16. Greek brainstorming

There are cases that the teacher requested students to name items or pictures in Greek
either because she was not sure whether they knew the term or because she wanted to
get them to participate in the lesson. In her interview she mentioned that it is important

for her to know that her students both know the Greek words but at the same time
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participate in the lesson. This is because some of the students, especially weaker ones

may hesitate because of English.

Extract 16: Greek brainstorming

Lesson B
93.T: [...] OK, do you know,Eépete kaBoiov yapwa, Eépete kaériov yapua;

Tpote yapr tpdta anr’ 6ia; < Do you know any fish? Do you know any fish....
First of all do you eat fish?

94. Some students: Yes, no!
95. T: No, you don't eat fish. Who doesn’t eat fish? Who eats fish? Raise your hand
for eat fish. Tpate 0| dev TpdTE Wapr, Qpaio cimo av dev TpOTE, v TPAOTE
onkaote 10 XépL 6ag. <Do you or do you not eat fish? Fine, | said if you don’t eat
fish, if you eat raise your hand> Ok, so most of you eat fish, ok? So, now what | want
from you...mmmm.A®O6TE POV NEPIKE OVORATE YUPLOV 6TA EAMVIKE, 7PV
apoyopfico napukdre. <Give me some names of fish in Greek before | go on>
96.526: Towrovpa <sea bream>

97.T: Tourovpa. I'a v omoia 0o prukieovpe. <sea bream for which we’ll talk>
98.S27: Péyka <herring>

99.T: H péyka. Qpaia! <herring. Very good!>

100. S28: Ewpiag <swordfish>

101T: Ewiag. <swordfish>

102S29: Kapyapiag <shark>

103T: Nau! Tpowg kapyapia; <Yes! Do you eat shark?

104S29: Oy <No>

Code Mode Direction | Speaker/IRF | Stage Function Frequency] Register
Greek
brainstorming | G,E Talk E>G T: Elicit Main e L1term| 6 Instructional
S: Respond Teaching learning
T: Feedback

In the extract presented below the teacher intended to ask for the names in English (turn
93) but perhaps as this is a group with weaker students she turned to Greek in order to
engage her students into the lesson and gradually lead them to the English ‘phase’. It

forms a preparation for the teaching to come.

The events presented here are instances where the two languages were used during the
four HE lessons. They all share the same mode, talk. They are events where the two

languages co-existed to achieve specific purposes. The next section turns to
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multimodality as that is presented in these lessons. Multimodality refers to all those

occasions where two or more modes interact during the lesson.

Multimodality

Since one of the focuses of this research is to look at multimodality as this appears in
CLIL lessons it cannot be left outside the analysis carried out here. Pat used additional
modes namely pictures and real life objects during her HE lessons. Due to the nature of
the subject it is easy to find pictures as well as to bring into the class real life objects as
everything is related to food. Though gestures were also discussed under multimodality
in the analysis of the GEO lessons, this is not the case in the HE lessons as gestures
were minimally used. When asked about gestures, Pat noted that she does not
extensively use gestures during her lessons. It is not a practice often employed as she
prefers pictures and hands on activities or giving them real objects. Through the pictures
she tries to reinforce understanding so that she will not have to use the Greek word
unless she sees that her students are not responding or unless she feels it is a term that
they need to know in Greek too. Vignettes from the video recorded lessons will be used

here to show how multimodality adds to the CLIL HE lesson.

Real life objects

Picture 5.7: revising food groups previously learnt and use of the food pyramid.
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In this case the teacher uses plastic food in order to allow students to actually use them
on the pyramid which is both intriguing for the students but it also reinforces

understanding of subject content. This practice was used twice, during the start of the
lesson as a pre -lesson revision of previous chapters. The teacher initiated the activity of
assigning food groups on different levels of the food pyramid. The language used was
mainly English during Lesson A with the first group while more Greek was used in

Lesson B with the second group. During Lesson C, she once again used a real object

when she used a piece of meat to show students the fat it contained.

Code Mode Direction | Speaker/IRF Stage Function Frequency| Register

Real
life E, G Talk, n/a T: Initiating Pre lesson ¢ Reinforcing 3 Instructional
objects objects revision understanding

Or e Enrich content

Main lesson| e |ntrigue

teaching students

e Revise

Pictures

The mode more extensively used was that of pictures. Both her classroom as well as her
lessons revolved around the use of pictures. Words banks were available to students at
all times and she often made reference to them but at the same time she used them as
lesson materials. Their function is to support learning of L2 by creating the visual in the
students’ minds without a direct reference to the Greek term. Pictures also have an
added value, that of making the lesson more interesting and appealing to students. HE is
a subject of secondary importance as it is not one of the main subjects of the curriculum.
The pictures below are examples of some of the occasions when pictures were used
during the video recorded lessons. The column ‘frequency’ on the chart below does not
indicate the occasions pictures were used in the lesson rather than the lessons where

they were used. This is because pictures were an indispensable part of all three lessons.
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Picture5.8: Pictures of fish and their names

Picture5.9: Picture Cards with meat and animals

Code | Mode Direction Speaker/IRF | Stage Function Frequency| Register
Pictures
and E,G | Talk, n/a T: Initiates Main ¢ Reinforcing 3 lessons instructional
cards pictures lesson understanding
e L2 learning

In another case the pictures were used to revise ways of cooking as these terms were

previously discussed when teaching other units of the curriculum.

Picture 5.10: Pictures and cards of ways of cooking meat
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Code | Mode Direction Speaker/IRF | Stage Function Frequency| Register

Pictures
and E, G Talk, n/a T: Initiates Main e L2 term revision | 3 lessons instructional
cards pictures S: Responds | lesson | e« Reinforcing

understanding

Pictures are thus seen as an important part of the HE lessons capturing students’

attention and reinforcing understanding of content.

Gestures

As mentioned earlier, gestures were not often used. One such example is the one below
where the teacher referred to ‘separate’ and used her hands to describe it. Using gestures

to ‘back up’ meaning making is an alternative to the use of the mother tongue.

Picture 5.11:*Now, do you know how do we separate these meats? Have you ever heard?”

Code Mode Direction Speaker/IRF | Stage Function Frequency| Register
Gestures
E G Talk, n/a T: Initiating Main ¢ Reinforcing occasional Instructional
gesture lesson understanding

It is thus made clear that for HE students, as was for GEO students, the main supportive
tool is the mother tongue. They consider it to be the prime instrument for meaning
making and to overcome possible difficulties and misunderstandings though at the same

time they indicate awareness as to which language should ‘prevail’ in CLIL lessons.
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Table 5.1: Bilingual events in CLIL Home Economicsdsons

Code Mode Direction | Speaker/IRF | Stage Function Frequency | Register
GE Talk E>G>E T: Elicit Main e L1 term revision Instructional
L2 to L1 label S: Respond | Teaching| e L1 learning 4
quest T: Feedback
GE Talk G>E T: Elicit Main e L2 word reminder Instructional
L1to L2 label S: Respond | Teaching 1
quest
L2to L1 label |G, E Talk GE>G T: Elicit Main e L1 term learning Instructional
guest and Greek S: Respond | Teaching| e L2 term revising 34
term T: Feedback
confirmation
L1to L2 label |G, E Talk G> E>E T: Initiate Main e L2 term revising Instructional
quest and S: Respond | Teaching 12
English term T: Feedback
confirmation
E, G Talk E>G T: Initiate Main e To answer a Regulative
. S: Respond/ | Teaching| question
C?ggj\g;(:h Initiate? 1
T: Respond
S: Respond
E, G Talk E>G T: Initiate Main e To get an answer Regulative
Teacher Teaching| e T i 9
codeswitch * To reinforce
permission pal‘tICIpatlon
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E, G Talk E>G>E T:InitiateS | Main e To use L2 when Regulative
S: Respont | lesson | student's English
Code reminder T:Initiate§ | activities | skills are known 6
S: Respond
T: Feedback
Framing of E, G Talk E>G T: Initiate Main To introduce Regulative
Teaching| Greek explanatior
Greek only To reinforce 4
explanation understanding
G, E Talk E>G T: Initiates | Main To teach content Instructional
Greek only S:Respond | lesson To support weak 25
explanation T: Feedback students
. E, G Talk E>G T: Initiates | Main To admonish Regulative
Admonitions Teaching 8
E, G Talk E>G T: Initiates | Main To manage the Regulative
Greek switch for Teaching '?’ls Zsr:gg:g a
classroom 75
smooth lesson
management )
To give
instructions
Greek E, G Talk E>G T: Initiates | Main To complete a Regulative
facilitation of S: Respond | lesson task 7
English task T: Feedback | activities
Bilingual E,G Talk E>G T: Initiates Main Ensuring Instructional
Teacher lesson understanding 26
Paraphrasing
(BTP)
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G, E Talk E>G T: Initiates | Main To teach content Instructional
et esen |+ Toonare, 7
understanding
G, E Talk G>E T: Initiates | Main To teach content Instructional
English gloss of lesson in L2 6
Greek words To allow use of
contentin L2
G, E Talk G>G/E T: Initiates | Main To ensure Instructional
S: Respond | lesson understanding
T: Feedback To allow
Instant communication
. . 23
translation during the lesson
To provide the
English
equivalent.
G E Talk E>G>E T: Initiat€s | Main To allow Instructional/
S: Responds | lesson communication Regulative
Unmarked T: Initiates during the lesson 43
Codeswitching S: Respon(fs To achieve
T: Feedback learning
Students’ E, G Talk G>E S: Initiates | Main To check Regulative
procedural T: Respond | lesson procedures 38
guestions
: E,G Talk G> E/G S: Initiates | Main Comprehension Instructional
Students . T: Respond | lesson checks
comprehension To add 21
checks and oadda
comments comment
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Greek switch for | E, G Talk E>G S: Initiates | Main Reference to real Instructional
real life T: Respond | lesson life 12
examples
Greek G,E Talk E>G T: Elicit Main L1 term learning Instructional
brainstorming S: Respond | Teaching 6
T: Feedback
E, G Talk, objects n/a T: Initiating | Pre Reinforcing Instructional
lesson understanding
revision Enrich content
Real life objects Or Intrigue students 3
Main Revise
lesson
teaching
E,G Talk, pictures n/a T: Initiates | Main Reinforcing Instructional
. lesson understanding
PICtg;?dssand L2 learning 3 lessons
L2 term revision
E,G Talk, gesture n/a T: Initiating| Main Reinforcing Instructional
lesson understanding .
Gestures occasional
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5.4 Further insights from the HE teacher’s interview

Though most of the interview questions have already been addressed during the analysis
above, some more general ones will be looked at here, as well as some further

comments made by Pat.

On the use of pictures and cards in her lessons another reason she mentioned is the fact
that because lessons are not frequent, vocabulary can easily be forgotten but these
resources are there to help students remember as well as learn; “they’ll look at it once,
and once more and maybe once again and then they will definitely remember more next
time. [...] 'm sure there are students intrigued by these pictures and vocabulary”. At
several instances during the video recordings the teacher was observed referring to the
boards on the wall in an attempt to assist students with some questions or specific
vocabulary items. It is also true to say that students learnt from the walls without the
teacher’s intervention as in the case of group A and ‘fish’ where students were observed
looking at the wall with the names of the fish prior to the start of the lesson and used
these names during the lesson. Pat, noted that her experience with the teaching of HE
has shown that all these visuals help her students despite being time consuming as well
as costly. Though she believes that pictures may replace the use of the mother tongue
she still feels that she needs to say the Greek word to ensure understanding as well as
learning. Pat also uses the computer not only to watch clips (as when discussing meat)
but also to introduce new ideas as she did when teaching other chapters. She also likes
to use real life items or plastic resemblances and that was observed when they had to
place items into the food pyramid according to the level they belong (see picture 5.7).
All these various modes supplement teaching as well as learning and correspond to

students’ needs.
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As far as any difficulties students may face during these lessons, Pat explained that not
al her students are the same and not everyone has the same skills therefore she does not
insist on using English when she knows that a student cannot. And it is not only because
of the foreign language, she continues, as there are students who may even have
difficulties expressing in Greek as well. At the beginning of the year she explained to
them that they can express in any way they want though she would like them all to
attempt to use L2 but the choice is theirs. Her opinion is that it is better for the student
to gradually love the language through CLIL and that will only be achieved if they are

left free to use any language they want. She explained that if you impose the language

they will then end up hating it.

As to whether her teaching aims are achieved she feels that they are fulfilled and she
sees that her students gradually acquire and ‘absorb’ as she said, a great percentage of
the content as well as the language. Her aspiration is to constantly intrigue her students

into both the language as well as the subject.

5.5 Student questionnaires

Before the start of the video recording of the last lesson questionnaires were
administered to students. Due to the nature of the subject (as explained before, the class
is divided into two groups) the teacher asked all the students to remain in the classroom
in order to fill in the questionnaire before half of them would leave and go to Design
Technology lesson. The questionnaires were handed out to the students and it was
explained to them that they are anonymous and that it is important they answered it as it
was a great opportunity for them to express their ideas and opinions about the CLIL

lessons.
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Out of the nineteen questionnaires only two students said that they do not like HE and
one of these was among the five who said that they do not like the teaching of HE
through English. When asked to explain why, one of them said that he does not like
lessons in general, the other said that he does not like English and the third said that it is
because no other school follows the same practice. The fourth boy said that he does not
like it because he might not understand everything and the last person did not provide
an explanation. Those who said that they like CLIL HE explained that this is because
they learn more things in English in this way (eight students) or because they like
English (two students), or because they are taught a different subject in English rather
the EFL subject (two students). One student did not explain it and the last one said that
it is because the teacher is very good. The next question asked them what they like the
most in these lessons and the majority (thirteen) ticked “that | learn words in English
that 1 did not previously know”. As these questions accepted multiple answers ten
replied that they like the fact that the lesson is different than the others and 8 like it
because there is no extensive use of the book. The fact that the lesson is in English and
not Greek was a liking factor for six students and only four like it because pictures are
used. Almost everybody agreed that the teacher uses Greek during these lessons and the
majority (twelve) said that she uses more English than Greek, three said that she uses
more Greek than English, another three said that she uses both languages the same and
one said that she does not use English at all. As for whether they have any difficulties
when the teacher uses English, only three replied ‘yes’ and all three said that this is
because there are words that they do not understand. Most of the students who do not
face any difficulties explained that this is because they know English and they have

private English lessons. All said that the teacher tries to help them in such cases mainly
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by using Greek (thirteen replies), or by explaining it in more words in English (seven
replies) or by showing a picture (six replies). It is interesting to note that none said that
she tries to explain through the use of gestures and this becomes also evident when
looking at the video recordings where the use of gesture is minimal. Most of the
students (fourteen out of nineteen) claimed that what helps them the most is when the
teacher uses Greek to explain something difficult or a new word, highlighting the
importance that the mother tongue holds as a supportive tool. Almost the whole class
(sixteen out of nineteen) declared that they do use English during these lessons mainly
when they want to answer a teacher’s question (sixteen replies). As this is also one of
the multiple answer questions eleven students said that they use English to answer an
exercise in the book, seven that L2 is used to ask the teacher something, six when they
are group working and only three said that they use English to request something from
the teacher. When asked whether they have difficulties when they (and not the teacher)
use English, seventeen students replied ‘no’ indicating that this is because they know
English and they have private afternoon lessons which is a very popular habit in Cyprus.
Some suggested that a handout with English words explained in Greek would probably
help them while one suggested that explaining the words in English would also help.
When they face difficulties explaining what they want in English most of the students
say that they try to explain it in English using more words (eleven replies) or use Greek
(ten replies) or ask a classmate (five replies). The rest of the options of this multiple
answer question only received few ticks (‘I don’t say anything’ (three), ‘1 say something
else’ (two), ‘I show a picture’ (two), ‘I try to explain it with gestures and movements’

(one)).
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5.6 Conclusion

Though table 5.1 with all the bilingual and multimodal events identified and analysed in
this chapter is presented above, conclusions will not be made nor will implications be
drawn. This process will be carried out in the final chapter in order to bring the two
classes together and conduct a more detailed discussion of findings. Nevertheless some
general conclusions can be made. In total twenty four bilingual or multimodal events
were identified in the 4 video recorded HE lessons. Some of the most dominant events
were those of label quests (particularly L2 to L1 label quest and Greek term
confirmation) as well as glossing. Additionally codeswitching was also a frequent
phenomenon as was Bilingual Teacher paraphrasing (BTP). All the events are further

categorised in the final chapter.
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CHAPTER 6: CONCLUSIONS — IMPLICATIONS

6.1 Introduction

This research investigates the use of the mother tongue in CLIL Geography and Home
Economics classes in two Primary schools in Cyprus. Though extensive research has
already been conducted on several issues around CLIL, such as its difference to
ESL/EFL classes (Mewald 2007, Nikula 2007) little research has been done as far as the
specific subjects are concerned or in the area of multimodality in CLIL. What this
research aims at is to identify when the L1 was used in these lessons, why it was used
and what other modes interact in the process. To do this the concept of ‘bilingual
events’ was developed. In chapters 4 and 5 in depth analyses of the video recorded
lessons were carried out in order to categorize bilingual events both in Geography
(Chapter 4) as well as in Home Economics (Chapter 5). Parallel to the video recorded
data, insights from the interviews with the two teachers and students’ questionnaires
were added. In this chapter the findings from the two classes will be brought together to
reach conclusions as far as the use of L1 is concerned and references to the literature
review will be made in order to evaluate findings and add to current research as well as
trigger further in depth investigation. The chapter starts with a discussion of the
research questions as those were posed in chapter 3 and an analysis of their functions in
the CLIL lessons. It will then look at the usefulness as well as the limitations of the

current study before the contribution to knowledge will be discussed.

Analysing bilingual events and thus practices employed in the two classes is not by any
means an attempt to assess or evaluate teachers’ performance and indicate good or bad
practices. It is an identification of bilingual events that has not been previously done.

That is, the purpose is to uncover what teachers do in the classroom and analyse
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bilingual events without any critique on the teaching per se since most of these events
are naturally occurring in the lesson. This analysis could then be used for a better
understanding of what goes on in the CLIL classroom. As teachers’ individual practices
are not evaluated, further work would allow an interpretation of the pedagogical
implications of the bilingual events that would finally provide recommendations as to

when these could be used or avoided in the CLIL pedagogy.

6.2 Discussion of findings

Research questions

Research question 1s the mother tongue used in CLIL Geography and CLIL Home

Economics teaching?

Research questions 2 and\V®hich types of bilingual events are used in the lessons?

What purposes does each of them serve?

Research question ¥hat role does multimodality play in bilingual events?

As | have shown in Chapters 4 and 5, there were moments in the CLIL Geography and
Home Economics lessons observed where the mother tongue is used. A number of
bilingual events were identified. Some were more frequent than others and the two
classes exemplified almost the same events with only a few exceptions. Nevertheless
no two lessons are the same, neither are two teachers. The fact that they are shown to
have similarities indicates that their aims are similar too. They target maximum use of
L2 but at the same time engage in parallel content learning in L1. Twenty eight
bilingual events were identified and these are discussed here in groups. Table 6.1
presents all events identified in the HE and GEO lessons and their frequency in order to

indicate which are the most dominant.
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Table 6.1: Bilingual events and their frequency

Bilingual event GEO HE
(frequency) (frequency)
Greek switch for classroom management 67 75
Gestures 41 Occasional
Ss procedural questions 36 38
Ss comprehension checks 32 21
L2 to L1 label quest and Greek term 18 34
confirmation
Greek gloss of English words 18 17
Admonition 17 8
Greek facilitation of English task 6 7
Greek only explanation 10 25
Greek brainstorming 7 6
Codeswitch request 7 1
Greek gloss in English text 7 0
Greek for off-topic requests/ talk 7 0
Instant translation 6 23
Unmarked codeswitching 5 43
Greek switch for real life examples 5 12
English gloss of Greek words 5 6
Multimodal label quests 5 0
L1 to L2 label quest 0 1
Greek framing of Greek only explanation 4 4
L2 to L1 label quest 3 4
BTP 2 26
Code reminder 2 6
T codeswitch permission 1 9
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L1 to L2 label quest and English term 4 12
confirmation

Bilingual teacher talk about text 1 0

Real life objects 0 3
Pictures/ cards All lessons 3 lessons

Using the concepts which were discussed in chapter 2 and 3, bilingual events could be
further categorised. Initially looking at register it is clear that events could either belong
to the instructional or the regulative register. Certainly there are types of events such as
codeswitching and gestures which operate in both registers. | shall then look at the
function they fulfil. Lists of language switching functions have been compiled in many
studies. My data analysis here indicates that they can be grouped under four main

categories: vocabulary level, explanation of content, classroom management and code

management. The findings that emerge from the data are as follows:

A. Vocabulary level

1. Label Quests (LQ):

L2511 LQ

L2> L1 LQ and L1 confirmation

L1>L2 LQ

L1> L2 and L2 confirmation

Multimodal LQ
2. Glossing

L2> L1 glossing

L1> L2 glossing

Instant translation
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BTP
Bilingual Teacher talk about the text
Greek gloss in English text
3. Multimodality
Real life objects
Gestures
Pictures
B. Explanation of content
Greek only explanations
Greek brainstorming
Greek switch for real life examples
Students’ comprehension checks and comments
Greek facilitation of English task
Unmarked codeswitching
C. Classroom management
Framing of Greek only explanation
Students’ procedural questions
Admonitions
Greek switch for classroom management/ instructions
D. Code management
Codeswitch request
Code reminder

Teacher’s codeswitch permission
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Examining bilingual and multimodal events belonging to the first group the discussion

includes label quests (of any form and direction), glossing and multimodality.

6.2 Vocabulary level

6.2.1 Label Quests

One of the main and most important groups of bilingual events is that of ‘label quests’.
Label quests identified by Heath (1986) and further investigated in other contexts by
Martin-Jones and Saxena (1996) in the UK and by Arthur and Martin (2006) in Brunei
and Botswana also occur in the Cypriot CLIL context. In this study | have shown that
analysis can move a step forward and categorise them according to the direction of the
language switch. Arthur and Martin (2006) only discussed label quests where the
teacher asks for the term in the L1 therefore the direction was L2>L1. In the CLIL
lessons observed here the direction varied. Both teachers labelled terms in the two
languages with Greek labelling being the dominant. Six types of label quests were

identified:

1) L2 to L1 label quest

2) L1 to L2 label quest

3) L2 to L1 label quest and Greek term confirmation

4) L1 to L2 label quest and English term confirmation

5) Multimodal label quest

The most common label quest in the both classes wa$.2h® L1 label quest and

Greek term confirmationindicating the importance that teachers place on not only
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learning the content in L2 but equally in L1. By confirming and/ or repeating the term
they provide feedback to a student’s response and at the same time they ensure that
everybody understands what is being said. Theto L2 label quest and English term
confirmation” was more frequent in the HE lesson perhaps due to its extensive everyday
vocabulary. Though HE has content specific vocabulary most of it comes from our daily
life therefore it is easier to know it in Greek. This is not the case with GEO, where the
vocabulary is not largely used outside the classroom. The other two kinds of label
quests were very rare in both of the classes. There were only three (GEO) and four (HE)
occasions where the2 to L1 label questvas encountered and only once was'itlie

to L2 label questencountered and that was in the HE class. Therefore it becomes clear
that the teachers tend to confirm labelling as a form of feedback to their students. The
fact that all label quests occurred within the instructional register indicates that what
was labelled were content terms. Moreover there were five instances where the label
guest included an additional mode and that was in the GEO lesson where the teacher

made an extensive use of gestures.

6.2.2 Glossing and other similar events

Another significant bilingual event was glossing either that &sek gloss of an
English term’ or'English gloss of a Greek termThe first one was more common in

both classes whereas the second one was only occasionally encountered. When
providing a Greek gloss the teacher achieves the two goals set by CLIL: language and
content. At the time of data collection Cyprus had not yet applied CLIL in all grades of
its educational system thus when these students would proceed to the next grade HE and
GEO will be taught in Greek. Therefore it is important to know content in the mother

tongue. English glossing, on the other hand, was different because on these occasions
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the teacher provided the English term thus the learning aims shifted from L1 to L2.
Once again the register in which they occurred was the instructional one indicating that
what was being glossed had to do with the content and not the procedures. Arthur and
Martin (2006) referred to this kind of glossingBiingual annotation of lesson content

which occurred both in the Brunei as well as the Botswana context.

Another kind of glossing was encountered in the GEO lessons but this time it was
written within an English text provided by the teacH@&mreek gloss in English text’

which was encountered seven times within the lessons. As already mentioned this is a
practice that the teacher finds easy and accessible when using an English text. It is also
‘student- friendly’ as it provides easy access to unknown vocabulary items. This
bilingual occurrence in the classroom is referred to by Lin (1996) in the Hong Kong
context as“Cantonese-annotated English academic monolingualisthin 1996)

where the focus remains on the L2 but explanations or single word references are made
to the L1 ensuring understanding. By doing so the teacher becomes a mediator between
the unknown knowledge represented by L2 and the familiar knowledge of L1. The
difference with the GEO classes is that the annotation is presented in written form and
not orally. No such instances were observed in the HE classes since the only text that
was used was in Greek (from the textbook) no explanation or ‘annotation’ was provided

in English.

A similar practice that was frequently encountered in the HE lessons was ‘thataoft
translation’. These were occasions where the teacher translated utterances in another
language. This practice differed from glossing as it was not single term translations and,
at the same time, it deviated from codeswitching because it is not just a shift between

the languages. However it can be argued that the functions fulfilled were a combination
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of those of unmarked codeswitching and glossing together. Providing translations can
create security, particularly for weaker students and ensures that everybody understands.
At the same time, it is a way to introduce items in L2, explaining them in L1, with a
view to reinforcing understanding. My findings contradict one of Buchholz’s (2007)
findings in that L1 does not take over whenever heard in class because both teachers
would return to L2 as soon as their ‘mission’ was accomplished. On the other hand,
only through further research could her other finding be examined; that is, her finding
regarding the extent to which the students rely on the teacher’s translation and do not try
to understand through English. An initial assumption could indicate that this is not the

case here because L1 is not the dominant language in these CLIL lessons.

Furthermore, there was an instance where Nicky explained bilingually a part of the
English text moving thus beyond single vocabulary items. Tilisgual teacher talk

about the text’ ressembles what Martin (1999) referred ieasher mediation of text

a practice in Brunei classrooms where the teachers explain the meaning of the English
book using the mother tongue in attempt to “unpack the meaning of the text” (p.50).
The difference lies in the fact that in this case only one part of the text was mediated,

since that was the only part the teacher thought was difficult for students to understand.

Pat, the HE teacher, used what | referred tdBdsmgual Teacher Paraphrasingvhere

she moved between the two languages in order to explain longer utterances in an
attempt to ensure understanding. Again, this was simil@iltogual annotation of
lesson contenfArthur and Martin 2006). Therefore this single practice in the Brunei
and Botswana context corresponds to two distinct practices in the Cypriot context.

Interestingly this was not a common practice in the GEO classes as it only occurred
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twice while in the HE twenty six instances were counted. This may be in response to

student difficulties or may simply be due to different teaching styles.

6.2.3 Multimodality

Regarding multimodality, events involving multimodal communication are categorised
here as they included references to vocabulary items made using other modes such as
gestures, pictures and real life objects. For these events, the instances were not counted
because their use was embedded within every lesson stage making it thus difficult to
count pictures or gestures. However, it is important to note that it was the GEO teacher
who made extensive use of gestures while the HE teacher was only occasionally
observed using gestures. It should also be noted that gestures did not only focus on
instructional aspects of the lessons but also on regulative aspects such as pictures (4.15

and 4.16 in chapter 4).

6.3. Explanation of content

In their attempts to explain the content of the lessons (being it GEO or HE) the teachers
employed bilingual communication within a number of events within the instructional
register. The events in this category are those that involve the use of the mother tongue
to discuss the subject content. Though they are not all bilingual events they are
important for this study as they are marked shifts from the target language into L1 for
the above mentioned purpose. Five events belong to this category with the most
common teacher initiated one beit@greek only explanationfor the GEO lessons and
‘Unmarked codeswitchingfor the HE lessons. Explaining issues arising from the
content of the lessons was very important for both of the teachers as it formed the basic

way in which they could achieve L1 content learning (one of CLIL’s aims). The use of
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L1 in these occasions was thus fulfilling this function. These CLIL teachers appeared to
be playing the role of a ‘linguistic and academic broker’ of English medium instruction,

like the teachers in the Hong Kong context described by Lin (1996).

Insights from Pat’s interview revealed the concerns she had as a teacher as far as L1 key
term learning is concerned. Coyle et al (2010) also refer to concerns of this kind. Pat
knew that her class included weak students, so codeswitching was, for her, a good way
to ensure that even those students could achieve learning of the content and at the same
time be exposed to L2. This is similar to Gierlinger’'s (2007) finding where teachers
claimed that they tend to accept more the use of the mother tongue by lower level

students and they assign it a rather supportive role in the CLIL classroom.

It is apparent from the two previous data analysis chapters ‘Uatharked
codeswitching’was not equally used in the two classes. Forty three instances of
unmarked codeswitching were counted in the HE lessons whereas only five were
counted in the GEO lessons. It was used to a much greater extent in the HE lessons
where the teacher was frequently observed moving between the two languages.
Unmarked codeswitching appeared to be a way of engaging her audience in the
discussion and it also appeared to make lessons flow more easily. Moreover it seemed
to reinforce students’ interest in the lesson. It relied on the fact that there was existing
knowledge of the two languages and it appeared to facilitate the teacher-student
conversations during the lesson. Additionally it could have been serving as a supportive
communicative resource for weaker students who, if the lesson was carried out totally in
L2 would not have been able to follow or to participate. While the use of L1 is not
forbidden in the CLIL classroom, opinions differ as to the extent that should be done.

Nevertheless this study does not aim to answer the question whether or not the mother
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tongue should be used but rather to identify when it is used, how (which bilingual

events) and what functions are attributed to it.

When working with handouts in English the teachers were also seen assisting this
process using the mother tongue as a tool in an attempt to facilitate this work hence the
term ‘Greek facilitation of English taskivas coined to refer to such instances. In these

occasions the teacher was not the mediator but rather the ‘facilitator’ using L1 to assist
her class despite the fact that not everybody had difficulties. Had she insisted on ‘only
English’ some students would have got lost and would not have managed to complete

the activity.

To further assist lesson content the teacher often us@deak switch for real life
examples’ On these occasions, it was as if the lesson was extended outside the tight
borders of the classroom. Nikula (2005) also discussed this characteristic of L1 as the
most ‘intimate language’. A possible explanation for this phenomenon could be the fact
that though these examples originated from the talk about lesson content, they were a
shift from the planned teaching. Such examples appear to strengthen students’
understanding of issues discussed in the foreign language. These findings are in
agreement within Canagarajah’s (1995) study, especially his findings regarding the use

of L1 to connect to everyday life.

On a similar number of occasions (seven in the GEO class and six in the HE) the two
teachers asked their students to brainstorm existing knowledge using L1. This forms a
useful way to get students to participate in the lesson and keep them active without
losing sight of the content. Therefore the students were observed naming terms (names

of fish or climates) using Greek before moving into an English phase.
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The only student initiated event was that ‘sfudents’ comprehension checks and
comments’.These were instances where students posed a question to the teacher in
order to ensure comprehension or to comment on an issue discussed at that time. The
basic motivation for these questions was the fact that students feel the need to ensure
that what is being explained to them in L2 was correctly understood. It could also be the
case that they lacked confidence to use L2 but through their questionnaires it was made
clear that they employ Greek when they do not understand something. Thirty two such
instances were counted in the GEO class and twenty one in the HE class. A possible
explanation as to why there are more in the GEO class could be the fact that these
students had only been using CLIL in GEO for a year whereas the HE students had been
using CLIL for two years. Therefore HE students might have felt more secure as to their

understanding of the content.

6.4 Classroom management

Four events are attributed to this third main category and this has to do with the
regulative use of GreekHalliday's (1975) regulatory language function, developed
(into regulative register) by Christie (2000) played a key role in the classification of
events but there were no obvious examples of the other functions proposed by Halliday
such as the imaginative or the heuristic language functions. Other functions have been

discussed with reference to specific events.

Events occurring within the regulative register had to do with more practical aspects of
the lesson. Classroom management, admonitions, directions and instructions were all
conducted through L1. Nicky noted in her interview that especially for the case of
admonitions and classroom management, L1 is the dominant language as it holds more

power and its effects are stronger on students. The use of L1 for these purposes
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conforms with literature presented in Chapter 2 (Gierlinger 2007, Canagarajah 1995,
Lin 1996), with the exception of the Finnish CLIL classroom where the L2 is preferred

(Nikula 2005).

Another event belonging to this category is what | refer téstaglents’ procedural
guestions’ which are the second type of student initiated utterances. Contrary to
student’'s comprehension checks’, they fall within the regulative register whereas
comprehension checks and comments fall within the instructional register. This might
be an indicator of insecurity to use the L2 on behalf of the student. Thirty six procedural
questions were counted in the GEO lessons and thirty eight in the HE lessons which
indicates similarity between the two classes. These questions had to do with procedures
and the instructions provided by the teacher. Using these questions in L1, the students
ensured understanding of what they were asked to do and misunderstandings were

avoided.

Of special interest is also the event caliédeek framing of Greek only explanation’
which both teachers employed on four occasions. Thé@geek only explanations’
occurred more frequently, this framing made it clear to the students that there was going
to be a shift from L2 to L1 in order to explain a difficult issue or something that was
important to be learnt in L1 too. Pat also used this kind of framing to give examples (as
in extracts 3.1 and 3.2 chapter 4) or to provide additional information on an issue. This
highlights the importance of explaining in the mother tongue in a CLIL lesson but at the

same time making the shift overt to participants.
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6.5 Code Management

One of the most interesting and intriguing findings of this study is the code management
mechanisms used and the different degrees of tolerance the two teachers showed
towards codeswitching. To start with, codeswitching was observed in both classes but
Nicky appeared to be more concerned with controlling it a priori. She had established
the convention of e&codeswitch requesto be used by students whenever they wanted

to shift from one language to the other whereas in the HE class that was not the case as
the students codeswitched most of the time without prior warning (except for one
occasion). This is a feature that has not been accounted for by other research projects. In
the HE lesson, the students did not request the right to switch languages but the teacher
gave permission‘ttacher codeswitch permissignvhen she saw that they could not
respond in English. Both teachers emphasised that they want their students to participate
in the lessons even if that is in Greek and this is why codeswitching is allowed. There
were also instances when both teachers reminded their students of the code to be used
(‘code remindel either because they felt that the student was able to carry on in the
other language (as in the case of HE, see extract 2.3 Chapter 4) or because they wanted
the student to express in a specific language as part steek only explanation(as

in the case of GEO, see extract 7).

Having discussed the four main categories of events identified in the HE and GEO
lessons it becomes clear that there are events encountered in these lessons that have not
been discussed in the past. The fact that my analysis remained open as to what practices
are employed in the CLIL lessons allowed me to conduct a broader and a more detailed
investigation, without being influenced by presuppositions or any other expectations.

Martin’s (1996) argument, that by using the mother tongue “artificiality is reduced,
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concepts are clarified, the meanings of the words are clarified and students’ responses

are elicited” (p.136) is reinforced by the results of this study.

Concluding this section on the categorisation of the bilingual events observed, | shall
just note that while the regulative register is L1 dominated, it cannot be claimed that L2
dominates the instructional register but that it is divided between the two languages
since it was clearly shown above that several events occurred within it. This comes as a
contradiction to what Dalton- Puffer (2007) concluded that “the more strongly an
exchange is tied to the instructional register, [...], the more likely it is to be carried out

exclusively in English L2” (p. 124).

The functions attributed to L1 are similar to those Guthrie (1984) identified in the
Chinese — English context: translation, clarification, to give instructions, explain
procedures, check understanding and in order to make connections with more personal

aspects.

| shall now turn to a discussion of other aspects included in the analytic framework,
such as the lesson stages, speaker and IRF pattern and finally discuss the role of

multimodality.

6.6 Lesson stages — Speaker/ IRF pattern

Despite the fact that in-depth analysis of the lesson stages in which the above mentioned
events were encountered is not one of the main focuses of this study, it should be noted
that most bilingual events occurred within the main teaching stage. The lessons
observed did not contain multiple stages like those identified by Lemke (1989) as

constitutent stages of a basic lesson script. There were no pre-lesson activities other

than asking the students to sit (part of the classroom management). The ‘getting started’
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stage and the ‘preliminary activities’ were not present as no homework was given in HE
and the only time it was given in GEO it was not checked before commencing the main
teaching. The ‘main lesson’ stage was the most distinct one and most of the work was
carried out within this stage. ‘Dissolution’ or ‘post-lesson activities were not present

either.

Revisiting Hatch's (1992) main activity types we can see that the central one was
‘whole classroom interaction’ during which the teachers initiated responses and
assigned turns to students to which they then provided feedback. There were no
occasions similar to Arthur and Martin’s discussion about chorus completion of
exercises or repetition of phrases. Students often worked in groups in both classes to
complete activities assigned by the teacher. During activity completion and group work
the dominant language was L1. Student talk during these activities was not included in
the transcription as it was impossible to hear what everybody said. However, | was
present in the class and | could hear the students and noted that Greek took over
whenever such an activity was organised. Here, my findings agree with those of Dalton-
Puffer (2007) and Deller and Price (2007) in that, during pair or group work Llwas
used. This is likely to be because it is much easier for the student to revert to his/her
mother tongue to complete a task than when using the L2. By using the L1 the student
can carry out the activity without fear of mistakes. Hence the argument that “there is no
reason to abandon the use of the mother tongue where it can be used as a support and
learning tool” (Deller and Price 2007: 9) is also confirmed here. Nevertheless it is
important to note here that the activity was not to be completed in Greek, but in English
therefore students worked using Greek to carry out an English task indicating that they

recognised the focus given to L2. During group work or individual seat work assistance
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was provided by the teacher whenever needed and that was carried out in Greek when
the teacher realised that students could not continue due to lack of understanding or due

to any other kind of difficulty (language barriers).

The remaining three activity types (student monologue, teacher monologue and teacher-
led group work) were not identified in the video recorded lessons. Especially in the case
of ‘teacher monologue’, Dalton- Puffer's (2007) argument is reinforced since that is
something teachers clearly feel they need to avoid especially when there is a researcher

present in class.

Finally, it is evident from data analysis that the predominant speaker/ IRF pattern was of
Teacher: I/E, Student: R, Teacher: F though not all three parts were present in every
event. Nevertheless, the basic pattern was present during “information-seeking and

information-giving moves”, thus ressembling Dalton-Puffer’s finding (2007: 170).

The only occasions where the students initiated a response was during procedural
guestions and comprehension checks. Concluding, as to research question 1 and the use
of the mother tongue, a general conclusion would be to say that there is a widespread
use of Greek in these classrooms with a significant differentiation across the bilingual
events and the purposes that it is used for. It may be possible to account for variation in
terms of students’ need and students’ performance on the day of the lesson. The two
teachers were observed adjusting the uses of the two languages according to students’
needs. This was also documented in their interviews where they emphasised the fact
that the students’ performance plays a significant role in their language choices. They

both plan to use the L2 as much as possible, but once lessons start all plans can change.
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6.7 The role of multimodality

Another focus of this study is to examine multimodality in the CLIL classes in Cyprus
as the pilot study identified the need for such an investigation. It can be claimed without
any doubt that the use of other modes during the CLIL lessons observed, was more than
just a supportive tool in the hands of teachers. Equal importance was given from both
teachers to these other resources that complemented their lessons. The HE classroom
was a constant reinforcement of the content. Walls were full of pictures and word banks
accessible to the teacher as well as the students at all times. All of Pat’s lessons (except
one which was carried out in a different classroom) relied on the use of pictures and
cards in order to achieve content learning. Additionally she also made use of real life
objects or plastic replicas of such objects, a feature that made the lessons more bound to
real life and less abstract and distant. Using pictures and cards not only reinforces
understanding but at the same time assists content learning in L2. The lesson becomes
more interesting and thus more appealing to students, intriguing them with the new
knowledge and this is in agreement with van Lier's (1996) argument that learners
“enjoy activities that capture their attention” (p.99) as well as Jewitt’'s (2006) claim that

multimodality engages students in a “complex process of sense making” (p.258).

Had Pat not used pictures it would be much more difficult to teach students all the
names of fish for example or the kinds of meat. This is in accordance with Buchholz’s
(2007) findings regarding the role of word banks and visual stimuli and her claim that
they are a way to reduce codeswitching could be a valid one, though we have no

evidence as to how the lesson would be if she had not used these practices.

In the GEO lessons, pictures also had a central role in the teaching process. Types of

vegetation and animals for example where presented through pictures, thereby
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reinforcing learning and understanding. Additionally Nicky used gestures and miming
to explain content vocabulary (see pictures 4.18 — 4.21 chapter 3) or even to explain
instructions given (see pictures 4.15- 4.17 chapter 4). These practices refer to the idea
of scaffolding new knowledge and it can be done in a variety of ways other than orally
just like in the video recorded lessons here. These practices also reinforce the argument
about the teacher being an actor in the classroom. Zwiers (2006) came to the same
conclusion (about scaffolding learning) in his action research where he scaffolded
History taught in a language other than L1 through the use of posters, songs, drama and
hand gestures with great results. It also agrees with de Graaff et al. (2007:620) in saying
that an indicator of effective language learning is “for the teachers to assist exposure by
selecting attractive authentic materials, adapting tests up to the level of the learners and
scaffolding on the content and language level by active use of body language and visual
aids”. My findings also concur with Jewitt (2006) in that “all modes of communication

contribute to learning”.

Moreover, the teachers in this study acknowledged that there are different types of
learners for example audiovisual learners, kinaesthetic learners etc, therefore these
different needs must be accommodated in a lesson. CLIL, due to its particular nature
(use of a foreign language in the teaching of a content subject) is a place where all these
different modes co exist and complement one another. Besides this, Nicky noted that if
she was to teach this lesson in L1, though she might have used pictures, it would
certainly not have been to the extent that she did for CLIL. The same applies for Pat,
who though she liked her classrooms to be nicely decorated, did not need to have so
many word banks or pictures. It thus becomes clear that multimodality is an aspect of

the CLIL classroom that can support learning by assisting L2 language use.
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6.8 My contribution to knowledge

Though the use of the mother tongue in the EFL/ESL context has been widely
researched, there is less research on this topic in the CLIL classroom. There is definitely
a substantial amount of research around CLIL but there are aspects that still require
thorough investigation. CLIL is gaining ground in L2 teaching, so more research will be
conducted and thus more findings will be available to both participants (stakeholders
and teachers) as well as researchers in this area. This section is a discussion of the
contribution to knowledge this study has achieved. No other research has been
conducted on CLIL in Cyprus thus originality is to be granted to this study. The same
applies for the investigation of the role of the mother tongue in this context. It is
important to build a body of comparative research on the use of mother tongue in CLIL
contexts, so that we can develop a keen understanding of the bilingual practices that

recur across contexts. This study contributes to that knowledge-building process.

One of the main contributions of this study relates to the notion of label quests. | have
shown that, to account for data such as that in this study, it is necessary to extend this
notion, going beyond the original application of the notion by Martin-Jones and Saxena
(1996) and Arthur and Martin (2006). It was made evident from the data presented here
that label quests were not only realised through switches in just one direction as
suggested in earlier research. They can occur in both directions and, in addition, the
teacher’s choice to confirm a student’s response is another very important factor to take

into account when looking at language use in similar contexts.

Another contribution to knowledge made in this study relates to the the finding
regarding code management. | showed how the teachers managed the use of the two

codes present in the classroom. No other research has dealt with this kind of
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metacommunicative control over classroom language use in CLIL contexts. As
explained above code management can be teacher initiated (code reminder, codeswitch
permission) or student initiated (codeswitch request). This pattern of
metacommunication about code use was one of the key ways in which teachers and
students negotiated their way through their classroom-based interactions. This was a
salient feature of communication in these CLIL classrooms and it merits attention in

research in other contexts.

In the light of the analysis presented in this study, it could be claimed that
codeswitching in CLIL classrooms can be considered a valuable communicative
resource. It addresses both the need to achieve content learning as well as exposure to
L2. It makes content comprehensible to all students in the class whatever their language
skills are. This study has shown some of the specific ways in which the the use of L1
can be constructive element in the teaching, learning and meaning-making that goes on

in CLIL classrooms.

6.9 Limitations of this study and suggestions for further research

This study has looked at CLIL classroom interaction in order to investigate the use of
the mother tongue as well as multimodality in CLIL Geography and Home Economics
lessons in primary schools in Cyprus. It has employed an ethnographically-informed
approach, using microethnographic tools (e.g. video recordings) in collecting and then
analysing data in order to form categories and assign functions to languages.
Nevertheless, the analysis could have been further enriched had this been a longitudinal
ethnographic study, where data is collected throughout the year and where successive

teacher interviews are carried out.
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This study is not an evaluation of the bilingual events occurring in the lessons, rather it
is a first attempt to identify and analyse occasions when two languages are
interchangeably used in CLIL classrooms. It is, as yet, difficult to identify clear
pedagogic implications on the basis of the analysis presented here. This could be
achieved through further analysis, based on a larger corpus of bilingual classroom talk
gathered in this context. Such an analysis should include a consideration of
multimodality and its role, along with the ways in which multimodal communication
interacts with bilingual practices. Transcribing 640 minutes of lessons was indeed a
very time consuming process and though some multimodal elements are included (i.e
the use of gestures), multimodality was not fully explored in the analysis presented here.
Ideally a more detailed multimodal transcription of the video recorded lessons would
indicate links between multimodality, wait time and codeswitching and thus enable a
fuller interpretation of the events. The findings do however provide a stable basis to
carry out a deeper and more extended analysis and, in Chapters 4, 5 and the previous
sections of this chapter, | attempted to ascertain how and why the bilingual events arose
— at different points in the classroom interaction. To do this | used the transcripts of the
classroom talk, supplementing my analysis with insights from other data sets (e.g.
fieldnotes, interviews and informal exchanges with the teachers, the student
guestionnaires). | should also emphasise that the criteria employed to examine the
bilingual and multimodal events in these classrooms and the analytical framework that |
have developed form a tool for future researchers who wish to address the same issues,

in the Cypriot context or in other CLIL contexts.

The CLIL classroom is such a rich space that we can definitely benefit from further

research in this context. A larger scale research project involving data collection over a
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longer time period extend the analytic approach to bilingual events presented here, thus
providing the CLIL community with significant insights across classrooms and

contexts.

6.10 Concluding comments

In this chapter | have discussed the research findings as these emerged from the analysis
carried out in the previous chapters. A considerable number (28) of communicative
events were identified and analysed with reference to the analytical framework
discussed in Chapter 3, on the research design. Label quests, codeswitching practices
and metacommunicative strategies for code management formed fundamental findings
of this study. CLIL is a dual focus approach and neither of the two languages involved
should be favoured to the detriment of the other. It is essential to achieve learning of the
content in both languages without losing the focus on the foreign language. CLIL
environments are still relatively new in Cyprus, and in this study, | have provided
insights into the subtle, nuanced, bilingual and multimodal ways in which teacher and
learners in this context are responding to the challenges of CLIL educational policy and
practice. My aim has been not to prescribe but to understand how teachers and learners

are managing the challenges in the daily cycles of classroom life.

In conducting this research | have also derived considerable personal benefit as a
researcher in that | have developed a deeper understanding of the role of the first
language in contemporary CLIL contexts. This new knowledge will inform my own

teaching and research in the future.
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Appendix 1: Geography lesson transcriptions (Lessons A-G)

Geography Lesson A (Canada)

(Some students give out folders to class)

1. T: Quickly please.Rosie! Gina, é@es 10 oty Gina. Cathy, ka0woe pe to
Louis. Aoutov mandid, pieé Aentd! OEA® vo KAEIGETE TO GTONO, KOl VU UE
Prénmete Topa, 6lot! To Aowurdv, vmapyovv mévre atopo To omoia o¢ Oa
pwreoypapnBoiv, Greg, Savin Lina, n Alexia, ehate mavm, ehdTe TAVO KO
n Rosie; 1,2,3,4,%itopa. Aowwov, Alexia 6@, ypiyopa. JOeed® 1 £ha va 6oV
o, va Kobicovv €d®. Rosie, Joe, Lina, Alexiaypiyopa kaliote €6 (Tovs
arraler Oéoerg). To howmov... akovte pue TpooeyTikotata. H kopia, 1p0s amd
™ Agvkooia, Yo va Pivteoypogniost kamowe podnpote onpepa, 4on g
yboape 20 Aentd and ™V Opa ™G, emopéveg to. endpeva 20 Aentd o Oa
Kavovpe timote dlho ektog amo padnpo. Evraéer, < Rosie! Gina, give it to
Gina. Cathy sit with Louis. So, children, just a minute! | want you to close your
mouths and look at me now, all of you! So, there are five persons who won'’t be
video-recorded, Greg, Savi, Lina, Alexia come up, come up and Rosie? 1,2,3,4,5
people. So, Alexia here, quickly. Joe here or here. Rosie, Greg, Lina, Alexia
quickly sit (they change seatsp... listen carefully. Mrs has come from Nicosia
to video record some lessons...we've already spent 20 minutes so for the next 20
minutes we won’t do anything else than lesson. OK?>

2. S1: Tiverawva oAlao pe To Mike; < May | change seats with Mike?>

3. T: Aev amovto kav... H Aptepig 0érer vo oo mer kati. <l won't even
answer.... Mrs Artemis wants to tell you something>

4. A: Amhog 10gha va 6ag T® OTL dgv gipal €00 Yo vo. 00 OG0 KaAol ioTe
oTN YEQYPOQiD, 0ALE 0VTE TOGO KOAG ayyAKE EEPETE, AMAMG EpL EO® Y10
V0. 00 TOGO OLOPOPETIKG KAVETE TO paONUO TG YEMYPOPiog, YU avTo 0EAm
VO, GUVEYIGETE TO NAONNA GOC KAVOVIKA OTMG TO KAvVeETE KAOE POPA... 6OV VO
pny vadpym ey®. Evtaéer, Anhd ovte va vrpendpaote vrapyel Adyog, ovte

Prér® morog €ivarl 0 KAAOG, 0 KOKOG, o0 EEPEL TOAAG, TTowog EEper Alya.
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Eipoote kavovika, evtaéer;, OEAm va 00 OG0 SLaQOPETIKO €ivar, AVTO TOV
KGOVETE, OV OEV TO KAVOLV G& (GALO GYOAEid, VO O0VPE TAOS OOVAEVEL.
Evrtaéer, < | just wanted to tell you that I'm not here to see how good you are in
Geography nor to see how good your English is, I'm just here today to see how
different your geography lesson is, so | want you to continue with your lesson
as you regularly do...as if 'm not here. OK? | don’t want you to be ashamed,
there’s no reason; I'm not examining who is good who is bad who knows more
or who knows less. We act normally, OK? | want to see how different is what
you do that none of the other schools does, to see how it works. OK?>

5. T: Kan kvpimg kvpio Aptepic, o€y ival 1o To1dLd TOV EVOLAPEPEGTE VO dgiTE
OALG 70 TOAD TG AEITOVPYEL TO PAONNO KOl TOS TO KAVEL 0 0GGKAAOG,
eY®. Apa gogic 00Te O ayydvesTE, 00TE Oa vipéneote, Eric! Kot ovte eyd
00 ayyovopm kor 00te 0o vrpémopan... Eépete ywoti 6 Oa vrpémopat...; <
and mainly Mrs Artemis, it's not the students that you are interested about but
on how the lesson works and how the teacher carries it out. So you won't be
stressed nor ashamed, Eric! But | won't be stressed or ashamed either... Do you
know why | won’t be ashamed...?>

6. S2: Eneion 0a cipacte ppovipor. < Because we will be prudent>.

7. T: Ok. Now... everyone... Hello!

8. Class: Hello!

9. T: Now, today we are going to talk about a new country, ok? | am going to tell
you a few things about this country and you have to guess what countrgnt is (
the projected slide on the board appear some sentences “What country is it?”,
“It is the second largest country in the world after Russia).Can you read the
first sentence Eric?

10.Eric: IT IS THE SECOND LARGEST COUNTRY IN THE WORLD AFTER
RUSSIA.

11.T: It's ok. The biggest, the largest in the whole world, is Rusdia (nakes a
movement with her hand for the “whole wor)d"The second biggest, the
second largest is this countrghe shows her two fingers for the second).
Shoush Eric. The second sentence...who wants to read it? Iris.

12.1Iris: A MAN FROM THIS COUNTRY INVENTED BASKETBALL.
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13.T: Very good! 6n the slide the sentence appears like this “A man from this
country invented epedpe) basketball”’). A man from this country invented
basketball. It's the country...is the mother of basketball

Another sentence appears

14.S3: Other?

15.T: And Louis. Can you read the... next one?

16.Louis: NIA...NIAGARA FALLS ARE IN THIS COUNTRY.

17.T: Niagara falls. O ketappdaxregov...; < the falls of...?>

18. Class: Nwaydpa <Niagara>

19.T: Niagara falls are in this country. What countryt®s i

20.S4: Canada.

21.T: Very good! Is, this is, these are Niagara Falls and we are talking about
Canada todaya( picture of Niagara Falls appears on the slide and the map of
Canada too). Can you tell me a few things that you know, you already know
about Canada? What do you know about Canada?

22.Angie: It's very cold.

23.S5: It's a very cold climate. Bravo Angie! Yes! Most of Canada is really cold.
Yes.

24.S5: It's in the polar zone.

25.T: It's in the polar zone! Is all of Canada in the polar zone?

26.S5: The north

27.T: Very good! A part of Canada... the north pahdé shows the part on the
map). Very good! Eric.

28.Eric: It is the second largest country in the world.

29.T: Haha very good! Yes. Where is it? Where is Canada? Greg;

30.Greq: It's in North American

31.T: Very good! It's in North American. What else?

32.Eric: It borders with United States... North east...west and south.

33.T: Bravo! It borders. It borders... what does it mean in Greek?

34.S6: Xovopever < it borders>.

35.T: Very good! It borders the United States to thetBdshe shows on the map)
and the... North West. Alaska is a part of the United States ¢hows on the
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map).Ok. Now! So, this is what, these are some of the things that we are going
to see today (on the slide appeéreday, at the end of our lesson, we will
know..”) How... we are going to know HOW TO SAY WHERE CANADA IS.

So we are going to know about the...? Lo...? The location, remember... the
world, we are going to talk about the location of Can@tie writes the word
“location” on the board) Where it is? Who is going to read this? Stella?

36. Stella: THE CLIMATIC ZONES OF CANADA.

37.T: Bravo! The climatic zones of Canada. Some of the plants and the animals
that we can find in Canada. SOME PRODUCTS OF CANADA the slide
appears “Some of the plants and animals of each climatic zone”, “Some
products fpoidvra) of Canada’). THE LAKES OF CANADA (©n the slide
appears “The lakes of Canada and why they are importaif@gnada is very
famous for its lakes, the great lakes of Canada. ABOUT THE FLAG AND THE
NATIONAL SYMBOL and ABOUT THE GEOGRAPHICAL
COORDINATES of some cities. Ok. Have a look at this...box. There are some
words that will help you talk about where Canada is. Where ish#& ghows on
the slide the box with the words “ocean, north, west, east, hemisphere, N.
American, Pacific ...J). Can you use these words and make some sentences?
You have one minute in your group... to talk about it and then you tell me. Ok?
Come on! Ok/(she goes around the grougd3id you talk about it?she asks the
students of a groupravo, very good! How are you going to say(gRe talks
to another group).

38.S7: It borders to the Pacific Ocean, USA

39.T: Yes, it borders the Pacific Ocean to the North, to the South, to the East?

40.S7: To the North.

41.T: To the...?

42.S7: East

43.T: Look at the mapllamddaxio pov, Eeydsapns vo. dgi&ovue Tave 6to YapTY
mov givan 0 Kavadac < Children, we forgot to shown the map where Canada
is> (says that with a very low voice)es! Have a look at this map, have a look
at the word magshe shows the mapdsjave a look at the glol{she shows the

globe) Louis, Rene go to the globe and find Canada please. Angie go to this
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map and show us Canada and Greg go to this map and show us Canada. Bravo
Angie! Sit down. Bravo Greg and brav@kferring to the two boys near the
globe) This is where Canada fshe shows on the glohelis pink part on the

globe, here, ok? Now, I'm listening. | want to hear the sentgistadents raise
hands). Louis.

44.Louis: It borders with Pacific Ocean in the west.

45.T: Very good! It borders the Pacific Ocean to the... wigbhe shows on the
map) Bravo! The next one Stella.

46. Stella: It's in the northern hemisphere.

47.T: Very good! It's in the Northern hemisphere.

48.S9: It's in North America.

49.T: It's in North America. Excellent!

50.S10: It's in the western hemisphere.

51.T: In the western hemisphere, Bravo! The countries it borders ...we said that?
Rene?

52.Rene: It borders the Atlantic Ocean in the east.

53.T: It borders the Atlantic Ocean in the eastg shows on the ma@ravo! It
borders the United States to the south and the North West. Very good! Now,...
lets read them all togethgsome students are talkindirape to Iris! <We
said it Iris> Ok! Let’s all read it.

54.Class & T: IT IS IN THE WESTERN HEMISPHERE. IT IS IN THE NORTH
HEMISPHERE.

55.T: Yesl!

56.Class: IT'S IN NORTH AMERICA.

57.T: Bravo!

58.Class: IT IS BORDERED BY THE USA TO THE SOUTH.

59.T: MModakie pov avtég givar axope évag drhog TPOTOS Yo Vo TOVUE OTL
ovvopevel, gvtatel, <My children, this is another way to say that it borders,
OK?> “It is bordered by the USAH pmopovuse va modpe <or we can say> “It
borders the USA to the south’slfe changes the sentence by crossing the
lettery. Ok? Let's go!
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60.Class & T: IT BORDERES ALASKA TO THE NORTHWEST. IT IS
BORDERED BY ATLANTIC OCEAN TO THE EAST. IT IS BORDERED
BY THE PACIFIC OCEAN TO THE WEST. IT IS BORDERED BY THE
ARCTIC OCEAN TO THE NORTH.

61.T: We didn’t say this. This is the Arctic Ocean and it's hehe(shows it on the
map) ok? On the north. Ok. | want you to open your world atlases...on page
fifty three (she shows the page, map of Canada appears on thg $littg two
and fifty three please. Ok? Quiet please! Now, again in your groups, | want you
to look at the map of North America and the part where Canada is...and tell me
which parallel crosses Canadin¢ shows on the page the part and she moves
her hand for the word “crosse$”’ Look at me, look at me please! Come on
Greg. Eyes on me! Which parallel crosses Canala fnhoves her hand again
for the word “crosses”). What is a parallel? In Greek? Parallel?

62.S11: MMopariniog<parallel>

63.T: Hapariniog <parallel>. Do you remember the five parallelShdéshows
her five fingers)Here they areshe shows them on the map). All together!

64.Class: ARCTIC CIRCLE, TROPIC OF CANCER, EQUATOR, TROPIC OF
CAPRICORN, ANTARCTIC CIRCLE.

65.T: The parallel that crosses Canada. Quickly, it is very easy. A famous one!
(she goes to the groupDid you find it? gtudents say something to heres!

Are you ready?

66.Class: Yes! (they raise hands

67.T: Lina

68.Lina: The Arctic circle

69.T: Bravo! The Arctic Circle. Look at the Arctic Circle. It goes to Cangadtee
shows it on the mapl.ook at the Arctic Circle here, you see? This is the Arctic
Circle. And on this map, this is the Arctic Cirdlghe shows it on the map).
Now, can you tell me the climatic zones of Canada? We know the parallel that
crosses Canada, so... which are the climatic zones? Arctic Circle, North pole

(she shows the Arctic Circle and she writes “North pole” on the board). North
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Climatic zones. Let's remember the climatic zones. Three climatic zones.
Number ongshe shows her finger

70.S12: Polar zone.

71.T: Polar zone. Number tw@he shows her two fingers)Polar zone.

72.S14: Tropical zone

73.T: Tropical zoneMmnopeite va to nacite ota EAAnvikd, av 10 Ovpaote <you
may say them in Greek if you remember them>

74.515: Temperate zone.

75.T: And the temperate zone. Polar zone, temperate zone, tropicalshensays
one by one and she shows a finger at each zone). In Greek...

76.Class & T: HoMmkn<polar>

77.Class: Tporuciy EVkpatn.<tropical, temperate>

78.T: Holxn.< polar>

79. Class & T:Evkpatn, Tpomi} <temperate, tropical So, which climatic zone
is this? §he shows it on the map). Steve?

80. Steve: Polar zone.

81.T: Bravo! It is the Polar...zone. And the next oneRe(shows it on the map).
And this climatic zone is? Greg?

82.Greg: Temperate

83.T: Bravo! We have the polar zone and the temperate zbee‘ffolar zone”
and the “temperate zone” appear on the ma¥, now! What is the climate of
Cyprus? Yes, the climate in Cyprus. Is it tropical? Is it Arctic? Is it Sub-Arctic?

84.516: Temperate zone

85.T: Yes, in the temperate zone. Bravo!

86.S17: Mediterranean climate.

87.Bravo! MediterranearMeocoysloko6 khipo < Mediterranean climateXVe have
only one type of climatesfie shows her finger for the word “one’lh Cyprus
we have only one type of climate, the Mediterranean clinste §éhows her
finger for the word “one”). But Cyprus is this big and Canada is this &g (
makes a small circle with her fingers for Cyprus and one much bigger for
Canada). So, Canada has many different climaties §hows the Canada on the

map) ok? Not just one. | want you to... go to page fifty one. Fifty she (
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shows the pagegnd | want you to look at this maphg shows the map). Ok?
And look at this table here to. What are the climates of Canada? What do you
think? Tuv vopilere eoeic; <What do you think?> You have a minute or
so0...What types of climates are there?... Eyovmeopa mévre Aemtd. Avte
aodaxwe pov. <We've got another five minutes. Come on my children> Are
you ready?

88.Eric: Zéyaoa v epd@Tnon. <l forgot the question>

89.T: Eéyaoec v epd@TNON. < YOu forgot the question> What, is your opinion...
what are the climates of Canada?

90.Eric: (***)

91.T: Eépeg v omdvtnon kai dgv EEpeic v gpodTnon; < You know the
answer and you don’t know the question?>

92.Eric: Ag Qopdépovv v gpdTNOon orhd Eépo TV amdvinen. < | didn't
remember the question but | know the answer>

93.T: Avte Eric pov, meg pac! < Come on Eric, tell us>

94.Eric: ... Polar, ArcticMaop®d va oo EAlnvika; < May | say it in Greek?>

95.T: Yes!

96.Eric: MoMxk6...vau. Poypoé nreipoTiké ko tpomko. < Polar... yes. Cold
contnental and tropical>

97.T: Hreypotiko, pnpafo! Eineg peta molké; < continental. Bravo! Then you
said polar?>

98.Eric: Nau.< yes>

99.T: MMoMké. Na cac o katy, Stop peod rento. [MapévOeon ota Erinvikd, va
OopunOodpe to €idn KAhipatog ota eAlnvikd, evrager, Tv €idon kAhiportog
Eépete ota ednvika; <Polar. Shall | tell you something? Stop for a minute.
Parenthesis in Greek, let's remember the kinds of climates in Greek, OK? What
kinds of climates do you know in Greek?>

100S19: Meooyswoka <Mediterranean>

101T: Meooyewoko khipa. <Mediterranean climate>

102S20: Qkeavero<Oceanic>

103T: Qkeavero. <Oceanic>

104S21: Tpomo<tropical>
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105T: Tpomuko. <tropical>

106S22: HreypoTiko<continental>

107T: Hrepotko <continental>

108S23: Apkriké<arctic>

109T: ApkTik6. To Lowwdv, TOpa va to ypayoope. Aowtév! Apktiké. T einate
petd; ... Tpomko. Meooyswoko, Qkedvero <arctic. So, let's write them. So!
Arctic. What did you say then?...Tropical. Mediterranean, Oceanic>

110S24: HrewpoTiko<continental>.

111T: Hrepotko <continental> Anything else? Greg?

112 Greg: Epnuko <arid>

113T: Epnuké... <arid>, Lina

114lina: Evkpato <temperate>.

115T: To egikpato givar 10 .... gvraéer va 1o Parovpe aArd powaler 6To
NAEPOTIKG (epnuikd, edkpato (Kavel toldria uetald tov epnuukod Kkor tov
nreipwtikov). <The temperate is the... ok let's put it but it looks like the
continental, (she writes ‘arid’ and ‘temperate’ and links them with an
arrow).Let’s continue in English, what are these climates in Engisb shows
the climates, which are written in Greek).

116S25: Arctic.

117T: The Arctic climate. Very good!

118S26: Tropical.

119T: The tropical climate. Stella?

120 Stella: Mediterranean.

121T: Mediterranean. Angie?

122 Angie: tropical

123T: (she shows the word tropical that is written)

124 Angie: Tpomké <tropical>

125T: We said Tropical, arctic, Mediterraneahé crosses the Greek words that
they said in English). Continenté&he writes it) Continental. Oceanicske
shows the climate ‘arid).

126S27: Desert climate
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127T: (she makes a movement with her eyebrows to show him that it isn’t forrect
Remember! Starts with an “aslfe writes the letter “a” on the boardpo you
remember it?

1285S28: Arid

129T: Bravo, Arid climatePe raddxio pov, cog ékave koko6 to Iacya, payote
TOAM] @LaOVVA VORIL®. AouTdv YAUKG pov, TApPeTe TO TPAYROTE 060G poli
00GS, OKOUTE pE, 0KOUTE pe. Oa ocvveyicovpe amé £0® mov peivape TV
gmopevi) eopd. Oa wapete poli ocog T0Vg YAPTES UG KOL TA TOPTPOAO CUG,
Yo Vo u1) (AVOVUE DPO PETA, Vo, To divovpe Eavd. Bdite Tov athavto péoa
oto mopT@olo. < Oh my children, | think Easter holidays didn’t do you good. |
think you ate too much. So, take your things with you, listen to me, listen to me.
We’'ll continue from here next time. You'll take with you your maps and

portfolios so we won'’t lose time later>.
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Geography Lesson B (Canada)

1. T: What did we talk about last time? In our geography lesson?.... Remesnéer (
moves her hands to her heaBljati kG0som £66; Thpo TOpo TOPA, Exovpne
Kt emokéyeic. ‘Hpepa!. < Why are you sitting here? Now, we have visitors.
Quiet!> Ok, so, what did we talk about last time?
. S29: About Canada.
3. T: Ok, we talked about Canada. What did we talk about? Canada? What did we
learn about CanadaPpia, 6vo, éva Eekivoope padnpa.< three, two, one, the

N

lesson starts> We talked about Canada, we talk about what? Else?

4. S30: About location.

5. T: Bravo! The location of Canada. Where Canada is. About the location of
Canada, bravo! Where is Canada?

6. Rene: We talked about the climatic zones.

7. T: Bravo Rene! We talked about the climatic zones.

8. Lina: Where is Canada.

9. T: Where Canada is. Yes, the location.

10.S31: Can | speak in Greek?

11.T: Yes, you can.

12.S31: Memoweg ydpeg drres ovvopevel. < Which countries it borders>

13.T: Mnpapo. Ms moweg ydpeg drieg cvvopeder, <bravo. Which countries it
borders> so we talk about? Where it is. The location. Bravo. So, and we
stopped, yes Lina?

14.Lina: climatic zones.

15.T: Yes, we stopped at the climates! The climates of Canada. Open your atlases
please! Page... page fifty one. These are the climates we talked about. Which
climates do you think we will find in Canada? Will we find all of these climates
in Canada? (she shows the climates which are written on the board). Louis,
o6 Aemwtd Louis pov, meé Aemté Louis pov. ‘Hovya! < just a minute Louis,
just a minute. Quiet!> Yes?

16.Louis: We find the Arctic climate...

17.T: Bravo! Anyone else?

18.S32: The continental.
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19.

20.
21.

22.
23.

24.
25.
26.
27.
28.
29.

30.
31.
32.

T: The continental climate, bravoste ticks the climates that students said).
Howdkie pov yAvka; Movo avtol mov €ival Prpootd YniaOvouvy yepaxt,

0sho va axovom to Joe,0ého vo akovom ™ Gina, Ty Stella, To Stevertov
GKovoQ, TO TOLOAKLO ot €£0M. ATAG emerd] kobBicate Aiyo om’ €00 of
onpaivel 6Tt 6 o mrarte! Evrager;, Rosie. <My sweet children? Only the
ones sitting at the front are raising their hands, | want to hear Joe, | want to hear
Gina, Stella, | heard Steve, the children on this side. Just because you're sitting
at this site it doesn’t mean you won't talk! OK? Rosie>

Rosie: Oceanic.

T: OK. Aoywkd 0o mepyuévope vo d00pE TO MKEAVIO KAipO TAVO GTOV
Koavadd, arla emedon £xer 0pn, Poovd opocelpéc, am’ €00 Kol KOTA pPKog

€0 mondrd... < Normally we would expect to see oceanic climate but because
there are mountains, mountain ranges here children...>

Eric: (***) (asks something in Greek)

Noi, otopatoov v peydin emidopoon mwov £(ovv TO PEOLHOTE OO TOV
WKEAVO, TOV KAVOLV TO MKEAVIO KApo ko yU avtd €rovpe Kopimg
nrepoTké (deiyver ™ Aécy “continental” orov mivaxa). < Yes, they stop the
influence of the currents from the ocean that cause the oceanic climate and so
we have continentgshe shows the word ‘continental’ on the board)e have
continental climate, we don’t have an oceanic climate.

S33: 'Eye km Aiyo pecoyeloxd < Is there a bit of Mediterranean as well?>

T: Yes, but is there an arid climate or a. sRg shows the word on the board)
S34: Semi- arid.

T: Bravo! Yes, say it Eric!

Eric: Semi- arid.

T: Very good! We have a semi—arid climate. We have a semi—arid climate
(she writes i, we have a continental climate. We have a Mediterranean
climate?

S35: No.

T: No!

T: Eric is right, the Mediterranean climate is furtbhethe southghe shows on

the map). Ok? It's not in Canada. What about tropical climate?
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33.536: No.

34.T: Not a tropical climatéshe leaves on the board only the climates that Canada
has)ok. Arctic, arid, semi-arid, continental ... sorry not arid, semi-arid climate
and we also have sub-arctic climate, ok? Arctic climap&riké khipo <arctic
climate>, sub-arctic climate.qmuepktiké khipa <sub-arctic climate>. Semi-
arid? Hm? Huepnuiké <semi? Semi-arid> and continentdireipotié
<coninental>. Now, | will tell you a sentence and you will tell me the climate,
ok? There isn’t a lot of rain there. There is little rain there. Greg.

35.Greg: Semi-arid.

36.T: Bravo! Semi-arid climate. It's very cold but not as cold as in the North Pole.
As in the polar zone. Louis.

37.Louis: Sub-arctic climate.

38.T: Sub-arctic climate very good. There are no summers there, is very cold, there
are no trees there, only small busfsse makes a movement with her hands for
the word “bushes”). Gina.

39.Gina: Arctic

40.T: Arctic climate. Very good! And there are forests there with trees like the oak
tree. The oak tree?

41.S37: Oapvor; < lushes?>

42.T: Beha...; <o0a...?>

43.Class:Behavidra <oak tree>

44.T: Where can we find treesihere is a mild summer and there is a cold winter
there. Lina?

45.Lina: continental climate.

46.T: The continental climate. Very good! Now | will give youtov to éfada;<
Where have | put it?>Here they are. Here are the four climates in Cansiga (
holds cards with the climates on therivou will take one, you will take one,
you will take one and you will take ongh gives them to four studerasd in
your groups you have to decide where can we find, I’ am talking.... where can
we find this climate?ghe shows the card “arctic climateJtella where can we
find this climate and that and that and that in Canada? Ok? | want you to study

this map $¢he shows the map) and decide in your grooqakés a movement for
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the word “groups”), you have thirty secondshe writes on the air “30 9"wait
| will tell you when.

47.S38: Kvpig... (***) (inaudible Greek question)

48.T: |1 don’t know you will tell me. g¢he is in one group and they are discussing)
gipaote Tpog epnuiké. Iowo givor To epnuikd ekei mavo; < we are towards
arid. Which is the arid up there?bo arid, sub-aridpuiepnuiké. Apa L Kavel
gKel To NIEPOTIKO pe To Nuepnuiko; Iov givon To nrepoTiké; <sub- arid.
How does the continental combine with the sub-arid? Where is the
continental?> Continental? This colour here. Yes, ok? Ok! The first group, can
you show us what you decided?

49.S39:An’ €00 1| an’ €d®; < here or there?>tl{e teacher shows to him the left
map)

50.T:"EAa va 6ov To Baio blue tack. <come, I'll give you some blue tack to stick
it> (the student shows the area where he wants to stick the Bard .o <put
it>. (the student sticks it on the map). Ok. The next one. Yegir( comes to
stick the next one). The next one. And the last Mhemov Bpiikate to blue
tack? <but where did you guys find the blue tack?>

51.Class: Eiye < It already had some>

52.T: Bravooo! ¢hildren clap). Quiet please! S&avi pov givan dpa TOpa va.
KOVELS avadlopydvmeon TS Kaeetivag 6ov; < Savi, is it now appropriate to
rearrange your pencil case?> We have the arctic climate in the polar zone. We
have the sub-arctic climate right after the polar Zshe shows on the map the
cards with climates Right after the Arctic Circle we have this area here which
is very cold, but is not that cold as in the arctic climate so we have the sub-
arctic climate, then as we go here we have the semi-arid climate, ok? There isn’t
a lot of rain here and we move on here to the continental climate. Now | want
you to have a look here, at these areas and | want you to decide...decide, what
does it mean? Lina?

53.Lina: Na yopicovpue. < to divide>

54.T: Lina says Va yopicovpe” <to divide> . Anyone else? Decid&wmm!
<quiet> Soula?

55. Soula: Naamogacicovps < to decide>.
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56.T: Na amo@acicovpe < to decide>. | want you to decide in your groups nghe
do we find these types of plants, of vegetation. Ok? And then

57.S40: vato koAAjeovpue oto... < shall we stick it on....>

58.T: yes, you will come out here and stick it on the map. Okog To ddom
gvtehmg avokatepéva. Ereion eivan moddha, £xel ko kamwora wov £xel Ta idva,
amha 0€he va £xete Ta 0w mpaypota Yo va oovAdéyete. Ilodaxia pov,
E0IKA €0€lC, TAPTE OVTA KoL 6TAV 0TOPUciceTE 00 TA® VO TO. KOAMG® YO
navo. Evtaéel? A, é¢ oog £é6moa; < I'll give them to you mixed up. Because
they are a lot, some are the same, | just want you to have the same things to
work with. My children, especially yo(referring to the ones not wanting to be
video recordedjake these and when you decide I'll come up and stick them for
you. OK? Oh, | didn’t give you some?>

59.0k. Costas’ group, Costas’ group has this pictgtes (shows it to the clgss
Have a look at this picture plead€opn Alice pih® ané mave cov. < Hey
Alice, I'm talking just next to you>This group has this picture; they want to
talk about this picture. What's this? Is it a plain? Do you remember what a plain
iIs? A plain? Are there trees in the pictugfe moves her finger and makes
lines for the word “trees”).So where can we find this plain®vtq v
neowada; <this plain?> Are there flowers in the plain? There are lots of flowers
in the plain. So can we find this in the arctic climate?

60.Class: No.

61.T: No! It's too cold. It's too cold for the flowers to live there, to grow there.
Louis pov, n televtaio @opd, evrater; <Louis, this is the last time OK?> So
you have to decide, Costas found the answer, you have to find the answer for
the other one as well ok? Ok! You have one, one and a half minutes. Mel, come
around. the teacher goes round the groyp@3k, did you find the answer to
this?

62.5S41: (***) (inaudible English term), intercontinental, (**{)naudible English
term)

63.T: Intercontinental, ok. No, it says that it's the maple tfBg. éer cov 611
gival To maple trearhhd o€ cov Aéer Tov va To Bpers. <lIt tells you that it's the

maple tree but it doesn’t tell you where you find it>
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64.42: (***) (inaudible English term)

65.T: No it's not, try again. Yes! Where can you find it? You can find it
somewhere that is not so cold, but you can’t see plants grow. Where can you
see this? Think again! Yes? Say, say it again! fégova. < say it again>

66.542: mowo wpaypd < what?>

67.T: Exeivo mov pog eimeg. IMow xhipa; < what you said before. Which
climate?>

68.S42: semi-arctic 6y <no>, sub-arctic.

69. T: Sub-arctic,unpapo etov Costas! Nm, <a bravo to Costasthis one? (she
talks to another student nowQk, stop! Let's go. Stop! Stop! Now | will say
the climate and if you have a picture that you think is related to this clistae (
shows the climate on the map that is on the bogod will raise your handshe
raises her hand). Ok. Arctic climate, who has a picture about the arctic climate?
Let's see thisghe takes a picture from a studeritina and Effie think that
these pictures are about the arctic climatee(shows the pictures to the class)
Do you agree?

70.Some students: No!

71.T: No. Effie, Lina, why do you think these are in the arctic climate?

72.Effie: Because is Tundra.

73.T: Very good! Bravo to Effie and Lina and her whole group, this is Tungdra,
Tovvdpa <tundra> , we can find this in the arctic climate. Remember we talked
about Tundra! Yes? Yes (she sticks the two pictures on the board).

74.5S43: Kvpiadev to £xer sub-arctic? < Mrs, isn’t it in the>

75.T: No, it's in the arctic climate. Who has Tundra? There are more pictures for
Tundra. Yes, bravo! Here is one, is there another one?

76.544: No.

77.T: No? Ok. Sub-arctic climate.

78.Some students: Sub-arctic?

79.T: Yes, sub-arctic climate. Raise your hands pleask¢ (raises her hand)
Bravo! Costas and his group have this pictureshie(stops for few seconds
because some students are talking) of plants that we can find in the sub—arctic

climate 6he shows the picturellapévleon €6 va cog o katt Rene! Na
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o0g Oupicm, 6T0 TOMKO KAIpA €ivorl TOGO KPVO TTOV... VITAPYOLY povo Ppia
0m®OG aVTa €0 Kol AEyMves mov peyoard@vouvv mold Aiyo (she sticks the
picture and shows and the previews om@n kdmowr QUTG VOvVAOSN Kot
Odpuvor, emedn simape dev pmopovv va avartvyfovv AOY® TOV TAY®UEVOD
£0a9ovg. Agv givan £tot; [poympdvTag mpog Ta KaTm 6to Semi-arid climate
(sheshows it on the mapmapyer apkeTé KpPvO, HPOGS O)L TOGO KPVO 6TMG TO
TOMKO, 0TMG TO 0PKTIKO. OVudote Tov 6ag gima 6TL the sub-arctic climate is
like the ...climate in the...? Alps. In the Alps, remember? The alpine climate.
To aimkd kAhipa, 0 Ovpdote KaO0hov avTd TO TPAypw; Oa megpacovpe
oAb mpaia! <A parenthesis here to tell you something, Rene! Let me remind
you that the polar climate is so cold that.. there are only mosses like the ones
here and lichens that grow only very littkhé sticks the picture and shows and
the previews one) and some nano plants and bushes because they cannot grow
because of the frozen ground. Isn’t it? Moving towards semi-arid clirsbge (
shows it on the map) it's cold but not as cold as in polar, as in arctic. Do you
remember when 1 told you thétises Englishthe Alpine climate, don’t you
remember that at all? We’ll have a lovely timghe teacher seems a bit
annoyed)> . This is the coniferous forest. Coniferous forest?

80.545: Kmvogopa <coniferous>

81.T: Emtéhovg, Ovpatar ki évas. Kovopdpa, kovopopa dévipa. <At last,
there is somebody who remembers. Coniferous, coniferous teasiferous
trees, can you tell me? Some coniferous trees?

82.Lina: medkog <pine tree>

83.T: mevkog, <pine tree> yes a pine tree. A pine tree, what?els

84.546: Kvrapioov. <cypress tree>

85.T: Kvrapiool! < cypress tree> Do you remember the nam&ofapicor, <
cypress tree> cyp...cypress tree.

86.546: Cypresss

87.T: And? Pine tree, cypress tree and?

88.547: A 10 £éhato < fir tree>

89.T: To &&yaoa k1 eyd. <l forgot it myself> Pine tree, cypress tree...ok, so in the

sub- arctic climate we have the coniferous forest. Up in mountain, up in the
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mountain where Troodos is we have coniferous forests because it's colder than
in the cities, ok? Ok! So, semi-arid climate. Semi-arid climate, not a lot of rain,
some rain to have grassofme students give her pictureBravo Alice, bravo
Louis, bravo Eric. Can | have this please? We have, we have the steppes, the
steppes are plains, they are plains full of grass and in Canada Louis, we have
many plains full of wheat. What is wheash¢ holds the picturgs

90.548: Zitapr. <wheat>

91.T: Xwtapr. <wheat> We have many prairies...prairies of wheat. ydo
remember this wordzke shows the word “prairies”). We talked about it when
we talked about the US!

92.Eric: (***) (inaudible Greek term)

93.T: No! A prairie...mov cag gimo. Yy To pikpo6 omitt 6to Mpas <l told you
about the film Little house on the prairie!>

94.S50: TnXavrv; <Heidi?>

95.T: Oy, n Xawvro,  Xawrv civor otic Almerg <Not Heidi, Heidi was in the
Alps> OK! Prairies of wheatrediades amd orrapr. Xto eAAnvikd Aéyovran
crtofordveg. <prairies of wheat. In greek they are called “Prairies of wheat">
(she gives the single word Greek term). In English we talked about...we talk
about prairies of wheat. And there are many many prairies of wheat in Canada.
And the last one, in the continental climate, we have the maple tree bravo
Stella, the maple tree is the national tree of Can@daeig Aptepig va fyeig
€0 6o Aemtd vo kavovpe po Kou peTd va ovveyicovpe; (the teacher is
angry so she turns to me.)Artemis, do you want to go out for a minute so |
can argue with the students and then we contin@&g®@>students then seem to
stop talking and be prudent againgtand up Stellap c@épdapog, ota
EMMVIKG avT6 TO 6évTpo AfyeTan c@édvapos. <Maple tree, in Greek this tree
is called ‘Maple tree’>This is the national tree of Canaddné holds a picture
of it) and we have a deciduous forest, Greg! What is deciduous forest?
Deciduous means the leaves are fallen in witdbe makes the movement for
the sentence).

96.S51:®viropoéro. <deciduous
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97.T: ®vrhoPéra! <deciduousVery good, yes! Deciduous foresppiiopoia
dévtpa, <deciduous trees> in the continental climateeholds a picture and
she puts it under the continental climatBjease open your notebooks, leave
the pictures in the middle plead@tnddxkia ... TETPadI0 YEOYPAPINS PUOIKA.
OTwonmote d0¢ mpordfetre va kdvete 610 omiti amd TNV gpyacio mov Oa
Paiovpe...mov ¢ mporaPete va kKaveTe otV TAEN, B0 TNV £)€TE YO TO OTITL.
Evtagey, Iladwd pov av ovveyicete vo mAdte 0o peivoope to owaisippo
péca va ta kavoope pali. As 0£ho vo axovm tirote! < Children... geography
notebooks of course. Anything you don’t manage to do now you'll do it at
home... what you won't manage to finish now, will be your homework. OK?
Children, if you continue talking we’ll spend the break in the classroom doing
the exercises. | don’'t want to hear anythingshe writes on the board the
exercise:._CanadaAnswer the following4) Write three sentences about the
location of Canada3) Which are the two climatic zones of Canad&jovpe
KU GAA0, AL O€ 00 TPOAGPETE KAV VO TNV YPAWETE, AP YPAWYETE AVTES TIG
6v0, araviiote avtéc, moAv edkoieg. < There are more but you won't even
have the time to write them so just write these two, answer them, they're very
easy>

98.Toni: T given 7o ‘location’? <What's ‘location’?>

99.T: Location? To locatiope Toni pov £xeL amé TNV APAOTI HEPA TOV TO ASNE.
Location, ...H 0¢o1n, Tomo0soio Tov Kavadd. Otav yrvm)cer to Kovdodvt
moipvoops Ta TPAYROTO pog Kor gedyovpe owyd ovyd. <Toni we've been
usgng this word since the start of the year. The location, where Canada is. When
the bell rings we take our staff and leave the room quiefiust then the bell

rings and the students leave the class).
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Geography Lesson C (Canada)

1.T: Joe, Andy, | will count to five. One, two, three, four, five the lesson strés (
shows her fingers while she counts and she makes the movement for shhh). Please
be quiet... Now, do you remember what we talked about last time?

2.S1: Canada.

3.T: Bravo we talked about Canada. And what did we say about Cansita? (
writes on the board).

4.Lina: Where it is.

5.T: Where it is, Very good! Where is it? ...Come on! Yes Angie!

6.Angie: the location.

7.T: Yes, we talked about the location. Bravo! So where is Canada? Can you tell me
a few sentences? Alexia, Andy, Gina close your atlas, please and look at me!
Where is Canada2lfe goes and opens the mdpyidra pov dev giya dpo va o
Barm navo wpwv! ‘Hpaotav oto... < My children, | didn't have time to put that
up before! We were at....> Have a look at the world map, where is Canada? Tsa!!!
(she holds the world map, and she is behipdsitan! Steve!

8.Steve: In the U.S.A.

9.T: It's in the U.S.A. come on Steve. Where is the U.S.A.?

10. Steve: Here (he shows on the map)

11.T: This is a country. This is one country. The United States of American. Where

is Canada?

12.Steve: Iavo <Up>

13.T: Show me, show me!Steve shows on the map). Ok, this is Canada. This is

another country. The United States of American is one coustte ghows her
finger), Canada is another country. Mexico is another country. Cyprus is another
country. Greece is...?

14. Steve: Another country.

15.T: Another country. So, where is Canada?

16. Steve: (***)

17.T: What continent is this? What continent?
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18. Steve: America!

19.T: Bravo! So, this is Americasfie shows it on the map). So where is Canada?

20. Steve: In America.

21.T: In America! Bravo! Which part of America? North America or South
America? So, Canada...!

22.Steve: is in the north

23.T:In...?

24. Steve: In the north.

25.T: North?

26. Steve: Hemisphere.

27.T: itis in the north hemisphere, yes. It's in north a...? me...? Ri...?

28. Steve: America.

29.T: Bravo! Sit down. So, Steve says Canada is in North America, bravo! Another
sentence.

30.S2: Canada is in the temperate zone and in the polar zone.

31.T: Bravo! So, Canada is in the temperate zone and in the...? Polarstene (
shows it on the map). Bravo! So, we talked about the climatic?

32.Class & T: Zonel!

33.T: Very good, we talked about the climatic zone! Two climatic zones in Canada,
polar, temperate zone. Yes?

34.Helen: it's in the northern and western hemisphere.

35.T: it's in the northern and western hemisphere. Bravo!

36.S3: it borders the U.S.A. to the south.

37.T: Bravo! It borders the U.S.A. to the...? South. Very good!

38.S4: And north.

39.T: And northwest. Bravo! And Alaska to the northwest. What about the oceans?
It borders which ocean? Louis? It borders the U.S.A., Alaska, the Pacific ocean,
the Atlantic ocean, the...Sffe writes on the board what she says and she makes
a table on the board)

40.Lina: Arctic.
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41.T: Bravo! The Arctic Ocean. To the...north, west, east, south. I'm listening,
yes? | need to see more hands please! Raise your hand and make sentences.
Gina!

42.Gina: It borders Alaska in the north.

43.T: To the north. Bravo! It borders Alaska to the north or northwest, ok. What
else? ghe ticks “the U.S.A.” and “Alaskg’ Yes? Angie!'Evyapiwet® Angie
pov.< Thanks Angie>Yes! Angie. Can you make a sentence about where
Canada is?

44. Angie: It borders the Atlantic Ocean.

45.T: Yes.

46.Angie: to the...

47.T: North, south, west, easthle moves her hand down, up, left and wre?

48. Angie: to the north

49.T: Can you say it again? Louder please?

50.Angie: It borders the Atlantic Ocean to the north.

51.T: It borders the Atlantic Ocean. Can you come out and show the Atlantic
Ocean? Angie goes near the map and she shows a wrong ocean). Atlantic
Ocean. Angie shows wrong point again). Look at the map and show me the
Atlantic Ocean ghe shows Angie Canada on the mad)so Aemtd, kKGOoE
Kato < Just a minute, sit down>.(Angie comes out again and she shows the
Atlantic Ocean).The Atlantic Ocean, all of this is the Atlantic Ocean. So, is it
north of Canada? Is it south of Canada? Is it east of Canada or west of Canada?
(She shows the south, the north, the east and the west of Canada on the map).
So? East. So, can you say the sentence?

52.Angie: It borders the Atlantic Ocean to the north east.

53.T: Bravo! It borders the Atlantic Ocean to the east. These are sentences that you
said last timeAvtég givar o1 TPOTAGELS OV EimApE TNV TPONYOOPEVY] POPA!

Topa eivor emavainyn mov kdvoope énpene vo eipoote Teletpévol amd

avTo To TPaypo Topa... Alice! <These are sentences that we said the previous

time! We are revising now and we should have already finished... Alice!>
54.Alice: IT BORDERS THE PACIFIC OCEAN TO THE WEST.
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55.T: Bravo! It the pacific ocean to the west. Yes! And the arctic? What about the
arctic, Soula!

56.Soula: IT BORDERS THE ARCTIC OCEAN TO THE NORTH.

57.T: It borders the Arctic Ocean to the north. Bravo! Ok, now let's remember the
climates of Canada... Very, very quickly! .... Four climates in Carfada
makes four circles on the board)o you remember them? Gina!

58.Gina: Polar zone

59.T: In the polar zone, yes, we have the...?

60.Gina: ...

61.T:A...?

62.Gina: Arctic.

63.T: Bravo! The arctic climate, what else§hé writes the “arctic” on the first
circle). Costas?

64.Costas: The subarctic.

65.T: Bravo! The subarctic climate! 'EL&Come!>

66. S5: Mediterranean.

67.T: Is there a Mediterranean climate in Canada? Mmm? No there isn't a
Mediterranean climate, in Canada. We can't find the Mediterranean climate in
Canada. Somewhere we can find the steppbs (hakes a movement for the
“steppes”). Please! Lots of grass.

68.Lina: To naeypoTiké < Continental>.

69.T: Yes, another one. It is thHrepoTké <Continental>, in English do you
remember it? Continental climateshge writes it on the fourth cirgle The
continental climateHaeypotiké <Continental>. Bravo! And...? There is very
little rain there ghe makes a movement with her fingers for the word “little”)
Enough to grow grassslie makes a movement with her fingers for the word
“grow”). Mmm?

70.S5: Semi-arid.

71.T: Bravo, the semi-arid climatasl{e writes it on the third circle)The semi-arid
climate. Now | will show you four pictures. Ok? One, two, three, yes and four
(she looks for the pictuyeCome out Steve, Gina, Louis and Solhe gives

them a picturg Ok, look at me please! Look at me! Look at your picture. Look
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at the picture, ok? Look at the four climates. Look at the four climates at the
boad. Ok? Ok.... Do you need...? Look at me please! Do you need help
deciding where you put it3lfe makes a movement for the word “put”).

72.Louis: No.

73.T: No? Ok, Louis goes first. Where is your&®fis sticks his pictujeOk thank
you, sit down! And who is the second@®te Stevé <Come on Steve!> OK!
Soula? Ok! Who can tell me, are they correct? Are they right? What do you
think? Let’s start with this. Is this right? Yes or no?

74.Class: Yes.

75.T: Yes?

76.Class: Yes.

77.T: Okl What's the name of this type of vegetation? Vegetation, in Greek? ...
Vegetation?

78.56: Khipa< Climate>.

79.T: Not climate. Yes?

80.S7: Tundra.

81.T: Very good, it is Tundra, but vegetation means.slfe(makes a movement
with her hand)Biaotnon <vegetation>. Vegetation, so, this is Tundshe
shows the picture)Tovvépa <Tundra> (ke writes the word “Tundra” at the
side of the picture). Tundra, and you can find it, in the...? Arctic climate. Sub-
arctic climate, same as the alpine-climadbe( shows the picture for the sub-
arctic climatg very cold (she moves her hand to show the word “coltbt as
cold as the arctic but is still very cold.... Is Louis right?

82.Class: Steve.

83.T: Steve? Is Steve right?

84.Class: Yes.

85.T: Yes! Can you tell me what this forest is called? What is this forest called?
Yes, yes? it starts with a “qshe writes the letter “c” on the boardY.ou are
whispering.Akovm y10vpovg! < | can hear whispers>!

86.S8: Con

87.T: Co... yes...

88.S9: Can | speak in Greek?
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89.T: Can | speak?

90.S9: in Greek.

91.T: in Greek. Yes.

92.S9: Kmvogopa <coniferous>

93.T: Kovogopa, papapo! Kovogopa ddon < coniferous Bravo! Coniferous
forests> and in English?

94.S10: ‘Conofor’(says a word that does not exist but sounds similar to the Greek
term and everybody laughs)

95.T: Co-ni-fe...

96.Class: Coniferous

97.T: Coniferous forestshe writes it on the board side the picfur€oniferous
forest. Yes! What about this? | already have this here .... This is a fshige
shows the picture)A prairie in Greek meansRiaou < Prairie> Prairie of
wheat? What is wheat?

98.S10: Zirapr <wheat>

99.T: Xwvmpa, owrapl. <wheat, wheat> A prairie of wheat in Greek, is?
Ywrofordveg. O drdonpor crrofordveg Tov Kavadda.<Prairies of wheat. The
famous prairies of wheat of Canadd@he prairies of wheat in Canada. Is Louis
correct? Yes? Yes! And the continental climate? What is this forest called? The
leaves fall in winter! ¢he makes the movement for the word “fall”).

100.S11: Can | speak in Greek?

101.T: Yes!

102.S11:®viropéro.<Deciduous>

103.T: Mapapo! ®viropéro<Bravo! Decisuous>. And in English? .... In English
deci .... Deciduous forestshe writes it on the board near the picturd).
deciduous forest in the continental climate. A sub-arctic climate... a coniferous
forest in the sub-arctic, tundra and prairiekg takes off the pictuned will
show pictures, the pictures and you will tell me the name of the veget&fun. (
shows the picture one by gnéll of you!

104.Class: Tundra.

105.T: Tundra.

106.Class: Prairie of wheat
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107.T: Prairie of wheat. Bravo!

108. Soula: Deciduous.

109.T: Bravo Soula! Can you say it?

110. Soula: Deciduous.

111.T: Deciduous forest. Can you all say it?

112.Class: Deciduous forest.

113.T: And this?

114.Class: Coniferous.

115.T: Bravo! Coniferous forest. Very good! Now, come on. Let's do the same for
some animals and oop, before going to the animals. | showed it laststime (
shows a picture of a trge

116.S12: National tree of Canada.

117.T: Bravo! It's the national tree of Canada and it's called the...? Maple tree.
Yeévoapog. And, ome students say the wordgévoauos” <Maple>) yes,
there are many maple trees in Canada and we can find them, Greg, in which type
of climate? What do you think? Louis!

118. Louis: Continental.

119.T: In the continental climate. Bravo! We can find the maple tree in the
continental...climate! Now..., Greg!

120.S12: lowg Greg; <Wich Greg>?

121.T: Greg Brown; < Greg Brown>?

122.S12: Black. < Black>

123.T: Black. < Black> Come out pleas€The student changes his mindXk,
come out Andy. Quickly! What's this? Can you show it to the class? What's
this, Andy...? It's a ...? RabbitsOme students said it too). It's a hare. Yes.
Come out here Costas. Come out... Tina. Effie. Look! | want you to look at the
climates and stick your picture... where you think we find these animals. What's
this? Cow, yes.she gives the picture of cow to a studifiatke this Angie.

124. Andy: Na ta kadvovpue kvpia; <shall we do it now Mrs>?

125.T: Yes, start pleasesfiewatches the student sticking the pictyné#hat does a
sheep eat?She says to a student who is trying to stick her picture in a wrong
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circle of climate) You have to decide, quicklythe student finish¢Ok! So,
arctic climate, a hare, a polar hare. Correct?

126.Class: Yes.

127.T: Yes, bravo ghe puts a tick on the board, at the side of the Qirédesub-
arctic climate, a bear and a mooskq writes the word on the board). Yes?

128.Class: Yes.

129.T: What do you think? Bravo! Yesslfe puts a tick on the board, side the
circle). In the coniferous forest of Canada Andy, we can find many bears, and
the most famous is the grizzly bear in Canada, example bear and the moose, ok?
The semi-arid climate in the prairies of Canada, we find lots of sheep and cows,
yes?

130.Class: Yes.

131.T: Very good! And in the continental climate? We find, what's this? What
animal is this?

132.S13: Kaotopog <beaver

133.T: Mapapo! Kaostopag <Bravo! Beaver>In English?

134.Some students: beaver

135.T: A beaver. We find lots and lots of beavers yes, lots and lots of beavers in
Canada. And the beaver is the national...?

136.Some students: Animal

137.T: Animal of...?

138.S14: Canada.

139.T: Canada. Do you know what the national animal of Cyprus is?

140.Some students: Aypwé <Mufflon>

141.T: Ok. So, | want you to..Aowwév d¢ Oa kavoope Tdpa to workbook, to
workbook Aém... 8 Oa kavovpe TOpa tov £heyyo Tov homework, pog ko
gipoote €00 0o pAnoovpe Yo KATL GAAO KoL T YOIVOUIE HETA GTO TETPAOLO
<We won't check the workbook now, oh | said workbook... we won't check the
homework now, since we're here we’re going to talk about something else and
then we’ll go back to the notebook>. Let’s talk about the products of Canada.
The products of Canada, | want you to... at the semi-arid climate. And tell me
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what are the products of Canada, what do you think about the products of
Canada? Mm? One produshg sticks a few pictures mpr¥es?

142.S15: Wheat.

143.T: Wheat, very good! Canada produces a lot of wks&a¢ shows the picture
which is on the boarddo, §he writes on the board “Canada produces wheat”,
she underlines the word “produces”). | want you to Andy pov! < my
Andy>! | want you to look at these sentences. Canada has got many...? Many
what? éhe writes the sentent€anada has got many __ ofi the board with
a blank which must be completed by the studlets it produces a lot of wheat
(she shows the second sentence “Canada prodwbeat). Canada has got a
lot of ...?

144.S16: Wheat.

145.T: Alot of...?

146.S17: Can | speak in Greek?

147.T: Yes.

148.S17: Apadwape orrapr <Prairies of wheat>.

149.T: Mrpafo pe crrapr <Bravo with wheat>. In English?

150.S518: A lot of prairies.

151.T: Bravo! Canada has got many prairies. So, it produces whadl! Na
dovpe Andy moosg @opig 0o m® 6UEPE TO OVOUA GOV Kol TO Gvopd TOV
L ouis <Andy! Let's see Andy how many times am | going to say your name and
that of Louis today>!ghe changes the senterf€anada producesvheat” to
“So, it producesvheat”) Ok! Very good, another sentence. Look at this!

152.S19: Canada has got many animals, so it produces meat.

153.T: So it produces milk! Bravo! What kind of animal? Can you say Canada has
got many beavers or bears, so it produces a lot of milk?

154.Some students: Meat!

155.T: Meat? Still, Canada produces many beavers, so it produces a lot of meat?

156.Some students: Oy <No>.

157.T: No! What kind of animal are you talking about?

158. S19: About cows and bears.

159.T: About cows and...?
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160.S19: Bears.

161.T: Bears? Do you eat bears? Cows andsh® §hows the picture of a sheep.)

162.Some students: Sheep.

163.T: And sheep, bravo! So, Canada has got many cows and sheep, so it
produces...?

164.Some students: Meat, milk.

165.T: Meat, Gina says. Meat? Me&ipéag <meat>. Bravo! So, it produces meat.
Steve, tell us about the milk.

166. Steve: Canada has got many....sheep...eee...!

167.T: Yes, sheep and...?

168. Steve: Eéyaco<l forgot>. Cows?

169.T: Cows, yes! So? Yes?

170. Steve: So it produces... a lot of milk.

171.T: A lot of milk, bravo! So it produces a lot of milk and cheese.

172.S20: Avapicheesdreferring to a soft cheese produced in Cyprus)

173.T: And avapfy <kind of soft Cypriot cheese>. What are, what are these
products called?

174.S21: T'ohoxtokopwka<Dairy >.

175.T: T'ohoktopkd, yoroktokopmkd <dairy, dairy> In English, remember the
word? A lot of? Dairy products. So it produces a lot of dairy products. Bravo!
Yes.

176.S22: Canada has got many prairies so it produces a lot of...

177.T: A, gvta&er <Oh, OK>? So it produces a lot of, a lot of whedl, evratey;
<agan, ok>? ok. What about the maple tree? There are many maple trees in
Canada, so it produces a lot of...?

178.S22: Tree.

179.T: A lot of maple products, like maple syruppom Zeévoapov <maple tree
syrup>. But Costas says something very interesting, that Canada produces a lot
of...?

180. Costas: Evrlo<wood>.

181.T: A lot of &6do <wood>. Yes! In English &bro <wood>?

182.Class: Wood.
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183.T: Wood, bravo! So let’'s start with this, it produces a lot of w(siee writes
“woods” on the board and she erases the )s'a lot of wood because...?
Because there are? There are many trees, and what kind of trees? Coniferous
trees. Ok? Open your notebooks please!

184.T: Aev 10 é@epec; Aev TO £QPEPES GTO GYOAEI0 1] OEV TO £PEPES OTNV...; PE
T aKLe pov apov 0o kavoope gpyacia. Akovte pe 6iol! ‘Exovpe ko Giin
®po padnpo <You didn’'t bring it? You didn’t bring it at schook you didn’t
bring it ....? Oh my children, we’re going to do an exercise. Everybody listen to
me! We'll continue later, in the other lesson>.

185. Some students: Oravovpe popa < we’ll be rehearsinggfor a school play)

186.T: Mmopei vo. maipvel Ayovg Alyovg opmg to pdOnud pog 0o 1o kKdvovpe.
O£hm 6)rot va £xete poli cog Ta TETPAOLA, 0.POV OEV TO £YETE OLOL TOPU, OO
cag <We'll do our lesson, perhaps only a few will be gwlawant all of you to
have your notebooks with you since you don’t have them now | will give you> a
handout...Ay, ay! <oh! Oh>! | don’t know! §he gives them a handquf his is
a handout about Canada. There is some information about Canad&riere.
pov! < My Eric> Please, don't read the text until | say so. Ok, please go to
exercise oneAkvpo, TaddKLo, pov wPEmEL va Ta polEYovpe va QUYOLHE.
Aowtdv, oto mpotPoho, Paite poli 60g 610 TOPTPEOLIO KoL TOV GTAOVTO
<Forget it my children, we have to collect our things and go. So, in your

portfolios, take it with you and your atlas too>.
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Geography Lesson D (Canada)

1.T: Hpw apyicete vo @peOyeTe 6A01 o1yd orya <Before you all start leaving in a
minute>. Let’s talk about a very very important part of Canada. | want you to
look...please take out your books and your portfolio and your world atlas.
Quickly please, page fifty something, fifty- two? ...two. Fifty three. ... fifty
three here and have a look at this pahe(turns the atlas and she shows the
part).

2.S1: Which part? Which part?

3.T: oY eacstav; <Where have you been>? Have a look at the southeast part of
Canada ghe shows )t here. The border between Canada and W&y,
ayowve kKaOwoe ¢’ ekeiv v opdda exkei <Andy, go sit in that group over
there>.0Ok? We will talk about the lakes of Canada; they are called the great
lakes. Ok! Eric, leave out these handouts pldédse next information “What
country is it? It is the second largest country in the world after Russia. A man
from this country inventeddcipe) basketball” appears on the sliflé&so, have a
look at this part, looKshe shows it on the boardlhe lakes of Canada. Now,
you will listen to me and you will fill in your...your... handout, ok? We have
five, five lakes. The first lake, is Lake Superior, Lake Superior is the furthest to
the left. Lake Superior is the furthest to the left. Lake Michigan is between
superior and...Huron and Lake Huron and Lake Erie is on the left of Lake
Ontario. IModdaxwe. pov Tpia movAdkie KdOovrav, dev Prénm ovte éva
aodaxy, evraéer howov... < My children you're absent minded, not even one
child, ok>. Listen to me, Louis Lake Superior is the furthest to the left. Rene...
what have to, what we have to do now®u are listening to me and you
are...filling out the handout (she makes a movement or the word “fill in”). Rene
take your pencil... bravo, and write the name of the lake, Lake Superior is the
furthest to the left. No, no, no! Bravo Rosie. No, e walks through the
students). Bravo, so Lake Superior is the furthest to the left. Lake Michigan is
between Lake Superior and Lake Huron... Lake Michigan is between Lake

Superior... and Lake Huron. Bravo, bravo Andy. Bravo!
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4.S2: Kvpia to Huron? <Mrs, the..>

5.Huron, you will find this, written heréshe shows him the word on the handlout
Lake Michigan is between Lake Superior and Lake Hysbte says to a girl)
So? Bravo Rene, bravo, yes!

6.S2: Kvpiogym; < Mrs, me?>

7.T: Yes, bravo! Bravo. Ok. Lake Superior is the furtheghe left. Lake Michigan
is between Lake Superior and Huron, brésioe says to a baylake Erie is on
the left of Lake Ontario. Erie is on the left of Lake Ontario.

8.S3: A 7o Bpiika! < oh! | found it

9.T: Ok?

10. Some students: Na1, <yes> yes.

11.T: OK. The first one. This one here, which is it? Yesi the slide is the part of
Canada with the Great Lakes

12.S4: Huron

13.S5: Superior.

14.T: Huron No. Bravo, Superior. So, this is Lake Supetibe vord “Superior”
appears under the first arrowiRene?

15.Rene: Michigan.

16.T: Michigan, bravo! The next one Gina?

17.Gina: Huron.

18.T: Huron, bravo! The next one Angie?

19. Angie: Ontario.

20.T: Ontario.

21.S26: Ontario?

22.T: Oy <no>, Huron, sorry. Is it Huron?

23.S7: Yes.

24.T: Huron, yes. The next one?

25.S8: Erie. Yees!the word “Erie” appears on the fourth narrgw

26.T: Erie, Lake Erie! Listen, Angie, Lake Erie is on the left of Lake Ontario. So,
the last one is...? (the word “Ontario” appears on the last najrow

27.S9: Ontario.
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28.T: The last one is the Ontario, very good! Ok, n@¢ jiijcovpe Aiyo tTdpa
oTo EAMMVIKG, Yo TO. gmOpeva Alyo Aemtd va ovintioovpe Kati. Aoumév
Prémere €6d, Andy; Avtég €6 maidid, givonr mOAD Sidonues 6€ 6ho TOV
KOO0, Kol Aéyovtal oL peydreg Aipves. Otav welg «pueydies Mpves», auéocmg
TAEL 6T0 pVOAO 60V peydieg Aipves Tov Kavada <Now we’re going to talk in
Greek for the next few minutes, to discuss something. So you see here, Andy?
These here my children are very famous in the entire world and they are called
the great lakes. When you say great lakes, immediately your mind goes to the
great lakes of Canada>. The great lakes of Carf@gag, civan avtéc ou
Apveg, givar wapo mod0 onpavtikég Yo tov Kavadd. Mropeite va oke@reite
Y10, TO10 AOYO Eivan oNUOVTIKEG aVTEG oL Alpveg Yo T yopa; <but these lakes
are very important for Canada. Can you think a reason why these lakes are so
important for the country?>

29.S10: ... they are...

30.T: Louis pov meg To 6ta eAAnvikG. Midhoops, T@pa 0o pidcovps Aiyo ota
eMvika gimope Yo Tig AMipveg <Louis, you may say it in Greek. We're talking,
now we’ll talk a bit in Greek about the lakes>.

31.Louis: Motilovv oty Gpdeven ko oty Vopeven <they water, in irrigation
and water supply>

32.T: oAb wpaia, dpa YPNOROTOLOVV TO VEPO TOV MUVEOV YL VO TOTILOVY TO.
YOPAPLO. TOVG Kol TO. (OO TOVS KOl Y10 TOGLHO vEPO, Kl Yo TNV VOPELGI)
tovg <Very good, so they use the water of the lakes to water their fields and
animals water supply>

33.S11: TI'evdponiektpiki evépysera. < for hydropower>.

34.T: Mnpdafo! Xpnoyomorwovv To vePO Kol Y10, VOPONAEKTPIKY EVEPYELQ.
kuprotepa! <Bravo! They use the water for hydropower mainly>.

35.512: Av dev £xovv mivvtipro, va ta wAévovv; <if they don’t have a washing
machine to wash?>

36.T: Tveivan; < what is it?>

37. S13:Av dev &govv mhuvTipla, vo TAévouy Ta povya Tovg < if they don’t have
washing machines, to wash their clothes>.
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38.T: Nou Andy, aidrog;... OfA® vo 0voiEeTE TOPA TOV GTAUVTA GOG, Kl 0D
oA 6T 6EMiIdG 52, 6NV apy] E0M TOV... 6TV apy] €0® TOV Mpvav, (she
shows them the point on the magmv 0x0n ™ Aipvng Superior, &yel éva
mlowopdKky, TL onuoivelt avtd to mhowpdky, Kowraéere oto vmwopvnpa.
Codas; <Yes, Andy, anybody else? ... | want you to open your atlas on page
52, in the beginning.... Of the lakes... there’s a small boat by the Lake Superior.
What does that little ship mean? Look at the note underneath, Costas?>

39. Costas: Awudav <prt>.

40.T: Ayuéave. Tu yvpeover To Apavi péca ot péon tov timote; Méoo 61N péon
™m¢ yopog, Mpup; Nav; <port. Why is there a port in the middle of nowhere? In
the middle of the country? Mmmm? Yes?>

41.Gina: Emredn sival évo pikpo Tépoocpa Kot yid... pIkpo tépoocpa mov o€ (a
student interrupts )Because it is a narrow passing... for a narrow passing that>

42.T: Ma n Gina! <Gina is talking!>

43.Gina: Mikpo mépaocpo. Tov TEPVA, TOV KAvel o peyares ... <Narrow passing
tha crosses, that does bigger...>

44.T: Exeivo to mhowopaxt mov Oa Eexivijeel améd ekei... <that small boat that will
start from there...>

45.514: O Kavoddag civar Tto oOvopd TOvG Kol amtd €0 ANyoivouv oTIg
Hvopéveg Iolrteieg Apepiknig <Canada is the borders and from there they go
to the USA>.

46.T: Nm, Rene; <yes Rene >

47.Rene: ...nmopeva kavovv gpmopro peta&d Tovg <they may do trading between
them>.

48.T: TloAd mpaia. Ofho va kortaéete €00 kaldtepa (A map appears on the
dide). Ed®, 10 mhowopakt mov BAETETE 6TOV ATAOVTA 60G gival £60. Evrage,
Eekva, amoé ot TNV KOKKvY ypapp Brérete, mpoywpa (she shows them
the way with the mousepieg or... ToOg TIg Aéve, oL Aipves petofd TOVG
ETKOIVOVOUV, TPOYMOPE, TPOY®MPA AVTOS 0 VOATIVOS OPOUOS, GTUNOTOVV EOM
o1 Aipveg, adha cvveyilovrol og motap, the Saint Lawrence rivetpv Ayiov
A0VpEVTION TO TOTAPL KO KaTOANYEL ot OdAacoa. Apo amd oxedov péoa

ot péon tov Kavadd, pmropovv vo poptdcovy EnmTopedpate T1ave o€ troia,
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7OV gival 1 o TNV, 0 O PTNVOS TPOTOS NETUPOPAS EUTOPEVRATMOV KoL
vo. @tacovy €€ ot 0dlhacoca pe Tov MO GTNVO KO €0KOAO TPOmO. Apa
avTég o1 Aipveg fonBovv mold...; <Very good. | want you to have a better look
(a map appears on the slijeHere, the ship you see in you atlas is here. OK? It
starts from this red line that you see and it mogége Ehows them the way with
the mouse)all of the... lakes communicate between them, this water road
moves, moves and moves the lakes stop here but they continue as a river, the
Saint Lawrence river and it ends into the sea. So from almost the middle of
Canada, they can load goods on the ship which is the cheapest, the cheapest
mean of transport of goods and reach the sea with the easiest and cheapest way.
So these lakes help a lot in...?>

49.S15: Xto gumopro <n the trade>.

50.T: Xto gpmépro tov Kavadda, dpa kar otnv owkovopio tov Kavadd. Iord
opaic, Apa 6T PETAPOPE EPTOPEVUATOV EITONE, VOPONAEKTPIKI] EVEPYELD,
vopevon, dpdsvon. Bpikape tpia, diro; T &govv péoa ta, TL £rovv péca ot
Aipveg; <In the trade in Canada and thus the economy of Canada. Very nice, so
we said transfer of goods, hydropower, water supply, irrigation. We found three,
others? What are there in the lakes?>

51.516: A, yapwa< oh, fish>.

52.T: Ko ywo to yapra, mohv opaio. Kot yio v aheia, mord opaio. Aowrdv...
Telewdvoope avtoé <Fish, very good! For fishing too, very good? Swe're
done with this>. Now please open, take this handout, the second handout that |
gave you about Canada. Take this handout pledmeghows it to the students
Na @épvovpe kG0 opd camera, vo. pépvoope kKaBe Popd camera, eicoote
mol0 @poévipor <We should always have a camera in class because yauy
quiet now>. Ok, please go to exercise osbe(shows it on the handput
exercise one...WRITE T FOR TRUE AND F FOR FALSE. Ok?

53.S17: Kvproekeivo péoo 6to mopt@oio; <Mrs the one in the portfolio?>

54.T: Yes. What do you think, please read the first ser@eAngie!

55. Angie: CANADA IS ABOUT...

56.T: one thousand...

57.Angie: ONE THOUSAND TIMES BIGGER THAN CYPRUS.
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58.T: True or False? What do you think?

59.Angie: True.

60.T: True. You will write what you think in this column, ok?

61.S18: Kvpiagivan yro pog avto; <Mrs is this for us?>

62.T: No. Yes (shesays to another student that asked something). Whatever you
think. Ot vopilete gocic otnv TpdOTY otiin <Your opinion is in the first
column>. Number two Costas.

63.Costas: CANADA HASN'T GOT A QUEEN.

64.T: What do you think, true or false?

65.Costas: True

66.T: Ok, Costas will write T, for true. Don’t look at the text, don't read the text.
You will read the text later. | think is false. CANADA HASN'T GOT A
QUEEN. Oh no, sorry sorry, is true. What do you think? Rene what do you
think?

67.Rene: ...the queen?

68.T: Yes, is there a queen in Canada?

69.Rene: False.

70.T: Rene thinks is false. Ok, c. CANADIANS USE THE MAPLE TREE TO
MAKE SWEETS. True or false?

71.Louis: False.

72.T: Louis thinks is false.

73.S19: False.

74.T: | think is true.

75.T: FIRE IS THE BIGGEST DANGER FOR CANADIAN FORESTSruUE or
false?

76.Some students: True.

77.T:1think is false.

78.T: Ok! Please read the text silently and do exercise one

79.S20: Naapyiocovpe; <Shall we start?>

80.T: Yes(students are reading the text).

81.S21: Kvpiava ypayovpe true or false ..; <Mrs shall we write >
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82.T: Angie wants to know this sentence means, FIRE IS THE BIGGEST
DANGER FOR CANADIAN FORESTS. What do you think?

83.522:011 n poT14 givon 06 TO pEYOAVTEPO TPAYRATO. TTOV KIVOVVEVEL TO...TO.
daon Tov Kavada <that forest is one of the biggest dangers of ... of the forests
in Canada>

84.T: Yes.

85. Costas: Kvpiarov ypagser (***) < where is it written Mrs?>

86. T: Read the whole text. Shall we read it together? Yes? Gina!

87.Gina: CANADA IS A VERY BIG COUNTRY; IT IS ABOUT THOUSAND
TIMES BIGGER THAN CYPRUS. CANADA IS A...

88.T: Bilingual.

89.Gina: BILINGUAL.

90.T: Society.

91.Gina: SOCIETY. IN SOME PARTS OF CANADA PEOPLE SPEAK
ENGLISH AND IN SOME OTHER PARTS OF CANADA PEOPLE SPEAK
FRENCH.

92.T: QUEBEC.

93.Gina: QUEBEC IS PART OF CANADA WHERE PEOPLE SPEAK FRENCH.

94.S23: T onpaiver <what does it mean?> QUEBEC

95.T: QUEBEC IS PART OF CANADA WHERE PEOPLE SPEAK FRENCH.
Ok? So CANADA IS ABOUT A THOUSAND TIMES BIGGER THAN
CYPRUS. True or false?

96.Angie: True.

97.T: True, very good! Rene, maple trees!

98.Rene: Noro dwpdcw; <shall | read it?>

99.T: Yes.

100.Rene: CANADA HAS MANY MAPLE TREES. CANADIANS SAY THAT
THE MAPLE TREES IS THE QUEEN OF THE FOREST. THERE ARE
ABOUT TEN TYPES OF MAPLE TREES IN CANADA. PEOPLE USE THE
TREE FOR WOOD AND TO MAKE SWEETS, SYRUP, BUTTER AND
MARMALADE.
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101.T: Very good! So, b, c. Yes! The third sentence, is it true or false?
CANADIANS USE THE MAPLE TREE TO MAKE SWEETS.

102.Lina: True.

103.T: True. Louis, capital and national symbol.

104.Louis: THE CAPITAL OF CANADA IS ABOUT FORTY DEGREES
NORTH.

105.T: FORTY FIVE DEGREES NORTH.

106.Louis: SEVENTY FIVE DEGREES WEST AND STARTS WITH AN “O”.
THE MAPLE LEAVE IS THE NATIONAL SYMBOL OF CANADA. IT IS
USED TO DECORATE THEIR QUEEN'S CROWN. THEY ALSO HAVE
IT...ON THEIR FLAG. THEIR FLAG IS RED AND WHITE. THE LEFT
AND RIGHT PART OF THE FLAG IS RED. THE PART BETWEEN THEM
IS WHITE, WITH A RED MAPLE LEAF IN THE CENTRE.

107.T: Ok, so CANADA HASN'T GOT A QUEEN. True or false? True or false?
CANADA HASN'T GOT A QUEEN.

108.Some students: False.

109.T: False. Angie? THE MAPLE LEAVE IS THE NATIONAL SYMBOL OF
CANADA. IT IS USED TO DECORATE THEIR QUEEN’S CROWN.

110.Angie: Yes

111.T: Yes. Now, and the last one. Louis? And the last one Costas, can you read it?

112.Costas: Km avt6é mave<and the one on top?>

113.T: Yes.

114. Costas: VERY HUNGRY BEETLES. DID YOU THINK THAT FIRE IS
THE BIGGEST DANGER FOR CANADIAN FORESTS? IF YOU DID YOU
ARE WRONG. A VERY SMALL INSECT, THE PINE BEETLE, CAN KILL
THOUSANDS OF TREES IN A SHORT TIME. ABOUT 11 MILLION TREES
HAVE DIED UNTIL NOW. IN THE YEAR 2013 80 % OF CANADIAN
PINES WILL BE DEAD. THE CLIMATE ON EARTH IS GETTING
WARMER. THIS HELPS BEETLES LIVE LONGER AND KILL MORE
TREES.

115.T: Ok, so?

116.Tina: False.
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117.T: False. Bravo, Gina! Eee Tina. FIRE IS THE BIGGEST DANGER FOR
CANADIAN FORESTS. False. Which is the bigger danger for Canadian
forests? Rene!

118.Rene: ...the pine beetle

119.T: Very good, the pine beetle So, ... exercise two. Let’s find the capital of
Canada. Forty five degrees, forty five degrees nattle (vrites it in the board),
seventy five degrees wefhe writes it in the board). Please open your world
atlas. Go to page fifty three and find the equator. Did you find the equator?

120.Class: Yes!

121.T: Ok. What are we going to do now? Move? Movstfe(makes a movement
with her hand, she moves it up).

122.S24: North.

123.T: Yes, bravo! Move northshe makes a movement with her hand, she moves it
up). How many degrees north?

124.S25: Forty five.

125.T: How many degrees north8he shows the number on the board).

126.S26: Forty five.

127.T: Forty five degrees north. Ok? Now, ... and seventy five degrees west. So,
what are we going to do now? Seventy five... seventy five degree rsbreh (
shows a point in the atlasEveryone look at me, Steve, Andy, Gina, Rosie,
Rene. Seventy five degrees north, eee west, sorry. Seventy five degrees west and
forty five degrees north, so it’s...? It starts with an “0”, it says.

128.S27: Ottawal!

129.T: Look, it starts with an “0”ghe talks to a studentSo, it's? Yes?

130.S28: Ottawa.

131.T: Yes Ehe writes it on the board). Now, yes, exercise three. Can you find,
Costas find the Canadian flag? Which is the Canadian flag?

132.529: Two.

133.T: Number two? What do you think? Number one, number two, number three?
(she shows the numbers with her fingevghich is the Canadian flag?

134.S30: Number two.

228



135.T: Number two. Bravo! Now, ... read the third paragraph and colour it please
(she moves he hand for the phrase “colou).itYes, bravo Rene, bravo Gina.
(some students show her the paragrapshe(looks at her watchJavayio pov,
avte mowdakwe pov ypnyopa. Avté Linal <Oh my Goodness my children
quickly. This one Lina>$he shows to a girl the word “Ottawa” on the board)
Avte ko okopo €govpe va giéyovpe To... To homework pog amd v
aponyovuevn gopd <Come on, we still have to check the homework from last
time>,

136.S31: Eivowavaykn; <Is it necessary?>

137.T: Eivan avaykn, vau <Yes, it is necessary!>

138.S32: T siyapg <What did we have?>

139.T: Ok, when you finish exercise three, go to exercise four, Louis.

140.S33: Kvpig <Mrs>

141.T: Yes?

142.S33: Naxkleiom To computer avto; <shall | turn off this computer?>

143.T: Oy dev E€pm morog To avorse, pmopei vo, o yperdlovrar. (Some students
are talking)Avre, dvte, avre! Aoutdév, o vrérowror... < No | don’'t know who
turned it on, they might need it. Come one, come on, come on! So the
rest...>king of the forest, mowogivar <who is> o king of the forest? Hello!

144. S34: Maple tree.

145.T: Yes! CANADIANS SAY THAT THE MAPLE TREE IS THE KING OF
THEIR FORESTS. You will find out about the maple tree, in the second
paragraph (she shows with the finger the number two). Ok? So, ... exercise four.
King of the forests? Steve?

146. Steve: Maple tree.

147.T: The maple tree. Products? Products? Gln@pyopa (some students come
badk from the theatre Na 10 m® amhd yw va to katardaPere. Edv oev
0AOKANpOGOVUE TO PVALADIO KL av dgv dovpue To homework mov éueve oto
TETPAOL0, OE PeVYeETE 0mé néoa ¢’ avty v Taln. Evraéer, <Quickly. To say
it simple. If we don’t finish the handout and if we don’t check the homework
that’s in the notebook you won't leave the classroom>. So, products! Gina?

148.Gina: Sweets.
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149.T: Sweets.

150.S35: Butter.

151.T: Butter. Yes?

152.S36: Marmalade.

153.T: Marmalade. Yes!

154.S37: Syrup.

155.T: Syrup. Ziwpém <Syrup>, syrup. Very good! Ok. Canadians speak two
languages, two languageshe shows her two fingers

156.S38: English, French.

157.T: Bravo! English and French. WHERE DO THEY SPEAK FRENCH?
WHERE DO THEY SPEAK FRENCH? It starts with a “Q"?

158.S39: Quebec.

159.T: Quebec, yes! In Quebec. Sap wmddkie mov fAewwOv KOl OE
SCUUTAMPOGOV OVTO TO PVALASLO, B0 TO KAVOLY 6T0...; cmTdKL Tovg! <SOo the
children that weren’t here and did not complete the handout they should do it
at... at home!>. Now, open your notebooks please! Open your notebooks please!
Ok, open your notebooks. Bravo, bravo! At home pleake 6ays to a student
that starts to do the handqubpen your notebooks. Bravo CostHstipve to
nrpapo wicw (she takes his notebook and she sees that he didn’'t do his
homeworK <I'm taking back my bravo>.

160.S40: Kvpia ey®d dgv aporafa kav va ta ypayo <Mrs, | didn't even copy
them>.

161.S41: Ovteey® <me neither>.

162.S42: OYte ey®d mporaPo vo ta ypayw <l didn't manage to write them
either>.

163.T: Evtaéer, épevva. IMowg ékave omitt 100 TIS €pyocieg tov; (one girls
raises her hand) €k, a research. Who did his/ her homework?>

164.S43: Kvpio a@od dev mpordfanse vo ta ypayoovpue <Mrs we didn’t have the
time to write them>.

165.T: To rowwov, evrater. Tina ddce pov. Mdarliov £xm €6® TS O.OKNGELS.

Ipdoo Eava TG 0OKNGELS... KOL... TIG OVTLYPAPETE Kol CEKIVATE VO TIS
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kavate Topo <So, OK. Tina give me your notebook. | have the questions here.
I'll write them again...and.... You copy them and start doing them now>.

166.S44: TlovBo T1g ppovue; <Where shall we find them?>

167.T: T éypoya TAVEO 6TOV TIVOKOE KOl TIS OvVTIYPpAWYaTE nEGO 6TO TETPAOLO.
[Howora katavo® 0Tt £yl pa foopndada va Kavovpe yeoypapio ko Egydoote
Kamow wpaypata. Oa kdvoope Giln o Boopdada ve Kavoope tTOPQ, TN
Tpitn eyo 0a Aeinew. Tnv il [Hépntn eAnilo va Ovpdote kKou va Ta €xeTe
oMo étoyna <l wrote them on the board and you copied them into the notebook.
Children | understand that it's been a week since our geography lesson and you
forgot some things. We won’t have geography next week, on Tuesday I'll be
away. Next Thursday | hope you remember and have everything ready>.

168. S45:Kvpia yivetor vo wapo® £ve GTAAVTO Y10... Y10 VO TO KAV onity, <Mrs
may | take an atlas with me so | can do them at home>

169.T: T'wo va cag Pondnost; Nt Egg, To mopteoro 0a peivel opmg £60. Na
mapeTe novo TETPASIO Kol athavra. Aowwov, Lina, Effie alhaere 0<oers,
ene1dn €60 Oa ypayw. <To help you? Yes. Eee, the portfolio should stay here
though. You only take your notebook and atlas. So, Lina, Effie change your
seats because I'll write something hétbey won’'t be able to see what's on the
board.)

170.546: KvpiaOa mai&er kovdovv todpa <The bell will ring now>.

171.T: 0a T ypawyete K omoiog Tig ypawyel, bye- bye!Evra&er;, <You'll copy
them and when somebody is finished bye- bye! OlsPre (vrites on the board
the exercises: A) Write 3 sentences about the location of Canada. B) Which are
the two climatic zones of CanadaP)c éypawyes €60 Greg; mepipeva, 611
ofnuepa Oa dwpbovope avtéc TIg 0V0... ko 0o cog £pala v Tpitn 7TOVL
Kavovike, émpene va T falovpe 6ieg poli. <Did you write them Greg? |
thought we would correct the first two today and | would .... give you a third
one which | should have given you together with the other tatbe bell rings

and everybody starts leaving).
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Geography Lesson E (Canada)

1. T: Thorti kGBwoeg £0®, Reneéha kaBioe e0®. Steveého kGOoe €0, Renekadice

ekel o mopokor®. Aowwov,<Why did you sit here, Rene come sit here. Steveecamd

sit here, Rene sit there please. So> ok! How are you?

2. Class: Fine, thanks, you?

3. T: I' am very well thank you! Can you please tell me what we talked about last time?
Last time we had geography lesson. Can you remember?

4. Some students\eirape kvpia, ayape vworoyretés <We were not here Mrs we

had a computer lesson>.

5. T: Op rondaxio pov, €keivy ™ péPa 0EV KAVONE, TNV TEAEVTOIO QOPE 7TOL
Kavape yeoypagio npaoctav 6ior palil Ko ftav pe v kvpioa Aptepng. <No my
children, that day we didn’'t have a lesson, the last time we had geography lesson we
were all together! And Mrs Artemis was here too> Can you remember? What country
did we talk about?

6. S1: Country of Canada?

7. T: We talked about Canada, yes! Do you remember something that you learnt about
Canada?

8. Lina: Where is.

9. T: Very good! Where Canada is! Bravo!

10. S2: ...the...the... xkvpimop® va to T® oto eAAnvikd; <Can | say it in Greek?>

11.T: Noa <yes>.

12. 2: To £6viké dévrpo tov Kaveda the national tree of Canada>.

13. T: Bravo! The national tree of... Canada! Do you remember the national tree of
Canada?

14. S2: Maple.

15. T: The maple tree! Bravo! What else?

16. Lina: The location.

17. T: The location, yes! Where is it?

18. Stella: Kvpiaékava gpyoacia yio tov Kavadda <Mrs, | did a project on Canada>.
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19. T: ‘Exaveg gpyacia yro tov Kavada, Av éoope @pa va. 1) 000uE PETA, EVTAEEL,

<You did a project about Canada? If we have time we’ll see it later> Ok. Effie?

20. Effie: Animals and the plants in Canada.

21. T: Bravo! The animals and the plants in Canada. Can you? Let me show you
something.

22. S3: To &geic molv amr’ ekei kvpia < ou need to move it Mrs, it's too far away>
(referring to the projected slide which was not quite in the middle)

23. T: Na 1o perakivijeovpe Aiyo < let's move it a little> ¢he shows to class pictures

on the slide of trees and plants in Canada). Ok? Can you make sentences about what
you can find in Canda? Using “there is, there areshie writes them on the board).
Mmm? What is there in Canada? Angie?

24. Angie: There are many trees.

25. T: Bravo! There are many trees in Canada. Do you know what kind of trees? What
kind of trees are there in Canada?

26. Lina: Coniferous trees.

27. T: Bravo Lina, can you say it again please? Louder?

28. Lina: The coniferous trees.

29. T: Bravo! There are many coniferous trees! Excellent! What else? Soula?

30. Soula: Prairies of wheat.

31. T: Bravo! There are many prairies of wheat in Canatia 6hows the picture on the
slide) and please speak up, speak louder please! Ellis!

32. Ellis: There is a lot of wood.

33. T: Bravo! There is a lot of wood! Woodpre. «Evieio» <wood, gives the Greek
term> do you know it in English? It starts with the “T”. Timber! Timber. Yes. What
else? Prairies of wheat, coniferous trees, coniferous fordstsshows each picture in

the slidg. What's this here?sfie shows pictures on the shd®vhat is this? Can you
make it out? And this one?

34. S4:'Eyxsl guiloporadévrpa <there are deciduous trees>.

35. T: Mapapo, &xev euilofora dévipa <Bravo, there are deciduous trees>. In
Endish? De...? Deciduous, there are deciduous trees too. Yes? And? Canada is very
famous for its...? WhatShe shows a pictuye

36. Some students: Lakes!
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37. T: There are very big, yes, lakes! For its lakes. How many lakes are there in
Canada? Can you remember?

38. S5: Avo; <two?>

39. S6Eivor mo modllréc <there are more>.

40. T: There are?

41. S5: Five!

42. T: Five lakes. Lake? Lake Superior. Lake Ontario. Lake Erie.

43. S5: Michigan.

44. T: Lake Michigan. Please? Who's got the atlases&@sl Do you have them? Ok.
Open them please! In Canada. Fifty two- fifty three please.

45. S7: Kvpiagpeig dev &govpe atrhavra <Mrs we haven't got an atlas>.

46. T: Adote évo dthavta <give an atlas>. Who wants an atlas?

A47. S5: Eyé eyd <Me, me>.

48. T: 'Hpepoa, pepo! <quiet, quiet>. Anyone else?

49. S8: Eya gym <me, me>.

50. T: Page, page fifty one, fifty two- fifty three please. We are talking about the lakes.
We said Superior, Erie, Michigan, Ontario and another &fe2owtov npoceie oc
nopokoi® <Please! Be careful please!> And the fifth lakeR€hepov 0éhers vo mog

otV Kvpio Mapia va TG TS TL KAVES TAve oTov dthavta; <Rene, do you want to

go to Mrs Maria(the head teache@nd tell her what you do on the atlas?> And the fifth
lake is lake? Did you find the lakes? Show me with your finger the lakes on the map
(she shows her finger for the word “fingerThe area where the great lakes are. Page
fifty two- fifty three (She said to a studgntVhere are the lakes8he goes to groups of
studenty Where are the lakes? The lakes.... where are they? Here! Here are the lakes.
The lakes of Canad@®pa avokaivoyo to Tpofinpa, dc EEpete mov givar ot Aipveg

<Now | discovered the problem, you don’'t know here the lakes are>. Show me the
lakes. Bravo! Bravo! Bravo! Yes, so!

51. S9: Kvpig, gpag eivan AdBog; <Mrs, are ours wrong?>

52. T: No, here! Now, come on listen to me! Find Lake Hl.ake Superior...Ok, you
found it. Lake Erie. Bravo! Come on! Lake Ontario? Michigan? What's missing?
Another one is?

53. S10: Huron!
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54. T: Bravo! Lake Huron. Ok! Now, close your atlas and open your notebooks please!
We are going to check your homework. Canada, WRITE..WRITE THREE
SENTENCES ABOUT Rene pov; ‘Omowovg To TETPASI0 Eival TAVM, Vo TAVE Vo, TO
oépovy Tapa. Tederdver o (povog KL aképa Eeyvate apaypata tave. <Rene? Those,
whose notebooks are upstairs, go get them. The year is almost over and you still forget
things upstairs>. I' am listening three sentences about where Canada is; number one
(she shows her fingerAngie?

55. Angie: IT'S ON THE NORTHERN HEMISPHERE.

56. T: Bravo. It's in the northern hemisphgshe stresses “in”). Bravo! Gina.

57. Gina: Canada is bordered United States of American

58. T: It borders the United States of American to the...?

59. Gina: South.

60. T: To the South....Another sentence?

61. S12: IT BORDERS ALASKA TO THE NORTH WEST.

62. T: Bravo!

63. S13: IT IS IN THE TEMPERATE AND POLAR ZONE.

64. T: Bravol! Itis in the temperate and polar zone. Do you have another sentence?

65. S14: It is North American.

66. T: It is North American. Yes!

67. S15: IT BORDERS ALASKA.

68. T: It borders Alaska to the northwest. Stella said, it is on the northern hemisphere.
69. T: Sorry Angie. In the northern and?

70. Some students: Western

71. T: Bravo and western. And the next exercise was...WHICH ARE THE TWO
CLIMATIC ZONES IN CANADA? Rene told us the two climatic zones. Louis.

72. Louis: THE TWO CLIMATIC ZONES ARE THE POLAR ZONE AND
TEMPERATE ZONE.

73. T: Bravo! The polar and the temperate zone...of Canada. Now, please
close...your...notebook and open your atlas again. Page fifty two-fifty three again. Fifty
two and fifty three ¢he opens her atlas at these pages and turns it to the students)
Listen to me! Look at me, look at me! Look at my face, brgsbe shows her fage

You will look ok? At the map of Canadahle shows the maph page fifty two and
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fifty three and you will decide in your groughé makes a circle with her finger for the
word “group”) where most of the people in Canada live? Where do Canadians live? Do
they live in the north of Canada? In the south of Canada? West? East? South east?
South west? What do you thinkshe shows the points on the mapyl why? You have

to think she makes a movement for the word “think”). Look at the map, ok? Please
discuss in your group.

74. S16:Kvpia pévovv €6® mov cival to fouvd. Xta fouvva pévovv <Mrs, they live

here where the mountains are. They live on the mountains>.

75. T: Quiet please!

76. S16: Mévovv €6 oto fouvd, To ywti dev To EEpovpe <They live here at the
mountins but we don’t know why>.

77. T: Eo¥ ywti dev amyaivelg va peiveg ota Ppouva; <why don’t you go and live
close to the mountains?>

78. S16: Eme1do1] ekel &gl ovvveQud, pmopei vo méoelg KATO® amd TOV YKPENO
<because it's cloudy and you might fall off the mountain3h€ students discuss in
Greek).

79. T: Xopapéyov! <Be serious>(she moves to another grou@ravo! This group

here is correct but you have to tell me, why! This group is also correct and they have
said something very clever! Bravo! Can you try (**$he talks to a groupptop! Stop.
Close your mouth, your eyes on me... eyes on me $le® ghows hersglbk! What did

you find out? Where do most of the people in Canada live? Can you show me on the
map? ...Lina what did you find out?

80. Lina: Here! (she shows the point that her group found).

81. T: This group says they live here and hehe(shows the two points on the map to
the class). Why?

82. Lina: "Exel Mpavie kot fropnyoavieg < there are ports and industries there>.

83. T: MMapévleon ota eAAnvikd. AKOVTE pg, 605 POTA Tov Lovv oL o TorAol
avOpomor, Kol pov Aéte kamoreg neproyés. Ko ocog Aém ywa morwo Adyo Covv ekei;

Kot pov Aéte emeon £xer moAha Apavio kot ropnyovikd gpyoostacia. Opomg moiond

To Mpavie Louis kon ta fropnyovikd kévipa givol ekel exedn aqyav or avOpmmor

ekel. Eyo oog potd ywoti myov gkel ko EKavay Apavio Kot opnyovikda kEvtpa;

<a parenthesis in Greek. Listen to me, | ask you where do most people live? And you
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tell me some areas. And then | ask you why do they live there? And you tell me because
there are a lot of ports and industries. But children, the ports, Louis, and the industrial
centres are there because there are people there. | ask you why did people go there and
made ports and industrial centres?>

84. Angie: Can | speak in Greek?

85. T: Yes, you can.

86. Angie: T'wati... 0o Ppkav KoAOTEPO TO KAIpO...y1d Vd..., S16TL 6OV Y€1 KAAG

KAipo 00 Tav va Katolkieovy, d10TL vrdpyovy Kol moArd... <Because... they found a

better climate... to... because wherever the climate is good they’ll go and live because
there are many....>

87. T: Ok, Angie, listen to me. So, where do they live?

88. Angie: Near the United States.

89. T: Bravo. They live near the United States of American. Very good! So they
live...use this (she shows the shape with north, south west and east on the board).

90. Angie: South. South of Canada.

91. T: Bravo. They live south of Canada. Ok? In the south part of Canada. Ok? Very
good! Now, | want you to look at this and ugpa va dm, Tt dpa givar;, <what time is

it?> (she shows them the question that they have to discuss, with some choices —north,
south, east, west, south east- because-1. there is water there 2. there is ice there 3. there
are Eskimos there 4. it isn’t very cold)

92. Some students: Aékrot sikool <twenty past ten.

93. T: | want you to look at this language frame and tell me...can you make a correct
sentence about where people in Canada live? For example: MOST OF THE PEOPLE
LIVE IN THE NORTH OF CANADA BECAUSE...THERE ARE .....! What do you
think? Eéyaoa 1o ‘e’ <I forgot an ‘e’ hereX(referring to the word ‘east’ where there

was no ‘e’) Stella!

94. Stella: They live in the south of Canada because ...there, it isn't very stwd (
makes a sentence with words from the board).

95. T: Bravo! Because IT ISN'T VERY COLDshe ticks the phrayeAnother one?
Another sentence?

96. S17: Ilavokvpic to ‘€’. <Mrs put the ‘e’ above>.
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97. T: Mo mov pe maddxio pov; Aaae ovté givar <but where my children? Ohhhhhh
tha'’s it>. east, west, southeast, southeast. Ok! Another sentence! Stella says most of the
people live in the south of Canada, because it isn’'t very cold. So this is the correct one
(she circles the word “eas}’ Can you tell me, can you make another sentence? Did
you see?

98. S18: Kvpia<Mrs> in the south.

99. T: Most of the people live in the south of Canadaabse...? Louis!

100Louis: IT ISN'T VERY COLD.

101T: Itisn't very cold, we said it. Another reason?

102S19: The climate is good

103.T: The climate is good. Yes!

104 Louis: There is water.

105T: Bravo! THERE IS WATER THERE.she ticks the phra¥e/ery good! And
another reason! Because? There is another country nearby. Ok.

106.521: Kvpig <Mrs?>

107T: Non wondaxue, pov; <Yes,my children?>

108Louis: Na mam vo ckovwicom T potn pov <Mrs, may | go out and blow my
nosx?>

109T: Nan <Yes>. Now | want you... This is where most of theme live in Canada,
ok? Ghe shows them a map on the slid&)uth and south east part. Now, have a look at
this picture, what can you seeshé shows them a picture with many children).

110S22: Children.

111T: Children.

112 Steve: different

113T: Bravo! Many different people. Why are they different? What's different? Steve
says these people are different. Why are they different?

114S23: ... their cor.

115T: Their colour! Bravo.

116S24: They haven't got the same nationality.

117T: Bravo! They haven’t got the same nationality you said? Ok, we’ll find out. Take
one Lina. Give it to the other group. Please take a piece of paper.

118.S25: Kvpiao kabéveg éva, <Mrs, one each?>
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119T: Yes ghe hands them a small piece of pap&ene 6a cov To Tapw 6¢ Aiyo.

ITow? civan avto; <Rene, I'll take it from you in a bit. Whose this?> Ok, listen to me.
120S26: Kvpiagndg 8¢ pog £dmesg <Mrs, you didn’t give us one>.

121T: Ok. Are you ready? Are you ready? Please listemé& Angie pov! <My
Angie>. In the balloon we will find a sentence, a mixed-up sentence and this is what
each child says, ok? Put the words in the right order and find out what each child says.
You're B... Discuss pleasethg children are discussing in their group®ov cina

avTiv TV A£EN, o néca oty ta&n <l told you not to use this word in the classroom>

( a student said an inappropriate word in GreeR)hese three sentences will help you
(she says to a group. She gives a piece of paper to each child of thi Jrioege three
sentences will help youslje says to another group). These three sentences will help
you, ok? §he says to another group).

122 S27: Kvpiartdg 00 to kavoops; < Mrs, how will we do it?>

123T: To Aowév, otom mwal kot Prénete! Emelon péca 6’ avtd 10 prarovaxy, €&t

TPELS TPOTACELS KOL PETA TTOV TO KOV AE® KL €YD NTOPEL VO OVGKOLEVTEITE Alyo

va. Bpeite TPELS EeYOPLOTES TPOTAGELS, GOG OIVO GVTO TO YUPTAKL TOV EIVAL OL TPELS
nPoTaoelg yWPopusveg Kor otav Tig Ppeite Ceyoprotd 0o TiIc Ypawere €00 67O
kovtaxt cag. Karalapape, Avre, Eexvare! Mapapo! (she goes to the groups and
watches what they ddMrpapo! Mrpafo! <So, stop again and look here! Because in
this balloon there are three sentences and after | did it |1 thought you might have
difficulties finding three different sentences I'm giving you this piece of paper where
the three sentences are written and when you find them put them in the correct order ,
write them and put them in the box. Understood? Come on start! Bravo! bravo!bravo!>
Ok, stop!

124 S27: One minute!

125T: Ok! Who has A?... Hubo? Who has Hubo? Yes!.... Anpled6 Aertdé Angie!

<Jug a minute Angie>..Yes!

126 Angie: | COME FROM INUIT PEOPLE

127T: | AM TIKI | COME FROM INUIT PEOPLE. Eivan ovyyvopéva Tta
ypappata,<things are confusing> sorry! | AM TIKI | COME FROMIUIT PEOPLE.

Yes?

128S28: | AM... AM A CANADIAN... CANADIAN CITIZEN.
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129T: Citizen. Bravo! I' AM A CANADIAN CITIZEN. Inuit peoplerowdid sivar i

PV TOV gokipoov. Kot n gui tov eoxipoov... givar ot 10aygveig avlpomor mov
Covoav atov Kavada mpiv £pOovv o1 svpomaior yia va Ojeovv ekei <children it's the

tribe of Eskimos. The tribe of Eskimos is the indigenous people who lived in Canada
before Europeans went to live there>. | AM A CANADIAN CITIZEN, what's a
citizen?

130.S29: oAitng <citizen>.

131.T: IMoAitng <citizen> .Very good! The next one! This girl herelid.

132527 | COME FROM CHINA.

133T: 1 COME FROM CHINA, yes!

134S27: 1 AM HOBU.

135T: | AM HOBU, | COME FROM CHINA. | AM A...?

136527: CITIZEN.

137.T: CANADIAN CITIZEN. Ok, this is...? Who has Finlandaffer each child says

the three sentences, the sentences appear on the board near each child of the picture)
138 S30:dwlravdia; Asv £rovps <Finland? We haven't got any>

139Alexia: | AM MIKA. | COME FROM FINLAND

140T: | AM?

141 Alexia: (***) (there’s too much noise in the class, students are talking to each
other)

142T: Moo remto Alexia pov. Mieé Aerté. H kvpio Aptepig tdpao, £xsl 6ha to

€i0N POVAOV Kol TLPIMOV TV umop® va farm. Na dovpe ofpepa av 0o Bpo... av

0a dnuovpyfiem drha <Just a minute Alexia. Just a minute. Mrs Artemis now has all
the kinds of voices and shouts | can do. Let’s see if today I'm gonna find... I'm gonna
invent more>. OkAlexia. Joe; Alexiapov tT@pa mrag, <Alexia, Joe? Alexia are you
talking now?> ( the girl talks really quietly and nobody can hear).

143 Alexia: 1 AM MIKE. | COME FROM FINLAND. | AM A CANADIAN CITIZEN.
144T: Bravo! | AM A CANADIAN CITIZEN. Nicholas France. Effie!

145Effie: | AM NICHOLAS. | AM A CANADIAN CITIZEN. | COME FROM
FRANCE.

146T: Bravo and Jamal? Joe ywg meig ywo tov Jamal! <Joe tell us about Jamal>

147. Stella: Kvpiava no; <Mrs shall | say it?>
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148T: Stella!

149Stella: | AM JAMAL, | COME FROM NIGERIA. | AM A CITIZEN CANADIAN.

150T: | am a Canadian citizen. So, listen to me pleabe ¢laps her hanjisThese
children come from different countries but they are all Canadian citizens. They live in a
multicultural society.

151S31: T givon avtd; <What's that?>

152T: Holvmomticiukyy <multicultural>. They have different culture&Eyovv
dwopopeTikég kovitovpes <they have different cultures> but they have thmesa
citizenship ok?

153S32: Téhewwoen dpo <time is up>.

154T: Tv opo givan; Kot 33; I'piyopa, @uraéte to, KPOTNOTE TOVS ATAUVTES YLd.

™mv @AM Qopa, yYpoupés yopvaotikig... Aika cag . <What time is it? Half past?
Quickly, tidy your things keep your atlases for next time; make lines as in gymnastics...
It's yours, keep it>ghe answers to a girl who shows her the piece of paper).
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Geography Lesson F (Canada)

1. T: Ok! (The students are settling down, trying to take out their books and the teacher
Is preparing the projector)Bravo Angie, bravo Rosie, bravo Greg, bravo Tina, bravo
Soula, bravo Effie, bravo Lina, bravo Stella, bravo Gina, bravo Rene. Please be quiet!
To Aowwov, 0éhm vo pe Prémete. Aowwov mowddkio pov 0éhm va pe PAénete €00.
Bl\énete pe oto patwe. o to emopevo €vo Aemtd, 6 0o pAoere kaBo6lov, vo
NPERIGETE OTIC KOPEKAES 060G, av OfheTe pmopeite vo KAVETE 0EPO UE TO TETPAOLO

60g, 0¢ 0o pkieete kKaO6Aov gima, yorapdote! <so, | want you to look at me. So my
children | want you to look at me now. Look at me in the eyes. For the next one minute
or so, you won't talk at all, calm down if you want you may use your notebook to make
air but you won't talk at all, calm down!>

2. S1: Kvpiayw wéon Aenta, <for how long Mrs?>

3. T: 'Eva. Aenrté6 <one minute> ghe shows her finger for the word «one»).
Yvveidntomonjote 0Tl TEAEimoe TO Swdheiupo, TOpa civor padnpo <Please
undestand that the break is over, it's time for the lesson now>. Aaand stop! Put your
notebooks down pleasshle makes a movement with her hand, she moves it down). Put
them down, come on, ok. Today, Stella, we will continue about Canada and we are
going to talk about the economy of Canadhe( writes the word “Economy” on the
board). What words come to your mind when we talk about the economy of a country?
4. S2: Money.

5. T: Money! Money, very good! She makes a diagram on the board—Beconomy
money.

6. S3: Products.

7. T: Products! Very good!She writes the word on the diagram

8. S4: Agriculture.

9. T: Agriculture. Very good!ghe writes the word on the diagraies? EF?

10. Effie: The exports and the imports.

11. T: Shhh

12. Effie: The exports and the imports.
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13. T: Bravo! Very good! The exports and the impodsthe same time she writes the
words on the diagram).

14. Stella: Kvpiat givon To “agriculture”; <Mrs, what'’s ‘agriculture’?>

15. T: Ok! ST wants to know what agriculture is. We talked about it, when we... when
we were learning about South African!

16. S5: yempyia<agriculture>.

17. T: Mnapapo, n yeopyia! <Bravo, agriculture>. Now, the products? What dites
mean products?

18. S6: Ipoidvre <products>.

19. T: IIpoiévra! <products>. Money?

20. S7: Agptd< money>.

21. T: EX... exports, imports? Exports, imporshé makes a movement with her hand
that showing in and ot

22. S8: ggaymyeg swoaymyég <exports, imports>.

23. T: Bravo! What do you think? Can you... can you make a guess? Is Canada a rich
country or is it a poor country? What do you think?

24. S9: is a rich country.

25. T: Just a minute, just a minute. S 6 Tapokai®. < Savi please> Yes Soula?
26. Soula: Canada is a rich country.

27. T: Arich country, why?

28. Soula: (***) (she uses English but her exact words are not heard.)

29. T: Ok. Soula says is a rich country because is $hg (nakes a movement for the
word “big” ). India is big; India is big but is not rich. It's a poor country. Soula also says
that there are many lakes, where ships can travel and this brings money to Canada.
What do you think?

30. Lina: (***) (she also talks very and though she uses English it isn’t audible).

31. T: Good!

32. Lina: They have industry.

33. T: Very good! They have a good industry. Ok! You thimépilelg, pavredeig f
Eéperg To; < you think, you guess or you know it?>

34. Lina: Nopilm <I think>.
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35. T: Nopileg <You think>. Ok, Lina....thinks that Canada is rimdcause it has a
very strong industry, maybe! Anyone else? Ok, let’s say...

36. S10: Mineral riches.

37. T: Ok. And mineral riches. Mineral riches what does it mean?

38. S11: Opvuktég TrhovTog <mineral riches

39. T: opuktoég mhovtog <mineral riches>. OK, Now.t1 fjtav va e <what was |
going to say?> Ooh yes, yes, yes | know! Have a look at this. CANADA HAS GOT
MANY LAKES SO IT PRODUCESthe slide does not appear and she starts reading
again) CANADA HAS GOT MANY LAKES SO IT PRODUCES A LOT OF FISH
(there’s the Greek equivalent under the word “produce&iother sentenceere

are two tables with a main phrase in each and some words to choose from to make a
sentence about Canada).

40. S12: Aevta mapayel kopia, To yapever <they don’t produce it they fish it>.

41. T: Another sentence, Soula!

42. Soula: CANADA HAS GOT MANY PRAIRIES. SO, IT PRODUCES A LOT OF
WHEAT.

43. T: A lot of wheat.

44, S12: CANADA HAS GOT MANY MAPLE TREES. SO, IT PRODUCTS A LOT
OF MAPLE PRODUCTS.

45. T: Bravo! Yes, Angie!

46. Angie: CANADA HAS GOT MANY COWS AND SHEEP. SO, IT PRODUCES
DAIRY PRODUCTS.

47. T: Cows and sheep. So, it produces a lot of dairy prodsbts fhake an arrow on
the slide to show)it... and meat. What else? Rene! Talk about the forest.

48. Rene: CANADA HAS GOT MANY FORESTS. SO, IT PRODUCES A LOT OF
WOOD.

49. T: Bravo! It produces a lot of wood. Do you remember...? What's another word for
wood?Evieia; <wood?>

50. S13: Timber.

51. T: Timber, yes! ¢he writes on the side the word “wood”). Timber. Y&avo. So,
Canada has got a many, many, many products. Ok? What do you think? Does Canada
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export a lot of things? Or does it import a lot of things? (She moves her hands out and in
for the words “export” and “import’).

52. S14: Exports.

53. T: It exports, bravo, a lot of things. So, it takes.sffe(makes a movement with her
finger for the word “money”, which is the answer

54. S15: Money

55. T: It takes money. So...? It has to be arich...country. Yes!

56. S16: It has a good economy

57. T: And it has good economy yes! So, apart from these prodistis,shows the
products on the slide)Canada has got a very strong industsie( writes “strong
industry” on the board). Industry what does it mean?

58. S17: Buopnyoevia<industry>.

59. T: Buopnyavia <industry>, very good! | will give you a handout..’Eva, &vo,
Tpia, téocepa <one, two three four>she counts the handouts. So, CANADA'S
INDUSTRIAL DEVELOPMENT, development? Developmeshé makes a movement
with her hand. She opens them, miming the word).

60. S18: Avartvén<development>.

61. T: Avamtoén, <development>, very good! CANADA HAS A HIGH
INDUSTRIAL DEVELOPMENT §&he raises her hand for the word “high”}t has
many r......, M....., M...., r.... and s.... of a..... We will fill, we will do the...we will read
the handout and fill in the blank. Exercise one. Read the instruction EV!

62. Effie: MATCH THE TERM WITH ITS MEANING.

63. T: Match the term, match the term with its meanistge(shows the columns on the
handout). Match the term, with its meanirsh¢ shows the word “match” and the shape
that appears the meaning of the word “match” on a card, which is above the board).
Ok? Please read it silently and match whatever you think is correct.

64. S19: Kvpiava to kavovpue 6io; < Mrs, shall we do it all>?

65. T: No, exercise one. Please do exercise one, only. Ok, stop! Stop! Who wants to go
first? RAW MATERIALS, what does it mean? RAW MATERIALS. ANG can you
say.... ANG thinks that it's...

66. ANG: NATURAL PRODUCTS THAT CAN BE USED TO MAKE OTHER
PRODUCTS.
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67. T: Bravo! Natural. Natural?

68. S20:dvewka <natural>.

69. T: Natural products. Products of nature, MA! That barused, that we use to make
other products, for example, what?... What's a raw product? ....A product that we take
from nature to make another product.

70. S21: wood

71. T: Bravo! Wood! Wood or timber is a raw material. Ok? In GreHlpehtn; Ot
apOTES VAeS madra pag yopog, <Raw? The raw materials children, of a country?>
Theraw material. The next one, mineral riches. CH?

72. Tina: THEY ARE USUALLY FOUND IN THE GROUND AND THEY ARE
INORGANICS.

73. T: Very good! Mineral riches, they are usually found in the growhe (nakes a
movement for the word “ground”pk? And they are inorganinpaiver givan
avopyavy, givan avépyaves oveicg <It means that they are inorganic substances>. And
thelast one, Lina?

74. Lina: SOME SOURCES OF ENERGY. ANYTHING THAT CAN BE USED TO
GENERATE, PRODUCE ENERGY.

75. T: Generate, produce energy. Sources of energy ANR...can you say it in Greek?
Sources of energy, sources of energy. Anything that can produce energy. So?

76. Lina: evépyewo <energy>.

77. T: Yes, like what? A source of energy is?

78. Louis: Merpélaro (using English pronunciation and laughing).

79. T: Ietpélano, yes in English?

80. S22: QOil.

81. T: Qil, yes!

82. S23: Gas

83. T: Gas! Bravo! Please do exercise two. Put these words in the correct circle.
WHAT ARE MINERAL RICHES? WHAT ARE SOURCES OF ENERGY? And
WHAT ARE RAW MATERIALS? Ok? Start pleasdladakio yAvka, po pukpn
sopfovin < my little children, a little tip> a tip. There are words that you can put in
two circles.llowwa yw to <children for the> raw materialsig apdTteg vVAeg, mpémer

Vo oKeQTEiTE, pE poOTO ag modue 1 Soula to “gas’ to aépro givor TPpdOTN VAN;
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ANLOON PTOP® VO TLAG® TO GEPLO KOL VO PTIAE® KATL GALO, £va GAAO TPOIOY KoL Vo
T0 TOVAMo®; A0 T0 0épro; JOe; Amd 0Ao TOV KOGHO, POVO €6V YEAAG, £l KATO0
Loyo; <the raw materials you need to think, for example Soula asks me if ‘gas’ is a raw
material? Can | take gas and make something else, another product and sell it? From
gas? Joe? From everybody here you're the only one laughing, is there a reason?>
84. Joe: TI'wriyia to aépro; To aépro. <Why for gas? Gas.>

85. T: OK, let’s start! Mineral riches. Eric!!! Eric will readéev prop®. E! <I can't.
Hey!> ( the students are making noise and talking to each other>.

86. Eric: Na ww; <shall | say?>

87. T: Oy, va punv wels. AOGE TNG TO GE TUPUKOAD Y10, VO, PTOPECEL va. d10pOdoel.
Stella pov, nape 10 oe mopokorid, tedciove. <No, don’'t say. Give it (correction
liquid) to her so she can make correction. Stella please take it and finish up> Eric.
88. Eric:...Mineral riches are amianthus.

89. T: Yes?

90. Eric: Aluminium, coal, zinc.

91. T: Coal and zinc.

92. S24:Kvpia to tpdTo mowo Ntav;, To mpdTo mov gime; <Mrs, what was the first
on€? The first one he said?>

93. T: Amianthus.

94. S25: T eivar To Amianthus’'? <What's ‘amianthus’?>

95. T: So! Coal, coal is not...it's not inorganic but it's..ges, it's a mineral. It's a
mineral.... Raw materials?

96. S26: Kvpiato wponyovpuevo Tt givar; <Mrs what was the previous one?>

97. T: ...Mineral riches.

98. S26: Na, Tt onuaivel; ¥'es, what does it mean?>

99. T: Apiavtog! <amianthus>

100S27: A! <Oh>

101.527:Kvpio propeig vo Ta ypa@eig oto wivaka yoti cuyyvotnka; <Mrs can you
write them on the board because | am confused?>

102T: Ok, quiet please! Mineral richeshé writes the answer on the board, amianthus,
nickel, aluminium, zinc under the colurtMineral riches”). Iladwé axovote pe, EEp

ciyovpa, akovte pg, EEpm, akovte pne. E€po oiyovpa 6tL ovtd givan opukta (she
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shows the words on the boardyraéer; Topa o Eric épale kar To coal, to kappouvvo

0TO0 OPVKTO. M7maivel 610 0pUKTA, 0AAG TOOLQ CVGTNPE MIAAOVTOS, OL , GV TO
YAEETE 6TO EMOTNUOVIKA IMADVTOS, av TO YaieTe 6To internet to, o avOpaxac, To...

< Children listen to me, | know for sure.... Listen to me. | know for sure that these are
mineral riches ok? Now, Eric also added coal in these. It can be out in this category but
strictly speaking children if you search for it scientifically and if you look for it on the
internet coal...>

103S28: Kappovvo <oal>.

104T: To kapPouvo, v, dev givar avopyavn évoon, dpo emionua dgv pmwopsi vo

nTEL €0, 0ALG pmopeite va To PareTe 0oV TO Ppickovue kAT omd T yn <Coal,

yes it not an inorganic compound so officially it can’t be in this category but you can
put it here since it is extracted from eartliRaw materials!(she writes the correct
words under the column raw materials.... Raw materials! Angie! aviaora, amid
ene1dn 0€ 60g Pfrvteoypa@ovyv, o€ onuaivel 6t 6¢ Oa pddte 6to padnpa. <Children,

just because you're not video recorded it doesn't mean you won't take part in the
lesson>.

105S29: Timber.

106.T: Timber (she writes it under the column). Timber but you can also put oil. You
can make a lot of products out of oil. Ok? And sour, sources of energy?

107.S29: aluminium?for the previous column “raw materials”)

108T: And the aluminium, yes. Aluminium and nickel, and amianthus and zinc...
Sources of energy?

109.530: gas?

110.T: Sorry?

111S30: Natural gas

112T: Natural gasghe writest under the column “Sources of enetpy

113S31: Edd épora éva, adrda dev EEpo oS Oa To Tw <I've put one but | don’t
know how to say it> Hypro, hydropower?

114T: Shh! HydropowerY époniektpikn evépyero. <hydroelectric power¥she writes

it on the board). Aaand, and?

115S32: coal.
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116T: Oil and coal. Canada uses a lot...a lot of hydropower to produce energy. Why?
Why? Effie?

117 Effie: Because Canada has a lot of water

118T: A lot of water and a lot of rain. Bravo! Ok, when you finish with thise(
handouj, open your note book$lawakia pov, 0o ta Parete péco 6To PLALAOLO
cog, péca oto Pifrio cag, miod Angie. H Effie péypr xar v dAin @opa vo pe
Ovpiceig va 600G 0MOM TO, TO TOPTPOME 6ag va PareTe péca 1o, T0. PUALGOLE <MY
children, you'll put your handouts in your books, I'm talking Angie. Effie remind me
next time to give you your portfolios to put your handouts ik, we are going to do
an exercise in your note books, but, we have to remember and gather together many
words, many words about Canada. So Canada is the country of...? What's the country
of....., you have to put the letters in the right ordeon. the slide appear some words
with the title “Canada is the country of...”, the words are “fstores, pairesir, oodw,
wehta, kesla, udnrta, plmae rees, gtaai

119Class: Aaa!

120.S33: Forests.

121T: Forests! Very good! Of?

122S34: Prairies.

123T: Of prairies for each correct answer, slide the correct spelling of the word
appears on the

124 S35: T givon To prairies; <What's ‘prairies’?>

125.Some students: wood

126.T: Wood.

127.S36: Water.

128T: what?

129S36: wheat.

130.T: No, it's not (the correct word appears). Wheat!

131S36: To ciraxvpia! <I said it Mrs>.

132T: Sorry!

133S37: Kvpia T given Tto ‘prairies’; Kvpia T givan to prairies; <Mrs what's
‘prairies’? What's a ‘prairie’?>

134.S38: T onpaiver prairies; <What does ‘prairies’ mean?>
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135T: Iowg 0a, pog wer v onpaiver prairies; <Who will tell us what does ‘prairies’
mean?>

136 Some students: tedradesprairies>.

137T: Oa ¢épo mo pépa... £vo erelc6oo tov «Mikpdé omitt oto MPador», vo To
dcite va pn eyvarte. <One day I'll bring the ‘the little house on thappe’ to watch it
so you won't forget? Is the county of...? What's this?

138Some students: Lakes.

139.S39: Tundra (for the next one).

140T: Tundra.

141 Some students: Maple tree.

142T: Maple tree. Aand?... You will not.... you will not find this.

143.S40: Tida.

144T: Taiga. Do you remember what taiga is?

145Eric: Yes!

146.T: Eric neg pov <Tell us Eric>.

147 Eric: Eivan 1 PAaotnon kdto amd v Tundra <It’s the vegetation under tundra>.
148T: M=papo pe Eric! <Bravo Eric>. Ok! The phrase “maple sweet» appears on the
slide, with narrows Hear what we’ Il do! We will write these two words and you will
find as many words about Canada as possible. Words starting with an “M”, “a”, “p”,
“I7, “e”.

149Class: “s”, “w”, “e”, “e”, “t".

150T: You can use these words tehé shows the words that they wrote for the
previous exercise of the handpak?

151S41:Kvpia 0a to ypawyovue £tor oto teTpadio? <Mrs shall we write in the same
way in our notebook?>

152T: "E1o1 00 o ypawete <You'll write it in this way> éhe shows in the notebook to
students how to write the words horizohtaA stop! To 0ého 6popeo, wpaia
ypaupata, ov 0EAETE Vo TO KAVETE pNE TO Ypopnatiotd . Onmg 0shete <l want it nice,
nice letters if you want you may use colours. Any way you warnhi>ok what Steve
did! Don’t do this. Costas is okslie shows the notebooks of these stugeritky kat
g Vicky’s givar modd mpaio. Avte, maddxia pov, npepfote, npepfote! <Vicky's

is also very nice. Come on my children calm down, calm down>.
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1533A42: Kvpia wpéner va ypawyovue AéEars Yo Tov Kavada; <Mrs, we have to write
words about Canada?>

154T: 2 ywati va ypawyers to f; Ano to; Aeg ekei (she shows the words on the board).
<Why do you need an ‘f'? It's from? Have a look at the board>

155543: Kvpiacivan kard; <Is it good Mrs?>

156.T: Bravd

157Joe:Kvpio pmopodpue va parovpe kol oto ovamoda, avaroda; <Mrs can we also
do it reverse?

158T: Anhaodi); <what do you mean?>

159.Joe: Naapyiler avamodo <starting by reversing the word>.

160T: Acaa, vou! O Joe mowdwd okEQTNKE Mo OE0...nTOPEITE VO YPOAYETE
avtioTpo@a po AEEN Kol vo KOTOAEETE 6° €KEIVO TO Ypappa, Tapadeiypnotog yapn

yw. 7o L avti va ypayovpe to lakesépare mineralko kataiyetl 6to L. "Eda! <Oh
yes! Joe had an idea... you may write the word so as to end in that letter so for example
instead of the word ‘ lakes’ she wrote ‘mineral’ which is ending in ‘I'. Come>
(somebody comes in the room and asks for a student) to Joe! <Joe>?

161S44:Eva. xopia, o Tpeg podntéc, éva 0éher <she wants one student Mrs, not
three>

162.T: Rene! | want to check what you did!

163Rene: Asvrereiooal <| haven't finished>

164.T: Ag pe mepaled <l don’t mind>

165S545: Kvpiato prairies nadg ypagperar; <How do you spell ‘prairies’?>

166T: prairies;Ilog ypagetan, Mmopeite va to Palete avriotpogoa.. Louis éha ot
nopokoi®! Ma o Andy mov givar, <How do you spell it? You may write that reverse.
Louis please! Where is Andy?>

167.S86: Ecrtace Ta mievpd Tov, yteg £omace Ta mAevpd Tov. Tov Ta éomace o Joe.
<He has broken his ribs, yesterday he broke his ribs! Joe did that.>

168T: Ifqyawve Pyare To cvppa. Avte cag mopokoi® <Go and plug it out please,

come on pleasefstudents start collecting and tidying their things until the bell rings).
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Geography Lesson G (Australia)

(There is a projected slide on the board with the phrase “Which country is it?” and
some words on the side “semi-arid climate”, “sub-tropical climate”, “temperate
climate”, “arid climate”, Mediterranean climate” and “tropical climate”. There are
some pictures and words on the black board “desert”, “tropical rainforest”,
“Australian Alps”, “prairie” and “savanna”)

=

T: Today we are going to talk about ...? A new country.

2. S1: New country

3. T: ... Lets see if you know which country it is. Can you look at the first sentence
(another sentence appears on the projected slide “It is called ‘Land Down Under’
(some students raise hand€an you read the first sentence Louis?

4. Louis: IT IS CALLED ‘LAND DOWN UNDER'.

5. T: It is called ‘Land Down Under’'tle teacher repeats the phras&Vhat else?

(Another phrase appears on the slide “It is the drigg{pgrepn) country in the

world™). Yes? Greg.

Greg: IT IS THE DRIEST COUNTRY IN THE WORLD.

T: Bravo! It is the driest country in the world. The driest means?

Class: Enpotepn<driest>.

© © N o

T: Yes. “Dry” means &pé» <dry>. Can you tell me another word that means

“dry”? (she shows the word “driestry?

10.Louis: Sannava.

11.T: (the teachers laughdt's savanna.

12.Louis: Eee

13.T: No, no. But you are close, bravo Louis you are close. Eric?

14.Eric: ... eeeee?

15.T: Another word that means “dry”. Look at the climates thesieoWing the side of
the board, where the different climates are writ}erWhich climate means dry
climate?

16.Louis: Aaaa

17.T: ... Louis.
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18.Louis: Arid climate.
19.T: Bravo! Arid. Arid means dry she shows the word “arid” and the word
“driest” ).It is the driest country in the worldi{e shows the phrase with her finger

(Some students talk at the same time with tedcher

20.S2: Kvpiavopilm EEpo moro givor <Mrs, | think | know which it is>

21.S3":Eyo &po <I know>.

22.T: Yes. Can you read thigAnother sentence appears on the projected slide “30%
of this country is deser}” Can you read this as well? Right Lina?

23.Lina: Kvpia g Aépe o 115 ekatd; <Mrs, how do we say % in English>

24.T: Thirty per cent.

25.Lina: 30% OF THIS COUNTRY IS ...

26.T: is desert. Very good. 30% OF THIS COUNTRY IS DESERIMe( shows the
phrase with her finggr What's a desert™Hglen raises her hand and the teacher
nods her head to answer

27.Lina: "Epnpog <desert>.

28.T: 'Epnpog <desert>. Yes. (Aother sentence appears on the projected slide “The
clown fish is one of its national anima)s’And can you read this Gina?

29.Gina: THE CLOWN FISH IS ONE OF ITS NATIONAL ANIMALS.

30.T: The clown fish. What's the clown fish@ picture of a clown fish appears on the
slide). Nemo was a clown fish.

31.T: Yes. The clown fish is one of its national animals.

32.S4: Nano mow. yopa eivar, <Shall | say which country it is?>

33.T: Yes.

34.5S4: It is Australia.

35.T: Bravo. It's Australia the word AUSTRALIA appears on the slide with two
animations of kangaro®s This is it. Ok? Now... § student shouts the word
“Nema”) | will give you some wordsspe shows the words for a few seconds on the
slide but she turns back to the first shdeut before | give you some words, | want
you to open your world atlas, page fifty something, fifty ei@ie looks in the book
for the correct page Oy, oy, 61, radaxwa pov 61 <no, no my kids, no>. Page
eight, eight (she turns the book to students with the correct page) and | want you to
point with your finger where Australia ist{e makes a movement with her finger to
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show what does the word “point” mean then looking around the clasgrdémavo

Soula. A student is being naughty, talking to another student. The teacher
interrupts the lesson and asks and admonishes him in Greek but words are not
audible. She then continue8ravo Greg. Tina where is Australia? Bravo. Bravo!!
Now... | want you to think of one sentence about where Australghes ihakes the
movement for the word “think” and for the word “one” she shows her finger. After
the question some students raise han@ your own, alone. Where is it in the
world? che makes the shape of the world, when she says” where is it” and she takes
the map). On the world map, where is i&h¢ shows the map and for the word
“where” she moves her hand to show the meaning of the word). Effie?

36. Effie: ... It is in the southern hemisphere

37.T: Southern hemisphere, bravo! Louis.

38.Louis: ...

39.T: Dan.

40.Dan: It is in the southern and eastern hemisphere.

41.T: Southern and?

42.Dan: Eastern

43.T: And Eastern hemisphere. Yes?

44.Lina: It's in the Indian Ocean.

45.T: It's in the Indian Ocean. Yeg8he moves her hand indicating that it's a so and
SO answer, not very true)

46. Effie: It's in the temperate zone and tropical zone.

47.T: Bravo Effie! It's both in the tropical and in the temperate zone.

48.Louis: It's in the Pacific Ocean.

49.T: Yes. Ok. It borders the Pacific Ocean as well. | want you to add New Guinea and
New Zealand ghe shows the countries on the map). Australia is.... north, south,
west, east of these countriesh¢ shows the north, etc. with her hgfds

50.Lina: ...

51.T: Australia is?

52.Lina: North

53.T: Of?

54.Lina: ...
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55.T: North of? Béperatng; Howug ydpac; <north of? Of which country?>

56.Lina: New Zealand.

57.T: Bravo. Australia is north of New Zealanshé makes the movements with her
hand and she shows the two counjrieées? Some students raise their hahds
How about Papua New Guinea...NE@uwvéa <New Guinea>. Eric?

58.Eric: ... it's ... Australia is in the south of ...

59.T: Bravo. It's south of New Guinea. And which continent is it in?

60. Eric: It's in the Oceania.

61.T: Bravo! It's in Oceania. Ztnf2keavia <oceania> ghe shows it with her finger on
the map). Australia is in Oceania, is an island in the continent of Oceania. Ok. These
are the words and we’ve used all of them. Bravo! These are the senttmces (
sentences appear on the slide one by one. The title is “Where is AiSir&lan we
all read them? Very quickly

62.All students: IT IS IN THE EASTERN HEMISPHERE, IT IS IN THE SOUTHERN
HEMISPHERE, IT IS IN OCEANIA, IT IS SOUTH OF NEW GUINEA, IT IS
NORTH OF NEW ZEALAND, IT BORDERS THE PACIFIC OCEAN, IT
BORDERS THE INDIAN OCEAN.

63.T: Very good! And... this is what Effie told us but | want you to look at it as well
(on the slide there is a map with the tropic of Capricorn). | want you to find the
tropic of Capricorn that crosses Australeh¢ makes the movement to show the
word “crosses”, she moves her finger and she crosses Australia).

64.S7: (***) (probably a question asked by a student

65.T: I'm telling you the tropic of Capricorn passes through Austraire (makes a
movement with her hand). Which line is it, show me pleaSke (shows with a
movement the word “ling’ Find it and show it to meslie walks around the class
and she stops to see the studprXsie pov kara. Mnv pov kavelg étor <show it
to me well. Don't do that>répid move of finggr This is the tropic of Capricorn,
ok? Bravo! Yes! YesQpaia! Iawdrd wave otov atiavto 6giyvel ovo ypappig
mov mEPvOOV (Jeiyver ue 1o yépr), evrager, Mo eviaio ypoppq Ko puo
dwokexoppévy. Ilowog sivar o Tpomikog Tov arydkepov; <Nice! Children on the
atlas there are two lines crossighowing the move with her hanol? A straight

line and a dotted one. Which is the tropic of Capricorn?
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66.Ss. H dwkekoppévn <the dotted>.

67.T: Yes. Bravo! Ok. So the tropic of Capricorn cuts... divides Australia in two parts
(she shows on the map which is on the slide that Australia is divided by the tropic of
Capricorn). This part...gdhe shows the part on the shgehich climatic zone is this
part?

68.Lina: tropical zone.

69.T: The tropical zone. Bravo! And the ...

70.S8: temperate zone

71.T: And the temperate zone... The tropical and the temperate aoothér map of
Australia appears on the slifi®©k. Now. Before going here, | want you to have a
look at these pictureghe pictures were on the board since the beginning of the
lesson,) Agv pmop® vo KGvo pddnpua, vo priA® Ko va £xel ToddKLo TOV € pE
prémovv <l cannot do the lesson, I cannot talk and have some kids not looking at
me>. We can find all of these in Australia. Now ...we are going to do a matching
activity, ok? We are going to match the words with the pictur@se (makes the
movement, she shows the words and picjuféan you come and match the word
with its picture? gome students raise hand). Soufk® girl goes to the board and
matches the “tropical rainforest” with its pictuye

72.T: Bravo! This is a tropical rainforest. Another one. Angie. Another one Louis
(these students come to the board and match words with pictBmres)o! This is
the savanna and this is desert. And two more. Lina and (f&ines another male
student)

73.S9: Agveipm oiyovpog <I’'m not sure>.

74.T:'Ela kot 0a to dovpue pali <Come and we’ll find it together>. Ok. Bravo! This
is a prairie, in Greek?

75.Few students: ITedades prairies>.

76.T: Bravo! And the Alps. These are the famous Australian Afjtee (shows the
picture). | want you to go to page ..a(student talks alone and he say&éi mov
eivar to Efepect’< It's where Everest is>) fifty eightSpne students talk in the
class, someone shouts “eight’Find the Australian Alps and raise your hands
please. Where are the Australian Alps?

77.S10: Kvpiatt 6ghida; <Mrs, what page?>
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78.T: Fifty eight... five, eight $he writes the numbers with a movement of her fjnger
Fifty eight. Did you find the Alps?

79.Few students: Now <Yes>.

80.T: Effie come on here please. Take the Alps and stick them on the map of Australia
(she makes the movement to show the word “sti¢gkhe girl takes only the word)
Aaaaa the picture tooT ke girl sticks theBravo! Here we can find the Australian
Alps (she points the place on the map).

81.Eric: A Kvpia! .... €ido évo vrokipovtép pua @opd mov £leye 6tL av dgv ftav
gkeiveg o1 AAmers... ékofav Tic Ppoyéc mov épyovrav amd tov Eipnviko, o¢ Oa
frav yepdrog o Expnvikog ofjpepo <Hey Mrs...! | watched a documentary once
which said that if there weren’t those Alps...blocking the rain coming from the
Pacific Ocean, the Pacific wouldn’t be full today>.

82.T: Mapapo pe Eric!! Eyhotooeg pov déka Aertd padnpo <Mpravo Eric! You've
just saved me 10 minutes of teaching>. Ok. Now. ...

83.S10:Thri to gimeg; A; <Why did you say it? ah@his student refers to the other
student).

84. Ok, yes | want you to look at this map, on page fifty seven. Fifty seven, these two
maps here (she shows themnhis is the climatic map, the map of climatebg
shows i} and this is the map of ...vegetatiam gtudent shouts “vegetation” at the
same timgyes, the vegetation map. | want you to have a look at this map... that is
about the climates of Australia. These are most of the climates of Augtiadia
shows on the map which is on the slidad | want you to decide where each
climate is. Which .... Where in Australia they are, ok? Is it point k@ Shows the
point A where is the arid climate? Where do you think it is? Ok? Look at your
map, you can work in pairstfe shows with her fingers the word “paijs”

85.S11: Avadeg<in pairs>?

86.T: Yes. In pairs, groups of tw@he shows with her fingers). Effie and Costas, Stella
and Rosie. Find the climates and raise your hands when you are raady.
nodaxio, pov yhvka <Come on my sweet children>.

(the students are working and the teacher walks through them. They are using
Greek but what is said is not audible).

257



87.T: Agv gival gvkolo va Kivovpe péca oty Ta&n oog <It isn’t easy to move in your
classroom>.... Look at me! Look at me! Please look at me! These are types of
vegetation practnon <vegetation> (8e shows the types on the board). These are
types of climatesshe shows theneach climate has a type of vegetation. | want you
to tell me which climate goes whershgé shows them again on the board). Not
which type of vegetatiofshows the board with types of vegetatiasmich climate
(shows the board with types of climat®k? ... Are you ready?

88.513: Yes!

89.T: Rene. What do you think? Choose a climate and come out and stick ...and stick it
where you think we can find {the student comes to the boardpa, aaifdicating
that what the student is doing is not right. Then he goes on picking another climate
but he’s not sure)

90.Rene: Norto 6m peg to ....; <dhall | see it in the....¥referring to the book).

91.T: Yes......

92.S14:Kvpia yiverar va maom tovarétta; <Mrs, May | go to the toilette?>

93.0k... Thank you! Rene is correct, yes. You can find the Mediterranean climate here
and where else?

94.S15: "Exel koukamov airov <there's also somewhere else too>.

95.T: And yes, and hereslge shows on the map which in on the ¥lidée can find, we
can find the Mediterranean climate along this lirshe( writes Mediterranean
climate on the board and she shows @k, bravo! Louighe comes to the board)...
"Eyel 5-6 madaxio, yniavovv yEpt piodyv, ot Gilor 0rol 00TE TMG givan péca
oty taén. Costas, Gina, Steve, Greg, Tinayvti n ypoppq €00 <there are 5- 6
children raising their hands and take part in the lesson, the rest are like they're not
even in the room. Costas, Gina, Steve, Greg, Tina, this line here>... Bravo!
(referring to Louis who has correctly put the climate where it shouldAve)
climate, this is a huge, and very very bigRdg shows with her hand the area).

96.S16: Desert.

97.T: Desert. Yes. Another climate. Greg. Avéste< come on, come on>.

98.Ss: Hurry up!

99.Greg: Kvpia dev EEpo morwo vo macm <Mrs, | don't know which one to take>

(referring to the climates)
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100. T: Aev mepaler, o ponbod. Kave 11 vopilerg ko 0a dovpe <Never mind, I'll
hdp you. Do what you think and we’ll seefl'he student picks a climate and sticks
it where he thinks he should)Semi-arid climate, stomeive <stay>Bnua pipa
<gstep by step>. Can you please show me the tropical zone of Austi@ka?Pge
shows i} Yes. The tropical zone of Australishe shows it on the map). Do we have
a lot of rain in the tropical climate or no rain?

101 Greg: A lot of rain.

102T: A lot of rain. Yes, so, is it a semi-arid climate there? No. What climate we have
here? Savanna or ...?

103Greg: Tropical.

104T: ... What zone is thisale shows the zone)

105Greg: Tropical zone.

106.T: Tropical zone. So it’s the tropical climate.

107 S17 Hrav va to kavem ey® <l was gonna do it>.

108.T: Kaveg arho <you can do another one>. You know the tropical climate Andy.
Where is the sub-tropical climate? .stydents raise hanjisllaédxio. pov oton
o6 Aento. Eav dev ftav €0@... dev EEpm av mpémer va To.... (She wants to ask
them if my presence is stopping them from taking part in the lesson so but asks me to
turn the camera off when she asks them that. Most of them answered no as | noted in
my notes. Then the lesson resumes). Sub-tropiatly(to stick the sub tropical
card on the map, and someone shoulgyo mio mavew <A bit further up>) Andy
this is the tropical, bravo, so this is the.....(he sticks the card on the right place)
bravo, that's it.

109 Andy: Yesl!!l!

110T: So this is the sub-tropical climate, olghe shows it on the mapijght under the
tropical climate. Semi —arid temperate, what do you thiké? prop® va axov®
povppovpe <l can’'t stand hearing murmurs>... Alice.

111Alice: aM0zw0; <really>

112T: and Steve

113Eric: Kvpia o€ pe épades ovte pia popd <Mrs, you didn’'t even once called me on
theboard)
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114.T: Quickly! The semi-arid, bravo Alice, and the temperate?....(the student sticks the
label in the wrong pointXkéyov! Xkéyov! <think! think!> (the student tries to put
the temperate climate on the board and some others are shouting «Pex¢igaro
F» <Hey, not there! At F>)This is the Mediterraneashe shows )t Bravo. This is
the temperate climate (student shoutsEivar wxeavio» <It's oceanic>)\When we
say temperate climate, we mean ...

115Eric: evraéer katdropo <OK! | got it!.

116.T:...a number of climateskie shows her four finggrOrav Aépe cokporto Khipa,
temperate climate, evvoovp2... <when we say temperate climate, we mean?...>

117.S19:Kvpia gkgivovg mov o 0Ehovv va Tovg mdvel 1] KApepa, o€ 0o TOVg TAVEL
topo; <Mrs, those who don’t want to be recorded they won’t be now?>

118.T: Evvoovpue o6t ... @ student is speaking with another student and she stops for few
second$. Evvoovpe pepikd, évav aptOpd kmpatmv. To gokpato khipa £xel kot
TO NAEPOTIKG, £YEl KoL TO MKEAVIO KAipa, apa <we mean a number of climates.
The temperate climate has continental and oceanic climate, so> here we have the
temperate climate which is the continental climatee(shows on the map, which is
on the slidg but here, look, along the Australian Adpé shows on the map, which
is on the slidg we have the... Oceanic climatghé writes the word “oceanic” on
the board). The oceanic climate. Now, please look at me, Angie look at me ...
Which?... | want you to answer step by step. Which ocean is this sbe8hows it
on the board). The name of the ocean. Which ocean is this?

1191 ouis: Pacific Ocean

120.T: The Pacific Ocean. Ok? Winds, blow from the Pacific O¢eha makes arrows
with the word wind)towards Australia. Winds, means “FFFffffff'sije makes a
movement with her hand and a sound)

121S21: Avepog <wnd>.

122T: Yes! Wind blows from ...? The Pacific Ocean. And the winds carry shie (
writes the word “rain” on the board). Rain?

123S22: Bpoyn<rain>. teacher starts to make a cloud on the board)

124T: Yes! (She makes the cloud with rain). They carry rain with them. They come
here! Look at the winds, they ‘re coming, eeeeeeeee ntouslditeh rhakes a
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movement with her hands, to show the wintghat's here? (she shows the point
with her hand).

125S23: The Australian Alps.

126.T: Bravo! The winds are coming with ra{she shows the words on the board)
and... they find, what?

127S24: Alps.

128T: The Alps. The Australian Alps and they stop....h@tee shows the point on the
map) So there is a lot of rain here and there is not rain(sbeeshows the points)

129S25: Kvpiag civan “Alps” mov to Aépg; <Mrs, it's called “Alps”?>

130.T: (she nods“Yes”)

131525 & S26: Kvpiaypagst “Apls” < Mrs there, it is written “Apls”.

132T: Oh sorry, sorry. Alps Australian Alp@j Apls <Not>. Alps.Aowrov tarddxio
pov, avtd 710 mpaypo To Cavosimape, OmMOV VEAPYEL pEYGAN opocelpd...
AerTovpyEl MG EUTOOL0 TOV GTUUATA TOVG VYPOVS UVEROVS TOV GEPVOVY Bpoyn)
(kaver kivnon pe to yépro) Ku £tol 1 meployn) netd to Pouva, Rene...givon
ouvil0wg Enpfy <My children, we said this before... where there lWgamountain
range it acts as a barrier stopping the wet winds that brindsiaawing the move)
and so the area beyond the mountains... Rarstudent is talkingis usually dry>.
Ok? Now. We don’t have to lose more time. Where do you find the tropical
rainforest? Where do you find it? Quicklghe shows a studer8}ay there, tell me.

133.S27: Tropical zone.

134T: Tropical climate(she sticks the picture on the maByavo! Savanna? Quickly,
the savanna where do you find it? Costas?

135Costas: ...

136T: llavem, katm, dkra, aprotepd; <Up, down, right, left?> which climate?

137 Costas: arid...tropical...

138.T: Savanna?

139Class: Semi-arid.

140T: Semi-arid, but in the sub-tropical climaghe sticks the picture and she shows
the sub-tropical climate)The desert?

141.S28: Arid climate.

142T: Arid- climate! And the prairie?... And the prairie?
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143S29: Temperate
144T: Mediterranean climaté&Vvho?The prairie?
145Class: Temperate

(the teacher makes a movement with her head that means “No”).

146 Class: Sub-tropical.

147S30: Mediterranean.

148T: Semi arid g¢he sticks the picture on the correct phifthere is some rain to
grow grass, but not much rain to grow tregse(moves her finger for the word “no”
and she moves her hand up and down for the word “fye@k? Ilowdakia pov
pwkpa; <My little children>.... | will give you ... Take this. Pass to go shg gives
handouts while students are chatting among them in GareégBk. You have...
Louis! You have ten minutes to do thi&ivan morha <it is a lot> ten minutes. You
have five minutes to read thist{e shows the tgxiok? And then we’ll have a look
at it together.

149 Eric: Kvpia o ‘you’ ko 1o ‘text’ etnv doknen éve ti givan; <Mrs, the “you” and
the“text” in exercise one what is it?>

150T: To you kot to text givar ovTéd TOV KAVONE Kol TNV TPOyoOuEvI] opd <The
“you” and the “text” is what we did the previous time>.

151Eric: Oa pavtiyo; <l will guess>?

152.T: What do you think?... Yes. | want you to guess the answer and then... and then
read the text and find the answer

153Eric: To wattle Tv givan; <What is ‘wattle’>?

154T: | will show you..(she hands the last handouts and then she turns to the
computer to find a picture of the tree>This is the Golden wattle or Acacia, it's a
type of acacia §he shows to students a type of the tree on the).shAa@xkia
<acacia> and it's called wattle, it is the national tree of Austréliae students
continue working on the handout and the teacher starts collecting pictures from the
board and sticking others)

155S32: Kvpion mpotevovca civor n Kaprépa; <Mrs, is Canberra the capital?>

156.T: (***) var. <yes>

(The teacher prepares the board to continue when the students finish the handout, she

sticks pictures with words like, “cotton plant”, “citrus trees”, “sugar canes,
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“vineyard”, "wheat” ,"merinos sheep” in the meantime the students are heard using

Greek while working with the handout ).

157 S33: Kvpiandg ypaeetor to (***) < Mrs, how do you spell (***)>

158T: I'pawye 10 6mmg Eépers kat Oa To kavoope poli <write it the way you think and
we’ll do it together> ...(she writes on the board, “Australians live {north, south,
east, west, southeast, southwest}because 1. the climate is better, 2. there aren’'t any
crocodiles there 3. there aren’t any deserts there, 4. it isn’t very 8atp, stop,
stop! We are going to ...look at the handout together. Exercise one... what do you
think?... About the first sentence? Helen.

159.Lina: AUSTRALIA IS ABOUT A 100 TIMES BIGGER THAN CYPRUS. False

160.T: AUSTRALIA IS ABOUT A 100 TIMES BIGGER THAN CYPRUS. Helen says
false. THERE ARE 760 TYPES OF WATTLE. True or false?

161S34: True.

162T: True. AUSTRALIANS ARE CALLED AUSSIES. True or false?

163S35: False.

164.T: AND DROUGHT IS THE BIGGEST DANGER.

165Class: True...false.

166.T: Muwakia pov, Aépe T vopilere <My children, we say what you think>
DROUGHT IS THE BIGGEST DANGER FOR AUSTRALIA.

167.S36: False

168.T: False, ok. I will start reading and you will continiglhg shows with her hand
herself for the word “I” and the class for the word “you”). AUSTRALIA IS THE
BIGGEST ISLAND IN THE WORLD. IT IS ABOUT 800 BIGGER THAN
CYPRUS. AUSTRALIA WAS DISCOVERED ABOUT 300 YEARS AGO, BY
THE EUROPEANS, BUT OTHER PEOPLE, ABORIGINES, LIVED THERE FOR
45000 YEARS... WATTLE TREES: AUSTRALIA HAS MANY WATTLES,
ACACIAS. Euripides.

169Eric: N <yes>

170. S37: Kvpiaeyo < Me Mrs>

171.S38: Xovéypee< continue>

172Eric: ... YOU CAN FIND WATTLES ALL OVER AUSTRALIA, THERE ARE
ABOUT 760 TYPES OF WATTLES IN AUSTRALIA. ABORIGINES USE THIS
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TREE TO MAKE SWEETS, FLOUR AND MEDICINE. THEY ALSO USE THE
WOOD TO MAKE BOOMERANGS. AUSSIES, PEOPLE OF AUSTRALIA
TODAY, USE THE WATTLE SEED IN THEIR COOKING TOQ(in three
occasions in this text where there were Greek words which the student reading
ignored).

173T: Bravo! Go on Effie.

174 Effie: THE CAPITAL OF AUSTRALIA IS ABOUT 35 DEGREES...

175T: South, 35 DEGREES SOUTH.

176 Effie: ONE HUNDRED FORTY NINE DEGREES EAST. (not pronounced well)

177.T: East.

178Effie: IT STARTS WITH A ‘C".

179T: Ok. Stop there. Thirty five degrees south, south of whsalt® (nakes the
movement with her hand, for the “south” and “south of what”)

180.S39: South of ...

181.T: South of the? We found, we find the equasire(makes a line with a movement
of her hand) and we go 35 degrees sostte (moves her hand down). So find the
equator. ... page 8... find the equator please. Pggbe8holds the atlasjind the
equator and go 35 degrees souhe( moves again her hand down). Then 149
degrees, east (she moves her hand to the) righe find the? What®she moves her
hand and makes a vertical linellawdwa;<children?> (They are not paying
attention) we find the equatorllaudid! <Children!> (they continue not paying
attention and she has to raise her voice). We find the equator and we go 35 degrees
south, then we found, we find... what Meridian?...

182.S40: The prime meridian.

183T: The prime meridian. Find the prime meridian and go 149 degreesshast (
makes the same movement to the ridlaihgitude and latitude. (turns and talks to
a student, LinaNam, o wonuepivég, 1060 KaT® mpénel va nog TOpa,;. nyove.
Képn; 35 poipeg, Brénerg €00, mov eivan ov 35 poipeg; Ilov otapatovv o 35
poipeg; Eom. Ko otov mpato wonuepivé noco npénel va nog, Iléco mpémer va
g avatoMka; Agg kol okéyov, 149, dpa < Yes, the equator, how far down do
you have to go now? Hey? 35 degrees, do you see here? Where are the 35 degrees?

Where do the 35 degrees stop? Here. And on the Prime Meridian how far do you
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have to go? How far to the east? See and think, 149, so> and it's ... Caf@lesra.
then turns to another studem}ite pov ndg To ékaves, wpaia! < Show me how
you did it, good>(then she goes to another studem}ite pov g T0 Pprkes
<show me how did you find it>. Thirty five degrees south, yes, bravo! BfE%e!

KGto. Elo kdto £¢tor <Move down. Move further down>.

1841 ouis: Eivax nKopnépa; < Is it Canberra?>
185T: Bravo!

186.Louis: Aev eivar To Xitved; < Isn't it Sydney?>
187.T: Have you found it?

188Class: No!

189T: Aowtov moddkio pov yAvkd, €Y® @Tai® mov Ogv £QEPA ... TOV PHEYGAO TO

xapT1) TOV TOyKOGUL0, eivan katm <Well, my sweet children, it's my fault because

| didn’t bring.... the big world atlas, it's downstairs>.

190S42: Namao va tov 9épm; <shall | go and get it?>

191T: Oy Biémete pe 6hor vo Qopicm katt. I'eoypa@iké aAaTOg , YEOYPOUPIKO

ukoc. T'eoypagiké mharos...<No. Look at me to remind you of something.
Longitude, latitude>...(The teacher notices a student not looking at her and she
gets annoyediRenenmg 0o kotordfers yie pov, 6Tav o pe prsne;... .. <Rene,
how will you understand when you don’t look¥2oypagiké trdatog, ppickovpe,
<Longitude, we find> we find the king of paralléihe shows on the middle of the

atlas). Which is the king of parallels?

1921ina: The equator.
193T: The equator! We find the equator and then we go north or ssluthnjoves her

hand up and down). Do you remember the saofspe starts singing the song and

the class follows)Latitude is the angular distance measured in degrees, it tells how
far from the equator any place happens to be. North or south from the equator”. So
we go north or south of the equator. How many degrees south? For Canberra? How

many degrees?...

194 Lina: thirty five
195T: Bravo, thirty five degrees south of the equator, again the song? For longitude

..... ( moving her finger right and left).
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196 Class with teacher: “Longitude is the angular distance measured in degrees. It tells
how far from Greenwich England any place happens to be. East or West...”

197T: OK? so we go east, how many degrees?... For Canberra, how many degrees?

198.543: 149.

199T: 149 degrees easthe shows on the atleand the capital is?

200Class with teacher: Canberra.

201T: It's Canberra. Where is my handout? OKShe finds her handout and resumes
reading but notices that her students are a bit nervous) THE GOLDEN WATTLE...
Aowév, otom, 6Tom, otom. BAémete pe. Tag kavo switch off (makes a move with
he hand) Eamldote 610 Opavio cog péyxpr va now wave. [écte, yolapdoTe.
®avracteite mov 00 Kreicovv To oyolieia 0o mTaTe oTNV TOPOAid, VO OYOPACETE
noy®To, ice-skatingeto my mall. Otav, avto yivetor pe ™) cvp@ovio, 6TL, 6TAV
O EEKVOUPE, EVVOM CEKIVOUUE, OOQOPETIKG YaveETE TO OwdAeyupd ooc.
Xoropoote.... [laveo ko cvveyilovpe 60g TAPUKIA®, pe amoivTn cofapotnta
<0, stop, stop, stop. Look at me! I'll switch you off, lie on your desk until | say up.
Lie, relax. Imagine that when the schools close you’'ll go to the beach, buy an ice-
cream, ice-skating at the mall. Only if you agree that when | say we start, | mean we
start otherwise you lose your break. Relax... Up and we continue please being
absolutely serious>...Bravo Costas, Bravo Effie. Bravo Greg. Bravo Rene, Bravo
Steve. Bravo Alice, Bravo Gina, Bravo... Angie, Bravo Cathy, Bravo Alexia, Savi,
Andy, Lina, Louis, Tina, Joe. Let's continuéShe continues reading from the
handout) THE GOLDEN WATTLE IS THE NATIONAL SYMBOL OF
AUSTRALIA. THE FIRST DAY OF SPRING IN AUSTRALIA IS NATIONAL
WATTLE DAY. ON THIS DAY AUSSIES PLANT WATTLES AND OTHER
TREES, THEY ALSO WEAR A WATTLE BLOSSOM AND HAVE PICNICS
UNDER THE WATTLES TREES. Australians take tree days very seriously, ok?

202S44: T, mv,<What, what?>

203T: They take tree days..Mépeg mov civol 0QLEPOUEVES 6TO HEVTPO, TIC
naipvovv ToAD cofapa TordLd, mELdN Yo Vo ETPLOGEL 1] YOPA TOVS YPELGLETAL
molla dévtpa <Days which are dedicated to trees are taken very seriously children,

because for their country to survive they need a lot of trees>
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204 545: Kvpua onhadn £xovv efdopada tov dévrpov; <Mrs, so they have a week for
thetrees>?

205T: Nox <Yes>. Ok. THE AUSTRALIAN FLAG HAS A SMALL ENGLISH EAG
ON ITS TOP LEFT CORNER THE REST OF THE FLAG IS BLUE WITH SIX
SMALL WHITE STARS ON IT. FIRES ARE A VERY BIG DANGER TO
AUSTRALIA, MANY HOUSES ARE DESTROYED AND MANY PEOPLE DIE
IN THESE FIRES... Do you remember the big fires in Australia last summer?

206.545: Yes.

207T: FIRES IN AUSTRALIA GET VERY BIG, VERY QUICKLY BECAUSE OF
THE DROUGHT AND THE DRY GRASSES IN AUSTRALIA BUT ALSO
BECAUSE OF THE MANY EUCALIPTUS TREES.Yadapyovov molloi
gukdivrttor otV Avetpario <There are many eucalyptus in Australid®pwy
owfaocw To TEAELTOIO, YO OO AGY0 Ov gukdAvmTor PonBodv moAd otV
nupkaywd; <Before | continue, why do the eucalyptus help fires a lot?>

208.546: Ere16n £xovv Ladt péoa ...kou kaiyovrar eokoha <Because there is oil in
them...so they get burnt easily>

209T: Bravo! THE FIRE BURNS THE EUCALYPTUS OIL AND THIS MKES
BIGGER FIRES. Ok, let's see... Please give us the answer Eric for exercise one.

210Eric: ...false, true, true, false.

211T: False, true, true, false. Number two? It’s ...?

212547: Canberra.

213T: Canberra. Very good! The Australian flag... one, two or three?

214.548: two

215549: g ypagetar to ‘Canberra?Me ‘n’, ‘b’; <How do you spell ‘Canberra’?
With ‘n’, ‘b’>?

216.T: Canberrgshe writes Canberra on the boardumber two... yes, is Australian
flag. Number four! AUSTRALIA’'S NATIONAL TREE? You know the ...? Rene!

217Rene: Wattle tree

218T: Bravo! The wattle tree.

219Eric: Kvpia ¢paia ‘golden wattle’ <Mrs, | wrote * golden wattle’

220T: Ok!
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221Fric: Kvpia etnv doknon tpia, mowag ydpog sivar  apdTN onpaio; <Mrs, in
exercise three, whose flag is that>?

222T: ... Tnc Alyepiog vopilm mov épara...<I think | put Algeria’s>. Products...some
products of wattles?

223S51: Medicine.

224T: Medicine. Bravo!

225552: Sweets

226.T: Sweets? (she looks in the handolgp!

227S53: Wood.

228T: Wood! Very good. Ok. And the last one. NATIONAL WATTLE DAY IS ON
THE ..?

229 Stella: The first of March ...

230T: ouaha ha! No. Lot... National... Eyes on me, laser eyes on me, laser eyes come
on! It says hergshe looks and shows with her finger on the handtha) the
national day of wattle is the... first day of spring. Stella said the first of March, and |
said no...have a look at this.

231Louis: Aot sivon avamoda...<Because they are reverse>.

232T: Yes!l... | want you to have a look at this plea@tle shows a picture on the
slide) So, have a look at this picture please! Which pole faces thgShamakes a
movement with her hand for the “faces”)looks at the sun. Which pole, the North
Pole or the South Pole?

233Lina: The North Pole.

234T: Bravo! The North Pole faces the s{gle shows the picture that is on the slide)
So where do we have summer? In the northern hemisphere or in the southern
hemisphere?

235Eric: In the northern hemisphere.

236T: Bravo! So, here we have summeshé writes on the picture the word
“summer”). And what months are here? The months of the summer?

237 Eric: June, July, August.

238.T: June, July, Augusshewrites the months on the board). Which pole faces away
from the sun{she make a movement with her hand for the “dyk\s away from

sun, which pole?
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239.558: The South Pole.

240T: The South Pole. So we have... what's season is here? Here is summer and here
is?... 6he shows the poles

241S59: Winter.

242T: Can you tell me...can you tell me what months we have winter here?

243S60: December, January, February.

244T: Look! We have June, July, August and is summer in the northern hemisphere,
ok? It's June, let's say is June heshd circles the word “June”)ls it June here?
(she makes a small point on the earth-picture on the slide)

245Ss: No

246.T: Is it June here? (she makes another point on the earth-picture on the slide).

247 S61: Oy <no>.

248.T: 'Oy <no> June here?l(e makes another point on the earth-picture on the slide).

249S62: No

250.T: No. Apa gogig moteveTe 0TL, TOPO OV gndg givar lovvng otnv Koznpo, oe
po. (Opo. 6TO VOTIO MUIoPaiplo, otV Avotporio a5 TOONE, EKEIVOVS Eivar
Agképppng; <So you think that now, that is June in Cyprus, in another country in
the southern hemisphere, in Australia let’s say, it's December>?

251 Class: Eivon Iodvnauidra yewpdveg <it's June but it's winter>.

252.T: Yes! We have the same month, but different seasenJune in Cyprus, it's
June in Australia. she shows on the pictgrelt's hot in Cyprus, it's cold in
Australia, but we have the same month. It's June here, it's June in Australia. It's hot
here, it's cold in Australia. Lookshe changes the slidesok. Look at these please.
Have a look..Qa Oupdco!... <I'll get angry> ... My cousin lives in Australil am
going to visit her in July. What am | taking with méf?efe are pictures of different
clothes and things on the slidd’'m going to Australia in July. What am | taking
with me?

253.S63: Everything!

254T: Yes! I' taking shoes...What kinds of shoes? Number three or number six?
(number three is sandals and number 6 is boots).

255.563: Number six

256.T: Number six! Yes!ghe circles it What else?
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257.564: Number two

258.T: Number two. Bravo! I'm going to take a scashé circles it What else?

259.565: Umbrella

260.T: An umbrella, $he circles X very good! I'm going in July.

261T: H xvpia Aivra mye oty Avetporio 10 TPonyovuevo Karokaipt. <Mrs
Linda went to Australia last summer>

262.S65:IIowog; <who?>

263.T: H xvpia Aivro g €0wkns. 'EQuye Iovovn ko p0Os Zentéppfpn 1p0e mwicw
kol gime «Ilavayio pov, @étog dgv amélovoo Kolokaipy, emerdn] oev &noa
KoAlokaipy. Oklovg TOUg Kohokaipwvovg pnveg tig Kompov, ftav otny
Avetparia mov fTav;... <Mrs Linda , the teacher of special education. She left in
June and came back in September and said “Oh my God! | didn’t enjoy summer this
year because | didn't have summer”. All summer months of Cyprus she was in
Australia where it was?...>

264 Class: Xeyudvac< winter>

265T: Xapovog kor gpyopevn micow otnv Kvnpo Cekivnoe 10 ¢Ovonmtmpo, dpa dgv
éinoe kolokaipr. . Xtuvmd TO KoOovdOUVL YU avTl.. Tv pog €pewve;... Agv
npoiafaivoope tinote.... ['la v endpevn @opad... yia va un xavovue ypovo Ty
gnépevn popa, 0o cog 6OGM® aVTo To PLALGSIO (Showing it)kar 0h® va mapeTe
ToVg athavtes poli cag, 0o ypnoypomromocsete, 00 YPNOLUOTOMGETE TOV ATAOVTA
Kol 0o sopminpocete TIg TOAELS TIS AveTpariog <Winter, and coming to Cyprus
the autumn had started so she didn’'t enjoy summer. The bell is about to ring so...
What is left?... We don’t have time for anything more... For next time... so we
don’t lose time next time, I'll give you this handoghowing the handou@nd |
want you to take your atlases with you, you'll use the atlas and you’ll fill in the
cities in Australia>.

(The bell rings and students leave)
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Appendix 2: Home Economics Lesson transcriptions (Lessons A-D)

Home Economics Lesson A (Fish Group A)
(The boys are washing their hands)

1. T: Boys first!
2. Some students: Boys, boys!
3. T: Shhh!! ...Boys first | said. You are not listening!
4. S1: Oy kvpiopia yopa dxovee <No, Mrs he heard it>.
5. T: Paper, you gotEla, kieiote To .... <come on close it>Shegives paper to
the students for their hands Take your seats! So, ... we are going to use the
food pyramid today, so what | want from you... | would like to ... We're going to
make a small revision... We are going to talk about what we talked about last
time or... what food... the food, food groups ... this years{udent takes out
some plastic food, from a boX)k? Now, do you want to... remind us what we
talked about? Come on! Do you remember any food groups we talked about this
year? Come on!... Yes!
6. S2: About eggs.
7. T: Sorry?
8. S2: About eggs.
9. T: We talked about eggs. Ok, do you remember anything about eggs? What we
said about eggs?
10.S2: ...the egg white.
11.T: We talked about the egg white, yes!
12.S2: The air cell.
13.T: These are what? These? (she makes a shape with he) hands
14.S2: ... the girl does the same moven)ent
15.T: What are these?
16.S3: The parts of the egg.
17.T: The parts of the egg! Very gooBhe shows a picture on the board). We
talked about the parts of the egg. So, Soula tried to remind us the parts of the
egg... So, we talked about all these. Do you remember which part of the egg has,

IS more,... is healthier to eat? Which part do you prefer?

271



18.$4: | think the yolk?

19.T: The yolk why? You are right, but why?

20.S5: It has got proteins.

21.T: It has got proteins, very good! What about the egg white? Has it got any
proteins? Just a few we said, but the egg yolk has got forty kinds of proteins.
That’'s why we should prefer to eat the egg yolk. Doros! Now... what did we say
about the egg? Do you remember how we separate a fresh from an older? Greg!

22.Greg: We fill a bowl! with water.

23.T: Very Good!

24.Greg: Ifit ...

25.T: sinks

26.Greq: It’s...

27.T:it's a new one; it's a fresh one, very good! But if ...

28.Greq: It floats

29.T: if it floats

30.Gregq: It's an older.

31.T: It's an older, very good! Why an older floats? Do you remember which part of
the egg? Foula?

32.Foula: The air cell is bigger.

33.T: ilt s bigger. It's full of what? It’s full of?

34.Foula: air.

35.T: Air, very good! So, this is what we said about the egg. Do you remember or do
you know any ways of cooking eggs?

36.S6: Fried.

37.T: Fried egg.

38.S7: Omelet.

39.T: Omelet.

40.S8: Boiled.

41.T: Boiled!

42.Greg: Scrabble.

43.T: Scrabble. Very good! So, this is the egg. What did we do? What did we cook

for eggs?
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44.59: Bread with eggs.

45.T: Bread, we made a... French bread, very good! French toast. Ok? So that is
what that we made. Now, who would like to remind us in which food group we
got the eggs? Where are the eggs placed? This level, this level, this level and
why? ghehas in front of her the pyramid and she shows the lpwAlkich food
group? Remember... Claire? Yes, come and show us.

46. Claire: This group(she shows the third level).

47.T: This group. Ok! You are right, but are eggs alone?

48.Claire: No.

49.T: no, with what are they?

50. Claire: With nuts.

51.T: Very good! And?

52.Claire: And...

53.S10: Fish.

54.T: And fish and what else?

55.S11: Meat.

56.T: And meat. Ok? And what else?

57.S12: The fast food.

58.T: The fast food? And...ok. That's meat. What else, it's another. A last one we
talked about? Do you know the last one we, we made something? We made a
salad as well? What did we cook the last lesson? A...? Lentils. Ok? So we‘ve
got beans, the pulses. Ok, so find anything that looks like an egg Claire and place
it in our group quickly! There are many kinds of plastic food on the table. The
girl chooses a box with eggsThat’s good, placed them there. Ok what else did
we talk about this year? We talked about eggs only? A... before we go on, what
do we get from eg@SEysl akopa éva <there’s another oneghe teacher refers
to the student)there is another one and ghé says to Claire). Very good, put it
and sit down! So what else did we talk about this year? Come on guys! We talked
about?

59.S13: We talked about nuts.

60.T: No, wasn't this year. It was last year... we talked about nuts. Last year we

talked about nuts. What else did we talk about?... Nuts, no guys it was last year!

273



61.S14: We talked about vegetables.

62.T: Very good! We talked about vegetables. Now, do you remember any
vegetables? Names?

63.S15: Lettuce.

64.T: Lettuce.

65.S16: Carrot.

66.T: Carrot.

67.Greg: Cucumber.

68.T: Cucumber.

69.S17: Tomato.

70.T: Tomato.

71.S18: ... salad.

72.T: Salad is not a vegetable. We can make a salad with them

73.519: Cucumber.

74.T: Cucumber, we said it.

75.520: Peppers.

76.T: peppers, zucchinis pumpkins. All these, avocados, ok? All these are
vegetables. Now... sorry (a student said something the teacher did n® hear)

77.S21: Mushrooms.

78.T: Mushrooms, very good! So, ... quickly Doros come and pick up a few
vegetables place them to the right food group. Now, would you like to remind me
what do we get from vegetables? And why do we have to eat vegetables? What
do we get? ... Do we get proteins?

79.Class: Vitamins.

80.T: Vitamins! Very good! So we get vitamins. So, ... very gosite(says that to
Doros who puts vegetables in the pyramid). We get vitamins, why do we need
vitamins, for what reason? What, what? Ok, sit down Doros, Soula continue.
Why do we need vitamins? just for fun? Why do we need them?

81.S22: Because they are give us a protection.

82.T: They protect us, from what?

83.522: ...

84.T: From? From?
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85.523: Sick.

86.T: So from getting sick. From sicknesses, very good! So, these are vegetables,
thank you, it's enough. Ok, it's fine. It's fine... So, we talked about eggs this
year, we talked about vegetables, not about nuts, that’s an area we did last year, if
you remember! So, this time we’ve got left for these one and a half months, we
have to talk about meat and fi@he shows the pictures on the board). Ok? This
is the last two units we are going to talk about. Now what | want from you, I' m
going to give you these pictures and | would like you to tell me what do you
think about and why am 1 giving this to you, ok? Have a look at this. Who do you
think this is? and what is he doing? It's a?

87.Greg: It's a man?

88.T: Sorry?

89.Greg: It's a man?

90.T: It's a man. What kind of man is this?

91. Some students: Eskimo.

92.T: It's an Eskimo! Very good! So, this is an Eskimo, these are Eskimos. Where

do Eskimos live? Do you know?
93.S24: In Alaska.
94.T: In Alaska, where else?
95.S25: Igloo.
96.T: In an igloo. Igloo is their house. That's how it calls it. Where do they live?
97.S26: Antarctica.
98.T: They live where?
99.S26: In the Antarctica?

100.T: Antarctica. Ok! They live in Finland, they live in Russia, they live in ...
Canada? And Alaska! | think this where ...It is called ... Greenland. Now, what's
the weather like up there?

101.S27: Very cold.

102.T: Very cold. So most of the time what do they have? To live in?

103.S28: Snow.

104.T: Snow, very good! Live in snow. Now, do you think is so easy to get food in

these areas?
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105.Class: No.

106.T: How do they get their food? They go to the super market like us? And they
get what they like? They pick up whatever?. A? Do you think so? we mean
very... isolated areas. Isolated, 1 onpaiver;, <What does it mean?

107.S29: Amopovopévy< isolated>.

108.T: Very good! Amopovopévny. 'Etor isolated sivan kdmowog mov givon
amopovouévog <Isolated. So ‘isolated’ is someone who lives iwada. Ok? So
they live in very isolated areas. Now, ok. What do you think they do? How do
they get their food? Tell us Soula?

109.Soula: They are fisher.

110.T: So, they are fishermen. They like to fish. That's a way of getting their food.
Another way? ghe makes movements for the word “hunting”).

111.S30: Hunting.

112.T: Hunting. Very good! So they could be hunters or fishermen. So they could
be hunters or fishermen. Ok? So, ... hunting or fishing. Now, they don’t have
many animals in their areas, so they can not go a lot of hunting. They do a lot of
fishing. Do you have anything in mind that they could be fishing? Any kind of
fish?

113.S31: (**)

114.T: Ok! Yes! What else do you think could be fishing up there?

115.S32: Whales.

116.T: Whales! Very good! They do.

117.Savvas: rainbow trouts

118.T: Rainbow trouts. | haven’'t known about this. But if you say so....

119.S34: Shrimps.

120.T: Shrimps. I don’t think so... shrimps up there.

121.Savvas: | think snappers

122.T: Ok! (the teacher is amazed with Savvas’ knowledge)

123.Savvas: Sea bass.

124.T: Sea bass, sea bass... up there? I'm not so sure. But anyway you, you got the
names of fish. And that's very good! Now, what do they, they...what we know

for sure. They get any kind of fish that lives in an ocdangi civol meproyég
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mov £1ovv mKeOvo, evtater, <because these are areas with an ocean, ok?> So,
and they eat a lot of a... they get seals as well.

125.Savvas: They've got lots of fat

126.T: What's a seal?

127.S37:doxwa <seab.

128.T: ®doxwa <seal>.0Ok? It's not a good thing hunting seals. iBgives them a
lot of, the fat is very good and the, the skin is very good, they can make coats,
whatever they need, they‘ve got a good skin, but anyway, | think it's prohibited.
Oy <No> | think, I'm sure. Amayopederal! <It is prohibitedb Just for these
people that they live in those areas. Ok, research. Do you know what research is?

129.Savvas: Hpevva. <research>

130.T: H épevva <research>. We will make a research. | am gonna give you a
handout and go round and ask in the other classrooms, how many times a week
they eat fish. Research has showed to scientists that eating fish is very good, why
do you think? Why do you think Soula is good to eat fish?

131.Soula: My mum says it is good at eyes.

132.T: For the eyes. Very good! For what other reasons do you think fish is good?
Do you think about it Sandra? Why is it good to eat fish?

133.Sandra: For the braisiie shows her head).

134.T: For?

135. Sandra: For the brain

136.T: For the...? (she shows her head). Brain! Very good! For what other reasons
it is good to eat fish?

137.S39: Because they have proteins.

138.T: Proteins, very good! Why do we need proteins, do you remember? To?

139.540: grow up

140.T: To. Yes, very goodMlapévOeon, ehinvika cimope 6tL Ponbovv va
GYNUATIETOVV 01 HViKoi 1670l 6T0 cOpa pag, £tor? <A parenthesis in Greek, we
said they help us to build muscles in our body, right?> Now, why do you think is
better to eat fish instead of meat? Can you make a guess? So we’ve got proteins,
this is what we are interested for. We are talking about fistyt(gle writes on
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the board the word “proteins” and for title the word “Fish”)..Ok, why do you
think is so good to eat fish?

141.Savvas: Because it is healthier.

142.T: Healthier. Why is it healthier? Why do you think is healthier? What do you
prefer, fish or meat?

143.S42: Fish.

144.T: Fish. Now let's make a research amongst ourselves. Those who prefer to eat
meat, raise your hands. Meat first(students raise handspne, two, three, four,
five, six. Now those who prefer to eat... . So, we said six for fish?

145.Some students: Meat.

146.T: Sorry meat. We've got sixslie writes the number six under the word
“meat”). How about fish? One, two, three, four. Ok, so, four? Yesipd (vrites
the number four under the word “fish”So, you can see that in Cyprus, in Cyprus
actually people prefer to eat mostly meat. Especially what?

147.Some students: Xovprabarbecue.

148.T: Xovpres aa, covpraxie <barbecue food>. Ok tonight I'm having a
souvhki (a kind of traditional barbecue megiarty for example. So, I can do this
every day or every two or three days, | can do souvlaki party. | do like souvlakia.
But meat can cause a lot of problems if you eat it a lot. What kinds of problems
can it cause?

149.S43: Fat.

150.T: Fat, yes!

151.Savvas: It creates the cholesterol.

152.T: Anmuovpysi ta tprylkepodwn <It creates the triglycerides>. Ok it's
saturated fatknuiovpyodv to To T0, TO {OVTOVO TO <they create the, the, the live
fat> fat, meat fat cause this kind fat, ok@v éyer péca... Srotpogiki) a&ia To
AMmog Tov kpéatog <It doesn’t have... there isn’t nutritional value in the fat of
meat>. But fish fat has got this thinglie shows a card on the board with the
word “omega-3”). What is this?

153. Some students: Quéyopio < omega 3>.
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154.T: Qpuéya tpia <omega 3>. Omega three oils are very important to @ur
health, so researchers have found that these Eskimos live longer and they don't
die for heart attack. What's a heart attack? Heart attack, Nicky.

155. Nicky: When the heart stops.

156.T: Very good, when the heart stopsipdraxi) apocpoin <heart attack> ok?
Sothey realise that they don’t have these things because fish and especially the
omega-three oils help them...survive, ok? Makes... That's ddvwéépo < |
don’t know>, | don’t know if you know about it. People, like your parents, adults,
they should be taking omega three capsules everyKlayi&e, <OK?> They
should or if you eat fish, you don’t need the capsule. Now, who would like to
come and pick up the fish from here and place it to the right food group... Let’s
start with Colin? Colin goes and takes a big fish). Yes, you know where it is?

157.Colin: Here(he shows the third group).

158.T: Take them out ghe says to him to take out the eggs from the third
group).Take the eggs out, and place all the fish, ok! That's the other one. So fish
go there with everything else. Ok? So, we said we place it there, for what reason
we said Fani? Why do we place the fish there? Because they give us what?

159. Fani: Proteins.

160.T: Proteins, ok? This is the common thing they've got with the rests or the
other foods. Ok, now if | want to get fish, where can | get it from? Where can | go
Claire?

161.Claire: Fish market.

162.T: So, | go to a fish market and | get my fishortoa ...?

163.S45: Supermarket.

164.T: Supermarket. Very good, so that is where | can get the fish. Now, if | want
fish, if I don’t want to go and buy, | just want catch fish. What can | do?

165.S46: You can go for fishing.

166.T: Ok, I can go for fishing. | am going to give you some other pictures, So you
can have a look at them and tell me what you see. What you think is people, how
this people manage to get their fish, ok? So, come on! Can you give us any
ideas?..(students are now working in groups)low, are you ready to tell us?
What this people do to get their fish? ... | think Soula’s group has got the picture
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of a man holding a fish, right? Do you know what fish is that? Can you guess
Soula, do you know what fish is that?

167.Soula: Tuna.

168.T: Say it!

169. Soula: Tuna.

170.T: Tuna, ok? Very good! You are right. Colin is right. Colin does your father
go for fishing?

171.Colin: Yes.

172.T: So,... it's a tuna. What do we use to get a tuMadpsite va 1o meite ko
o6to eEAAMVIKG TN A£En, sivar dvokolro. < You may say the word in Greek, it's
difficult>

173.S47: Kovoéppa <tin>

174.T: Agv givan pe koveépPa < It's not in a tin>. He went fishing for that tuna!
So, what do you think? A?

175.548: Megdiytv; < with a net?

176.T: Oy, dev givar pe diyto < no it’'s not with a net It's not with a net. A?

177.Some students: Agqe To... < a... with..>

178.S49:YapoTtovpeko. <peargun>

179.T: Yapotovgeko. <speargun> Ok? So, they use this kind of gshs ihoves
her hand like she holds a gun). Fishing guses: Eép® To yapotovgeko <l don’t
know if there’s another word>. So they use that to get the fish. Ok? So this is how
they got this tunaNopilm ko n opada Tov Greg <l think Greg’s group as well>
they've got the same thing, the tuna. Ok, so now let see about the other pictures.
Greg’s group has got another picture there, do you know anything about that
Greg?

180.Greg: yoo... <fish...>

181.T: Ileg To oto ehdnvika dvvara <say it Greek loud>.

182.Greg & T: "Evayfvotpogeio < fish farm>.

183.T: Ok? Now, do you know the animal farms?

184.Class: Yes.

185.T: This is likeav @dym ™ AéEN <if | remove the word> animal, what can |

say?
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186.Class: Fish.

187.T: Fish farm. Ok? It's a fish farm. It's a man made area, people made it they
build this kind of lakes and they’ re having fish, they feed fish and get them in the
€ggs,

188. Savvas: they breed them

189.T: Breed them yes, ok? So, this is a fish farm. It's a man madesstéésu;
<OK?> This is another way. Now, these guys... it's called a fish farm but it's not.
Where do you think a fish farm is?

190.S50: In the sea?

191.T: No, it's not in the sea this one.

192.S51: Lake.

193.T: A lake most probably. Again, they made a platform, a platform? do you
know what a platform is? They build it in the lake, again they fill it with fish they
breed fish, so we can eat them. They take them to the market and we eat them. In
Cyprus because we don't have lakes, where do you think we got fish farms or
have you ever seen any fish farms in Cyprus?

194.Some students: Yes.

195.T: Where?

196.S52: In Larnaca.

197.T: In Larnaca, where?

198.S53: (***)

199.T: N arra <yes, but> where, outside or in, wher&var kavoviko
yOvotpogeio 1 givan péca ot Bdhacca; <is it a normal fish farm or is it in the
sea?>

200. S53: Oy, kavoviko < No, normal>.

201.T: So it's a man made again fish farm.

202.Savvas: It's not good.

203.T: Why it's no good?

204.Savvas: Because they feed the fish not their natural food and if it's in the sea,
like this one(he shows a picture to of a fish farm in a lak®y eat their natural
food and it's better
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205.T: It's not always like that, you are right in a percentage but even if is in the
sea or a man made area they've got the salty water and they can get them some of
the nutritional values you said but in the sea they are being given the food.

206. Savvas: yes, but if they are in the sea they’re in their natural place

207.T: Ko kat ahdho, og movpe cav to <and something else, let's say the> sea
bream,mov givar 1 Towrovpa ko Oa pifjcoops petd <which is the sea bream
and we’ll talk about it later you are going to see that when you go and eat the
ones from the fish farms, you see that they are full of fat, that's not so good. The
fat is been created because they don’'t go around all the Aigneiyovv péoa
spaceywo va kKivn0ovv. Xke@reite vo ka0eote 6° éva yOPo Ko va 60g TAiovv
ocvveymg <they have no space to move. Imagine sitting iraagoand being fed all
the time>. What is going to happen? Ok, so we talked about...a is another picture
you've got there. This is fishing with what?

208.S: Yapotovpekko <spear gun>

209.T: Aegv givar yapotovgeko, givan pe... <It's not with a spear gun, it's with a
s>

210.S55: Keram <fishing rod>.

211.T: Kehgm <fishing rocd>. So, they've got another picture here. What is he
doing? Is it fishing with a net? Where is he? He is in...?

212.S56: In a lake.

213.T: It's not a lake.

214.S57: River.

215.T: In ariver

216.T: ok, very good! Somewhere there. Somewhere tropical. It's a big river, ok?
And they've got another one thegighe refers to another group’s pictuyéey are
fishing in a lake or in a big river again, what are they using? They are using a
boat, yes but...

217.S58: arod

218.T: Fishing rods or...? nets

219.S59: Nets.

220T: Nets. Ok? So for some people fishing is a way of living, right? You think

you can go on to live with fish?
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221.Some students: Yes.

222.T: With fishing?

223.Class: No.

224.T: Just go for fishing. Would you like to go for fishing?

225.Class: Yes!

226T: Ok, let's see.ghe holds a toy rod). Not so good. So, I'm going to tell you

some of the fish that I do like eating, ok? So, get ready and... now, who would like

to come and fish firstEAa Claire <come on Claire. Take the fishing rod. Good!

And let's go. Come on, go onCfaire is trying to fish a fish from a box, using a

plastic, toy fishing rod and toy fighgjet it up. She managed to get her first fish, she

is a good fisher woman. So, go and find now the name of your fish, go there find
what you think(there are some cards with names of fish on the board). Next, |
would like, é.a Soula <come Soula><The teacher then goes to the board where

Claire is trying to stick the picture of the fish under the right mraew, sea

bream, ok? Sea bream. It's what they call it. Very gobslitovpa <sea bream,

very good! Teutovpa Topa va dm <sea bream, let me see> . Go on!

227.S60: Kvpig <Mrs>

228.T: Na pyaroope to yapr ... Nou weg pov! <Let’s get the fish out... yes tell
me>

229.S60: (***) (the student is complaining in Greek but it's inaudible)

230.T: Doros mo?¥ givar 10 d1k6 6ov; <Doros where’s yours?§Soula goes to the
board and sticks the fish she caught on the card with the name “shriNg”)
that’s not a shrimp.

231.Some students: Lobster.

232.T: Lobster, very good! That's a lobster. Did you know that it was lobster week?
In a restaurant down town?

233.Class: Yes!

234.T: Lobster month, | don’t know. Did anyone, has anyone been there? No? Ok!
| haven't been there either, but | am sure that it must have been very good,
delicious! So, who'’s next? Greg!... Ok! So, Greg is going fishing, let's see if he is
a good fisherman. No, no try for the green one, the greeowd. civan To éva

nave oto allo <because the one is on top of the otheBref tries to get the
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fish, teacher helps hiimThat’s my fault. There you go! Go, get it up, yeap, yeap!
Oh my God! ...

235.S61: Agiégpag to <Show it to us>.

236.T: Show them. YealGreg shows it and sticks it on the board, on the card “red
mullet”). That's a red...? Mullet.

237.5S62: To prappmodvt <red mullet>.

238.T: Mropumovvy, prénete ereldn eivar KOKKIvo To Y pdOpa Tov, red..., ok? So,
just kavete pepkd connectionquéca 610 pVaAd 6ag Yoo va Oopdote pepikd
yapre. ATAG €y® 6ag dive Ta mo PaciKd, TOV PTOPEITE VO (P CLULOTOIGETE
av mate o¢ éva gotrotopro. Evrager;, <Red mullet, you see because it has a red
colour, make some connections in your head to remember some fish. I'm just
giving you the basic ones that you can use if you go to a restaurant. OK?>
Lobster, sea bream, red mullet, it's what we eat! A? Most of the time. So, Sandra!
(Sandra comes for fishing) There you asb€( tries to catch a fish). Very good!
She so good this one! Yeah! Go put it there. So, what is that? It's an ...?

239.Class: Octopus.

240.T: Octopus, very good! Someone else..., hasn't been thargl?l§ come for
fishing) Very good! So, what's that?

241.Some students: Squidhé girl goes and sticks it on the board)

242.T: Squid, very good! Tzivan To <what’'s a> squid;

243. Some students: Kalapapisquid>.

244.T: Very good!

245.Savvas:Kvpio kor ov Apgpikdvor Aéve to kalapapr calamari <Mrs the
Americans call the squid calamari>

246.T: So, I've got a last one!... Two.a @irl comes for fishing). Very good! So,
yeah! Go place it to the right place. I've got the last, last one. Anyone who hasn’t
been there? Doros! It's going to be so easy for ypo¥ds come for fishing) Very
good! he catches the fish). Very goodhe(goes and stickg iThat's a shrimp. Do
you like shrimps?

247.Class: Yees, No!

284



248.T: Can you give me?... any ways of cooking fish? | can assure you, | like
fish... I like fish... I like the soup, the fish soup. Can you give me ideas, how am |
going to cook the fish, for a fish soup? It's going to be a...?

249.S64: fried.

250.T: fried? Not fried.

251.S65: Boiled.

252.T: Boiled. T giver To <vhat’'s> boiled?

253.Class: Bpaopog <boil>.

254.T: Very good! It's going to be boiled fish. What other ways are there to cook a
fish?

255.566: fried.

256.T: fried. Very good!

257.S67: Grilled.

258.T: Grilled!

259.Savvas: Roasted.

260.T: Roasted. And how can | make the roast?

261.Savvas: You put it in the oven.

262.T: So, it's oven baked. Right? So we’ve got oven baked fish, grilled on the
charcoal, barbecuaov Aépe <as we say it>. So, you've got many ways of
cooking fish. Now, which is your favourite one? Peter?

263. Peter: Grilled.

264.T: Grilled.

265.S69: fried.

266.T: fried.

267.S70: Grilled.

268.T: Grilled.

269.S71: fried.

270.T: fried.

271.S72: Grilled.

272.T: Grilled.

273.S73: Oven roasted.

274.T: Oven.
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275.Greq: fried.

276.T: fried.

277.S74: fried.

278.T: fried.

279.S75: fried.

280.T: fried. Ok! I like them all' So, now what are we going to talk about. In our
books, our Greek books, we should be placing the fish in two categshies (
shows the fish on the board), because they are not all fish, ok? In, in, in Greek we
say, éyovpe to yapwo kol to Ooracova <we have the fish and the shellfish>,
ok? In English we say, we've got fish and shellfish, ai{t®e(sticks two cards with
this categories “fish” and “shellfish”). Now, can someone get up there, up here
and make this divisionslle moves her hand to show the word “divi§io@an
you put right the fish and the shellfish? Gré@reg comes and puts a word under
shellfish)Very good! That's a shellfish. Aham! Very good! So, fish and shellfish
you can see, what's the difference. If you have, if you have to give me two
characteristics, how can you...how do you know...this a fish and this is not a
fish? llocOa kavere vt TN deopomoinen; <how will you differentiate?>

281.S76:Ta shellfishdgv éxovv omovoviki etiiAn <shellfish haven’'t got a spinal
cord>.

282.T: Ok, soavti vo. m® 6movovik] otiin Tt prop®d vo nte; I étor amdhd;
<ingead of saying a spinal cord what can | say? Simpler?

283.Some students: kékaigbones.

284.S77: They have the shell.

285.T: Sorry?

286.S77: They have the shell.

287.T: No, the fish what they have?

288.Class: Bones.

289.T: They have bones, right? They have bones and what else? They have flakes,
a; to, Ta Aéma; <the flakes> Ok? How about thisshéshows the shellfish) Do
they have bones and flakes? No, they do not. So they have a shell, most of them,
not all of them. This got a shei{e shows the lobs)eright? The shrimp has got
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a shell, not the octopus, not the squid but they are.. g@trioves her fingers for
the word soft)

290.Greg: But squid has got... a bone.

291.T: Bone inside, but it's not like the one we are talking about. ... spine.

292.T: I'm going to place other pictures because we have to go on and we have to
find the words. Ok, before we go to that... | am going to the recipe, ok? So, we
are going to make, we are going to make something today. Let’s see now the way
we cook them and then we are going to think about how we are going to have our
fish today. Now, when | go to the supermarket Doros... in what forms can | find
the fish?

293.Doros: koveépfa<can>.

294.T: In a... Ilogeirope v koveépPa; <how did we call the can?>

295.Doros: Can

296.T: Very good, can. Very good! So, the fish could be...

297.Class: Canned.

298.T: Canned, fresh, frozen, what else...could it be?

299.S578: Smoked.

300.T: Sorry?

301.S78: Smoked, very good! It could be smoked, it could be frozen. Now, these
are the ways for cooking fisislfe puts some picture on the board). So, | want
someone to go and to match, match the picture with the right word...come on!
"Era Soula <Come on Soula>, you go for the first one, this is for the grilled.
Colin, éha! <Come Colin> Right, Peter. That's grilled, very gog8bula sticks
the word “grilled” to the correct pictur Aham. No, no that’s not right ontghé
student sticks the word “fried” at a wrong picturejes, that's the right ondghe
student looks at the picture with fried fish). That's right, doesn’t look so? It's red,
brownish like...and boiled excellent, then we've god the oven-baked. Now, we
said when we go to the supermarket we find fresh fish, we find frozen, we find
smoke fish, we find...

302.S79: Canned.

303.T: Canned fish. Today we will be using the canned fish; | am going to use tuna.

| am going to give you the ingredients. All of you are going to cook, so what |
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want from you,0a ypnoypomomjcovpe <we’ll use> is just going to be one bowl.

We are going all to work together, ok? And we are going to... you have to make
the recipe, you have to think about it, in your groups so take your exercise books,
even the big ones or the small ones, and let’s write down.

304.S80: Kvpiava paroope titho <Mrs shall we put title>"Fish”?

305.T: Yeah. Ok? Are you ready? Soula can you bring two or three papers on that
side? On the other side please. So, your title is “FIgie writes it on the
board) And we are going to write the fish recipe, okRg writes on the board
“Fish Recipe”). And what | want from you is... | am going to give you the
ingredients... and you have to write method. Is that understood?

306.Class: Yes!

307.T: Ok. So, in your groups write method and I'm going to tell you what we are
going to use. So what are we going to use? Sit down...Colin! You have to go
round. So we are going to use, what?

308.S81: Tuna.

309.T: So we are going to use one can of tshe writes under the title
“ingredients” the first ingredient “1 can of tuna”)What else are we going to
use? What is thisalje shows to the a canned ingredient

310. Some students: corn, ertapomovkCorn>

311.T: Sweet corn. We are going to use some sweet Goyda kdOise kaTm
<Souk sit down>.

312.Soula:0a Tovg potnom av 0érovv <I'll ask them if they need >

313.T: Ok, 6a tovg potioovpe pera <we’ll ask them later, sit down. Some
sweet corn(she writes it on the board). Those, who don’t have their exercise
books, please write the recipe at home, ok? ...What else do you think we are
going to use?

314.S82: parsley

315.Class: Bread.

316.T: Sliced bread. And some...?

317.Savvas: Parsley.

318.T: So

319.Savvas: is it flat leaf or curly?
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320.T: Sorry?

321.Savvas: is it flat leaf or curly?

322.T: What?

323.Savvas: is it flat leaf or curly?

324.T: What do you mean?

325.Savvas: The type of the parsley.

326.T: A the type of the parsley. | think is flat. Does it, does it mean anything to
you? Is that type or the other type?

327.Savvas: No they are just different

328.T: In what?

329. Savvas: In taste, they're a bit bitter | think.

330.T: For the taste. Ok. | always use the normal parsley. So some paiséey (
writes it on the board) and we are going to use, a few drops of lemon and...sliced
bread §he writes “a few drops of lemon juice, sliced of brea@k? So, you've
got five to ten minutes to think with your group what we are going to cook. What
do you think we can do, but you don’t have to tell me not until the end.

331.S83: What's parsley?

332.T: Parsley. T gival To <what's> parsley?

333. S84: Opaivravog < parsley.

334.T: Maivravoc. Evtraéer; Na cag 1o 6ciém. Eivar to flat dev givan to curly.
Evtaéer, Katalapo ywa moro pirdc, vopilm, <Parsley. OK? I'll show it to you,
it's the flat not curly. Ok? | understood what you're talking about, | thiclkeky
has got a bitter taste.

335.SavvasNa 1o ypawyovue 610 péco 1) ari®dg va. To culnrticovps; <Shall we
write it or just talk about it?

336.T: You have to write it as well. Talk about it, what do you think we can do
with this, what is your idea and then write it down and then, we all come and do
almost the same thing, ok? Each group will tell us the recipe, so you have to write
down something, ok?s{udents are talking in their groups, some groups are
talking in Greek and some others in Englishhere are another five minutes.
Write down what are you talking about. Don'’t forget it, write down English. Be

careful, it has to be healthy. Be careful! Your recipes have to be healthy, ok? And
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we are going to follow; we are going to make the best one recipe, ok? Another
two-three minutes, and that’s it! So, please let know if you are ready.

337.S85: Kvpia vo Barovpe “take two slice breadfj “slices”? <Mrs shall we
write “take two slice bread” or “slices”>

338.T: Slices.

339.S85: Take two slices... and put insi(te girl tells her group what to write
down).

340.T: Another minutelEvtraéer; <OK?> So, now you have to make, you have to
present your... recipe.

341.S86: Namovpue; <Shall we say?

342.T: Yes, and next group. We are going to follow...and then we’re going to
decide.

343.587: WE OPEN THE CAN OF TUNA AND WE PUT IT IN TO THE BOWL
FIRST AND SECOND PUT SOME LEMON JUICE, THIRD CUT THE
PARSLEY AND PUT IT IN TO THE BOWL. FOURTH PUT AGAIN SOME
LEMON JUICE AND THEN MIX IT TOGETHER. FIVE AFTER THIS PUT
SOME SWEET CORN AND SOME SALT. SIX, MIX IT ALL TOGETHER.
FIVE, eee SEVEN, TAKE TWO SLICES AND PUT INSIDE THE TUNA...
EIGHT, THEN YOU CAN EAT!

344.T: Very good! Ok, it's a good one, we are going to listen to the rest and then
we are going to vote. Ok?... Savvas! Who's going to read yours?

345.Savvas: ...Nicky.

346.T: Ok Nicky.

347.Nicky: TAKE YOUR CAN OF TUNA AND THE CAN OF CORN, DRAIN
IT. TINY CHOP THE PARSLEY, PUT THEM IN THE BOWL, MIX WELL
WITH THE LEMON JUICE. TAKE THE BREAD AND PUT IT IN THE
OVEN.

348.T: Take the bread?

349.Nicky: and put it in the oven.

350. Savvas: After you cut it.

351.T: Cut it, the slice? What do you mean cut it?

352.Savvas: Cut it.
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353.S88: Cut it the slices.

354.T: A in small pieces, yes!

355.Savvas: And cook it in the oven.

356.T: A so, you are going to add bread as well in your mixture?

357.Savvas: yes

358.T: And then you are going to make a sandwich?

359. Savvas: No, no. We want to put the bread in the oven to get crispy and then
add it in the salad.

360.T: So you are going to have tuna salad in a way?

361.The students of group: Yes.

362.T: Ok, so it's a tuna salad, and you are going to make a tuna sandiveh (
talks to the first group), right? So, how about yours Greg?

363.Greg: CUT THE PARSLEY. PUT THE TUNA, THE SWEET CORN AND
THE PARSLEY IN A BOWL AND ADD SOME LEMON JUICE, SOME
DROPS OF LEMON JUICE. TOAST THE BREAD. PUT THE MIXTURE OF
TUNA IN TOAST, ENJOY YOUR MEAL.

364.T: So, you suggested a tuna sandwich, you suggested a tuna salad and these
suggest a toast with tunshe shows the last group). That's great! We've got three
different recipes! We all, we are all going to use the same ingredients, so what |
want from you, is to decide... which is the easiest to make and eat? So we can
have... if we make a tuna salad, we don’t have plates right now, so we are going
to make a snack, so is going to be something on the go. That's not use many
plates. Even though it's very good one! A? No. | just go back. You vote, tuna
sandwich, tuna toast or tuna salad?

365.S89: Okabévag 00 ynoicel To d1ké Tov <each will vote for his/her own>

366. T: No. you think about it. What do you really want eat right now?

367.S90: Tuna sandwich.

368.T: Nothing?

369.S90: Tuna sandwich.

370.T: Tuna sandwich. Toast? | think... | am going to make a suggestion! Ok? We
are going to use the mixing the ingredients together, right? So, | am going to write

something here by taking something from all of you, m? So, we are going to mix
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everything togethersfie writes it on the board) we don’t need to put the bread
inside.

371.S91: Kvpiava to ypaeovpe 6hor; <Mrs shall we all write i

372.T: No, no you all have your recipes. We are going to enerything together,
that you all suggested, ok? And then... we are going to take the toast style. Ok
what we can do, we can make some toasts and some sandwiches and it's going to
be your salad, tuna salad at the same time. A? So, MIX EVERYTHING
TOGETHER (she writes it on the board).

373.592: Kvpia propovpe va £govpe Tpio pmod Kot 1 KAOe opdoa va kaver To
o6 g, < Mrs can’'t we have three bowls and each team sigkewn?>

374.T: You could be doing it, yes, you could be doing @mtvell, but it's going to
take longer and we don’t have time today. Ok? But it's the same thing. So, LIKE
A TUNA salad éhe wrote it in the board) like a tuna salad. Two, SPREAD THE
MIXTURE ON THE BREAD AND MAKE TUNA SANDWICH OR TUNA
TOAST (she writes them on the board at the same)tiMméat do you think? A?

So | added everything from all of you, right? Now, we don’t have a time, |
know...

375.593: Kvpia emedn to toast ko sandwichegiven mapopowa ywoti vo pnv
Kavoope 6vo opades, M po pe sandwichkor n dAin pe ™ cohdta; <Mrs
because the toast and the sandwich are similar why not make two teams, one with
sandwich and the other one with the salad?>

376.S94: Kvpio va amo@acicovpe 6iot Tt 0Ehovpe <Mrs we should decide what
to do>

377.T: No cog mo 11 0o kavovue;, Oa cag napo opada <I'll tell you what we're
going to do, I'll take you group by group>. Because we don’t have , | don’t want
to go over...Agv & wapa TOAL YPOvVo YU 0VTO 60G AE®, £YOVUE POVO OEKA
Aemta <we haven't got a lot of time, we just have ten minut&o, what we are
going to do, because you have to make the thing and you have to make the
rec...hurry up the recipe, then you have to eat it as well, so what we are going to
do, a group is going to prepare the ingredients, ok? So, Greg’s group is going to
prepare the ingredients, drain the tuna, drain .... the sweet corn and cut the parsley
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please. So, the three of you. So, one of you is going to cut the parsley, ok Sandra
you cut the parsley.

378.Greg: Na. ¢époope ko tov ahlo tove; <Shall we bring the other tuna as
well?>

379.T: N, vair <yes, yes>. So, what you are going to do, you areggtm open
these the can% "EAa. You open this. You open thiSlietalks to another student,
to the third student of the group)Be careful, be careful, no, no, no, nthey
open the cansTake it there. No, no, no here, up theregnote ta ekei oto
vepoyvtn <leave them there in the sink>. No, no just likis.tWash your hands
and sit down. So the first group has already prepared the ingredients for us. Be
careful your fingers, very good! What, what, what is she using? The paw or
bridge?

380.S95: The paw

381.T: The paw, very good! Do you remember what the paw is? Would you like to
explain to our guest what a bridge and what a paw is? Thank you, it's perfect!
(she says to the girl that cuts the parslého would like to come up here and
explain to Miss Artemis what is paw and what we ¢E#& Nicky! <Come one
Nicky>.

382.Nicky: The paw is like a paw of the animals

383.T: Like a... mahaun<palm> ghe shows her palm

384.Nicky: you do it like this

385.T: Yeah.

386.Nicky: You do it like this §he shows her palm with her fingers closed) you put
it here and you cut.

387.T: Very good! The fingers have been close to each other Dabs! ghows
how the fingers must heGo on!

388. Nicky: And the bridge, you do your hand like a bridgke shows her hand)

389.T: Take something which could be cut with bridge cut. Very gothdir¢ are
many things in front of her and another student gives her something)td&Gout
yes!

390. Nicky: You hold this wayshe shows her hand how she holds it and she shows

how the knife movgs
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391.T: No, where does the knife go? Is a bridge, so? Sit down and that’s only up! |
will remind you how the bridge cut is.

392.596: Like that& girl comes out and shows how the bridge cut is

393.T: Is like when the knife is under. Very good, excellent! Thank you very much,
sit down. So, now we reminded ourselves how we cut. So we don’'t cut our
fingers, right? ¢ghe moves her hand like she cuts her fing&s this parsley is
ready and all our ingredients are ready, so | want Savva’s group to come up here,
just three? Four, yeah and what | want from you is... you are going to add the two
tuna cans in there and one of you is going to fork, with a fork to smash the tuna.
So, one of you or two is going to do this...decide! No, no, you are not going to
use that, all of itghe says to Savvas who takes the can of sweet danjhe
tuna | said first. You are going to use the tuna first. Place the tuna, no we are not
going to use this spodqshe says to girl that took the spoon), with your fork put it
all in there,éha. <come on>. So, very good! Someone else to do the other one?
Don't throw it in the dustbin because there’s no bag. Ok? Put the other one, open
it first, all. Try to take everything ouslie tries to get all the tuna out from the
can). You don’t throw them...anything. We've got a financial crisis. That's it?
There is more take it out. So, Fani is going to fork the tuna. So what | want from
you, Doros put two table, add two table spoons of corn, two table spoons, table
spoons, very good! Of corn, just two, not a lot. Fani mix them well, add the
parsleySavvaspov <My Savvas. All of it! So what are we using? What are we
using? We are using, what? From which food groups taking ingredients? A?

394.S97: From fish, vegetables.

395. Savvas: Kvpiwa palovpe to Aepovy; <Mrs shall we add the lemon?

396.T: Yeah, few drops of lemon, yeah. Go (ghe says to a student that adds
lemon juice.

397.Savvas: Iligoero Aiyo. Eivan khewoto;, < Push it a little, is it closed?

398.T: A, it's a new one. Add a few drops inside. Ok. Mixvell; sit down, thank
you for the second group. The third group comes up and you are going to make,
how many are we? Eleven? Sabev 0éhovv va @av; <They don’t want to eat?>
Who? What you are going to do noshg tries to open the sliced bread), you are

going to make the sandwiches for the rest of them, those who want to eat, who are
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hungry! So, you are going to place your napkin like tHne (shows to two girls
how to put the papgr Shhh, no, no don't go like this, sit dowrdhg says to
another student’Eve Lenté va d® w660 £ dnhadn < Just a minute to see how
much we’ve got. Two ... (she is counting the slices of bread). Who is not going
to eat? You are not going to eat the two of y@uw?¢ag; <are you going to eat?
(she asks a studgr®a @og <are you going to eat So,6¢ 0o pag; <you are not
going to eat? (she asks a girl which is in the group that is going to make the
sandwichep

399.S98: AevEépom <I don’t know>

400.T: Ok, so what we are going to do, we can make, ok?arewoing to use two
slices, just put a spoonfudl{e shows to them the procesfhat a spoonful?

401.S99: 'Evayegpdro kovtdal < a spoonful>.

402.T: So, a spoonful of thissiemeans the mixtuyacon va Ta popacere <and
you share it>Ok? You are going to divide, so for you two, you two, two, two.
And one you are going to take them to each person. And you don’t eat when you
take your sandwich, you wait for the whole group, on your table to get their
sandwich and you all eat it together. Put it theslee(says to the girl that she
prepares the sandwichMovo o€ éva <only on the one slice, ok? Kot ého €60
va ta waipvels. E6vd va ta kavelg £ter <you come and take them. You do it like
that>(she shows to another girl how to wrap the sandwich with paeula,ve
Tulriyel o évag, éha Colin <Soula, one should wrap, come Colif®k, just. ITov
givor to yopi; <where’s the bread?¥She says to the girl which make the
sandwiches, because she forgot the slidds, she is going to do it on hen own.
She wants everything ready! Come on!

403.S100: Kvpiade 00 kavovpe kar <Mrs shall we also make> toast;

404.T: Zvyvopn, <Sorry?

405.S100: Toast 88a kavoops; <Aren’'we making?

406.T: ...0éhovpe pua mpiCa <we need a plug> but | don’t have that plug. Ok, it's
good §he tastes the mixtyré’s very good!

407.S101: Avte! <Hurry up!> (he girl that makes the sandwiches to hurry up).
Baie pov 1o <Put it> (she says to the other girl to put the paper on the plate).
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408.T: 'Exaveg méoo; <How many did you make?No, no, how many did you
make?

409.S101: 'Evg 6vo0, Tpio <one, two, three.

410.T: Sit down, sit down, someone else is going to do that. So you can make your
sandwich. So, what do we, what do we say when we eat together? What do we say
to each other?

411.S102: KaAopeén <Bon appetite>.

412. T: Kol 6peEn <Bon appetite> in Greek, what can we say?

413.S103: Bon appetite.

414.T: Bon appetite.Very good! Doros is going to eat, give it to Doros.

415.Doros: Thank you!

416.T: Sit down Doros, wait for Fani to take the sandwich. Ok? Very good Soula!
Soula sit down and let the others come. You are going to take it to($tamgives
a sandwich to a boy, to give it to Famigpipeve va paro yoapti <wait, I'll put
some paper therefthe teacher says to a boy.)

417.Savvas: Fani 0apdg €60 1) 6y1; <Fani are you going to eat or not?

418.T: yes, they are going to eat.

419. Savvas: Oy, oy 1fani. <No, not Fars

420.T: Fani eat please. Don’t hear what Savvas is saytease eat! No, | think
you should all try, aNm <yes>, you can eat. You are all going to take your
piece.Ela, £ha <come on, come on>...no they are all going to take, sit down and
eat.

421.S107:Eivan opaio. <It's nice>

422.T: One for each of them. Ok8He makes a sandwich with Sayvas

423.Savvas: Ko t@poro Balelg omo mave; <and now you put it on top?>

424.T: No, no just give me the one. No, with the pap@dyssey takes the slice
without pape). A®@ce tqg Fani <give it to Fani>. No, noSawas close the slice
which has tuna on top with the papeFo Baleg £tor kan To maipvelg <you put
it like this and you take it>she shows to him how to put it

425.5108: Kvpiade 0ho <Mrs | don’t want

426.T: You are going to try!

427.S109: Eivawtold opaio! <It’s very nice
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428.T: Come on.

429.S110: Eivawpaio. <It's nice>

430.T: "Ere. Savvas <cora on Savvas, you will make for the rest, for the
classmates. Make for... Nicky....Very good!... Savvas is an excellent chef!

431.Savvas: Ogquiicovpe € <we’ll talk outside>

432.T: He is very good! ¥u should go to the junior master chef.

433.Savvas: agoteivol evviaypova <it’s for nine -year olds.

434.T: A paheta <oh, | see> The paper first.

435.Savvas: Greg éyeupketéd punv popacor <Greg there’s enough don’t worry

436.S111:Mov to édmoe gpévo, <He gave it to me>.

437.T: Ko Claire 0a @aer <Claire will also eat.

438.Claire: Kvpiagyd 6g 0ého <Mrs | don’'t want>.

Thebell rang and the class was still trying to hand out the sandwiches using Greek

to communicate. Some students are helping the teacher tidy up the room.
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Home economics Lesson B (FishGroupB)

(A student takes out plastic food from a box

1. T: So, today what we are going to do, we are going to talk about something else...ok,
would you like to tell me what we have been doing this year? Do you remember?
What have we done this year? We talked about what? Until today? September, now
it's May, what have we talked about, Rene? We talked about...? The food groups,
do you remember the food groups we talked? We talked about...?

2. S1: Fruit

3. T: From we talked about fruits last yeagey givor 0épa g k|G 6og evoTnTOC<
It's not part of your curriculum>S0? We talked about whaKdvape évo ,we did
two>, two units. Which once? I'm listening! Surol Sunil étet yia va Eéperg sivar
ekt0g opaoag, topa MNpde pali poc. 'Hrav wgépntn 1aln, &ywe po airayn
televtaiog otiypng, 0k? Akovw. Mm? 'Ecto ki géhlnvika. Elate va 7o
noifovpe ommg 0élete eocig <just for you to knowfreferring to me)Sunil it's not
in this group, he now came with us. He was in the fifth grade but there was a last
minute change, OK? I'm listening. Mmm? Even in Greek. Let’s do it the way you
want>

4. S2: About eggs.

5. T: We talked about eggs. Ok, do you remember anything about eggs? Rona? Gabi?
What do you remember about eggs? What did we say about eggs? Ari? Do you
remember where, in which group they are? Stand up and show us on the food
pyramid. Thank you David sit down! It's fine; | don’t want anything eldee(says
to the student, who takes out the plastics fpd®alf stand up! Ok, show me please
on this food pyramid (she touches the food pyramiiit is this?

6. Ralf: Food pyramid.

7. T: A food pyramid. Ok, show me in which food group we found eggs, comshen (
opens the food pyramidEia! <Come on>There you are! Which food group? In
which food group?tfie student is looking at the plastic foodsp, no don't find

anything. Which food group®u eivan To <what is the> food groupHowog va pov
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ney, Metagpaon, akod®! To...; <who will tell me? Translation, I'm listening!
The...?>

8. S3: To egmovo... <In which...>

9. Ralf: Avté €6 <this one here> ghshows the food group on the pyramid)

10.T: Qpaia, 7L onpaivel <ight, what does it meanood group?

11.S3: Xemowo <in which> group.

12.T: Nay, T givan 10 < yes, what is> food group? What's a food groljivat...;
<It’s...>

13.S4:0paoda. <group>

14.T: Opada; <group?>

15. S5: ®ayntov. <of food>

16.T: Tpoemv <food> Very good! So, he was rightl{e means Ralf was right and she
shows the group that Ralf showed) is in this, eggs belong in this group. Do you
remember what else we had in this food group? It was only eggs?

17.S6: Fish.

18.T: Fish. Louder! Because | cannot here you. What else? What does... do we have in
that group? Fishg rawdwa <hey kids> you’ve got so many posters around you; have
alook at the posters, what else is in that group? Tim what else? Is it just fish?

19.Tim: Meat.

20.T: Meat and what else? Mm? What else? Stand up Tim! Show me on that food
pyramid where are the eggsfpod pyramid on the wallNow!

21.Tim: Exei <there>.

22.T: Very good! What can you see in that food group?

23.Tim: Fish.

24.T: Fish.

25.Tim: Beans.

26.T: Beans, very good!

27.Tim: Meat.

28.T: Meat.

29.Tim: "Exer kat €00, ka1 mpayparaxkio <there are some things here, some little
things>.

30.T: Ilcdg Tovg Aépe Tovg Enpovg kapmovs;, <how do we say ‘nuts’?>
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31.S7: Kovveg <nuts>

32.T: We talked about them last ye&kdg tovg Aépe; <how do we call them?>slfe
shows a poste¢Aapacs to Ralf <read it Ralf>

33.Ralf: Nut?

34.T: eg To <say it>.

35.Ralf: Nuts.

36.T: Nuts. So we talked about nuts and that's where nuts are. So, why do you think all
these things belong in the same food group? What do they give us? They give us
what? Mm? Look around you, what do they give us? What do eggs give us? Look at
the eggsghe shows them the egg on the board). What do they give us?

37.S8: Proteins.

38.T: They give us proteins. Very good! Why do we need proteins? They help us for
what? They help us for what? They help us for what fish... sorry égsno>,
proteins?T Tig 0éhovpe TI TPMTEIVES...; Eivan mold kai) avti | @don. INoti
QaiveTal... oV NTOV TO PLOAO pog KOpLe TiM 1660 Kupo. Avto cival Kalo Kot
v péva.. kot kopie Ralf. Tati o Teprocotepor ipaocte €6 ko mepuévoopus
™mv opo wov 0o @ape. (the teacher is upset because there is no significant
participation on behalf of the studen)Vhat do we need proteins for...? This is
very good. Because | can see... where your mind was all this time Mr Tim. This is
good for me too.... Mr Ralf. Because most of us are here just waiting for the time to
eat. So, why do we need proteins? What do they ToRavovv ov TpoTEiveg o€
pog Gabi; Tati Tic 0éhovpe; ‘Etor ywo va oerdloope mraka; Ilowg va pov
Ovpicer Twoti, 11 Ypagel, v SwwPalere; Ta £govpe mavrov avtd To TPAYpROTO
<Wha do proteins do to us Gabi? Why do we want them? Just for fun? Who can
remind me why, what does it say, what do you read?> What do they help us? They
help us for what?

39.S9: They help us to grow?

40.T: They help us to growst onuaiver <what does they help us to grow mean?>
Ralf? Mm?

41.Ralf: Na peyordooope <to grow>.

42.T: Na peyohdoovpe, mohd cmotd <to grow, very good>So, they help us grow.

So, what | want from you is someone to stand up and show me things that belong to
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the food group that we talk about. We said about this food groupdhersl{ows the
third group on pyramil Now, quickly, someone would like it to find things from
here Ela Tim <come Tim>. Pick up whatever you want. Very good! That's egg is
what? What kind of egg? What kind of eggfid shows the pictures on the board).

43.S10: Fried (he said with wrong accent

44.T: Fri...?

45.T & Class: Fried egg. Very good that's a fried egg. Quickly! That is what?

46.S11: Nut.

47.T: That's a nutlldg T0 Aéve ota EMANVIKG, TL Eival 0vT6 TOo Tpaypa; <what do we
call it in Greek? What'’s this thing?>

48.512: Enpoi kapmoi <nuts>.

49.T: N Eépo, v axkpifpag civon; T givan; <Yes, | know, but what exactly is it?
What is it?>

50.Tim: (***) (in Greek)

51.T: Oy dev givon (***) <No, it's not (***). Eivar éve apoydaro <it's an almond>.
So it's an almond. Ok(Tim puts a fish in the pyramid). Very good! What else do
you think should go in there? Ok. And something elseaxopa éve Tpaypa <and
onemore thing> and that'’s it. Find something else! Go to something you have not
added... Tim takes a piece of chegs€hat goes there? What is that?

52.Tim: Cheese.

53.T: Cheese, do we have cheese in that food group? People?

54.Some students: No.

55.T: No. Where do we place cheedé&spipeve Tim <wait Tim>. Stand this way. That

side. So where do we have cheese? Do you remember which food group got cheese?

56.S13: Aimha<next to>

57.T: Ok, take the cheese and place it. Sit down thank you Tim, come up...Ralf and
place the cheese where it should be.

58.Ralf: Here.

59.T: Yes, on this side. Iloto Aépe avtd £6®; <what do we call these things here?>

60.S14: T'aloxtokomka<dairy products>.

61.T: Ok, do you remember the English word? Di...?

62.S15: Dairy products.
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63.T: Dairy products. Very good! So, we've got dairy products on this side. What do
we get from dairy products, do you rememb&?uag divovv ta dairy products;
<What do the .. give us> Vitamins, ok! They do, they give us D. Vitamin D.

64.S16: Proteins.

65.T: Proteins agaifil' sirape; 1610 ewinedo, idra...; Opentikd cvetatika <what did
we say? Same level, same...? Nutrients. Ok, so today we are going to work with this
food group (she shows the third food group) no is going to b&he ghows all the
food on the table) I'm not going to be... talking to you about something else. We are
going to talk about this food groughle shows it again), but we are going to talk
about something in particular. Ok? So, I'm going to start with something. | would
like you to have a look at this picture and tell me what do you Se® dives a
picture to each group). What is this and what do these people eat? Where do they
live? Do you know anything about these people? Come on! Telsheedoes to a
group). Ok, I'm listeningO Tony ywti dg givon poli pag; <why isn’'t Tony with
us?>

66.S17:(***) (he explains where he is in Greek)

67.T: So, what, what is this? Do you know...?

68.518: Eokipoog <Eskimos?>

69.T: Very good. So, that is an Eskimo. Ok, do you know where do these people live?

70.S19: North Pole.

71.T: North Pole. Very good! Where else do you think we can find Eskimos? Where?

72.S20: ZmqPooia; <In Russia?>

73.T: Very good! In Russia. Yes? We can find Eskimos. Whelse? Russia,
Finland... Canada...Greenland, Alaslialta&er, <OK?>We can find these people.
Now, why, what's so important about these people? Why do you think I'm showing
you these people? Can you guess?

74.David: Because...

75.T: Because why?

76.David: Because...

77.T: Yes!

78.David: No e Exdnvika; <shall | speak in Greek?>

79.T: Xp, piha 6o 0éhers. <HmM, speak as you like
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80.David: Agv £yovv moALG, OWAPOPE TPAYHATE YO VO TPAOVE KOL TPOVE
neprocoTepo yapr <they haven’'t got many different things to eat and they mainly
eat fish>.

81.T: Ok, that's interesting! Ok. So, I'm going to keep what David said. Do you
remember what he said? What did he say? Sit d@vwplhio vrapyovv péca,
@vAa&te Ta avtd ko gival evtatel <there are books inside, put them away and it's
ok>.

82.S21: Kvpiopov £édmee To d1ké pov <Mrs she gave me mine>.

83.T: Evrager <OK>. Do you, do you know what did, what did David say? He said,
what did he say about these peoplBév daxovce kavévag;... Iohd wpaia!
Axovpe o évag Tov GAlo ayoya £d® péca <did anybody hear him? Very good! We
hear each other perfectly in here?>

84.S21: Ot tpavepovo yapr <that they only eat fish>.

85.T: Very good. This is what | want you to keep. Wherdldse people live? What's,
what's...what’s characteristics, characteristic in the places they live? A? Where do
they live? In sunny places?

86.S522: No.

87.T: No. So what's in their places? There is?....

88.523: Snow.

89.T: Snow, very good! There is snow. Ok, so these people, they live in cold places.
Km o David <and David> said, he said that... they don’t have many thing to eat, so
they...what do they eat?

90.S24: Fish.

91.T: Fish. Ok? They live on fishing, they eat fish. And why am | showing you these
people? Because there’s been researapévOeon, £yve pua Epevve mov £8€1Ee
0Tl avToi o1 avOpwmor dgv meBaivouv amd kKapowukéc mpooPoris, evracer, Agv
£Y0VV TETOWO TEPLGTATIKA, OALG 0O Grheg ontieg. OMOTE 0L EMOTIHOVES Eimay,
ywti givar 1660 onpavtikd, Tt copfaivel ko avtoi o avOpwmor dev medaivouv
00 KopOlayyEWKA Voo pato Kot tadaivoov katt driio; Ko avakdivyav 61
oL...0 Adyog fjtav 6T TpdVE Yapr <parenthesis, there was a research which showed
that these people do not die from heart attacks, ok? They haven’t got any of these

cases but from other cause. So the scientists said, why is it so important, what
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happened and these people don't die because of heart problems and have something
else? And they discovered that... the reason is because they eatHiat@ézet;
Onotav... <OK? So...>| started with this because is very importafu
avakaivyav; Ot 0vTd Ta Yyapa £govv ovti) TV oveia <what did they discover?
That fish have this substance>. You see tfss® shows them a card on the board
with the word “omega-3). What, what does it say here? Can you read this? Linos!

92.Linos: Omega-three.

93.T: Omega-three. This is a kind of fish dMéea 610 Limog Tov yaprov, OK; To
0omoio To PpicKovpE 6€ KAWOVAES KL TO TIVEL 0 KOGNOG PETA 00 KAToLo AKia,
YTl TPpaypoaTt £(eL amodELyTEL OTL PECH GTO GO MELDVEL TO EMIMEON KOKNG
YoM oTEPOIGS, £TOL dev Eyovpe.. kopdokic mposPfolréc <in the fat of the fish,
OK? That we find in capsules and people drink it after a certain age, because it has
indeed been proven that in the blood, it reduces the levels of bad cholesterol, so we
don’t have ... heart attacksOK, do you know &épete kaBorov yapro, Eépete
Ko06iov yapa; Tpate yapr aipdta an’ 6ha; <Do you know any fish? Do you
know any fish.... First of all do you eat fish?

94.Some students: Yes, no!

95.T: No, you don't eat fish. Who doesn’t eat fish? Who eats fish? Raise your hand for
eat fish.Tp®te 1| dev TpOTE Yapt, Lpaio €imo av dev TPATE, AV TPAOTE CNKAOGTE
T0 yép1 oo <do you or do you not eat fish? Fine, | said if you don't eat fish, if you
eat raise your hand>. Ok, so most of you eat fish, ok? So, now what | want from
you...mmmm. AM@OTE MOV MNEPIKE OVOROTO WYOPLOV GTO EAMVIKG, TPV
TPOYOPNSO TapakdT® <give me some names of fish in Greek before |1 go on>.

96.S26: Teowmrovpa<sea bream>.

97.T: Touovpa. I'a v omoia 0o Acovpe <sea bream for which we’ll talk>.

98.S27: Pé¢yka<herring>.

99.T: H péyka. Qpaia! <herring. Very good!>

100. S28: Ewpiac<swordfish>.

101. T: Ewpiog <swordfish>.

102. S29: Kepyapiac<shark>.

103. T: Nau Tpaog kapyapia; <Yes! Do you eat shark?

104. S29: Oy <No>.
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105. T: Oy <No>.

106. S30: Xoiopbég <salmon>.

107. T: Xolopoég <salmon>. Very goodTéco yapt kaver  pdpa oov o€ EEperg éva
yapr, <your mum cooks so much fish and you don’t know ofst® refers to a
student about his mum’s restauran©pen your books. At page fifty eight.
Avoitete o pifiio cag <Open your books>.

108. S31: To &govpug <do we have it?>

109. T: Oa o1 Aiyo eAinviké padnpo kopia... Avoilete ta frpiia cog kol 0o pe
™V 0pdda 60g, VOuil® oeMda TEVVTU OYTM TPEMEL VO €IVOL...E0(), TEVIVTU
€QTa, 05l va kortaiere, vaapyovv kadmowa yapra, kot At XYZHTHEE XTHN
OMAAA XOY KAI TPAYE YAPIA KAI OAAAXXINA IIOY ZEPEIL, onotav
0ého va pov ypawyete pepikd yapro Kor pePKa 0aracoivd av propeite va Ta.
owympioete, oVLNTNOTE TO PUE TOVS OITAOVOUS GOG, 0UG Oive TEVTE AemTd Ko Oa
kavoope poli éva. < You'll see a bit of a Greek lesson Mrs. ... Open your books and
I would like you and your team, | think page fifty-eight, should be here ..., fifty
seven, | want you to look, there are some fish, and it DISCUSS IN YOUR GROUP
AND WRITE YOUR FISH AND SHELLFISH YOU KNOW, so | want you to
write some fish and some shellfish if you can separate them, talk with the person
sitting next to you, | give you five minutes and we’ll do one together>.

110. S32: Toawyaprwa <The fish>.

111. T: Xp 11, vou pnv pov e ovopota yopltov. OLAm va pov mEwg tog T
Eeyopilearg; Avta sivan yapre, avtd givar Baracowvd. Tv épares cav Paoiko
yopoktnpretiko; < Hm... so do not tell me the names of fish. | want you to tell me
how you distinguish them? These are fish, these are shellfish? What did you put as a
basic feature?>

112. S32: Ot tayapuw... <that the fish>...

113. T: Nou! <Yes>

114. S32: Eivawyapua <they are fish>.

115. T: Evyoproto. Ki eyo sipor komého. Ki €60 gioar ayopr, dpa; Ilog 0o to
Kafopioceis avto to mpaypa; Mwg Oa Eeympiler kdmTorog 0TI £Y® gipal Kopitol Ki

gov... [Idg Rea; <Thank you. And I'm a girl. And you're a boy, so? How will you
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differentiate this? How would someone distinguish that I'm a girl and you... how
Rea?>

116. Rea....an6 topoiira <from the hair>.

117. T: Am6 1o poiid; Apo av To KOY® K £Y0 TPAOTO vovpepo 0o sipor 6nmg TO
ayopy; 'Eda Rea. <from the hair? So if | cut my hair | will be a boy?>

118. Rea: Tawyapra £xovv Aéma wohdhd <fish have got lots of flakes>.

119. S32: 'Exovvrtepiyra <they have fins>.

120. T: IItepoyra, Aéma, ovpd, £xovv péco omovovikn otiin. Ta Oorocoivd
é&xovv; T égovv; Aev §govv péca emovovikn otiin ko givor...; <Fins, flakes,
tail, they have a spine. Do the shellfish have one? What do they have? They haven't
got a spine inside and they are....?>

121. S33: Actaxkéc<lobster>.

122. T: Maioka. Evrae; <soft. OK?>"H éyovv <or they have>shell T givan to
<what is> shell;Octpaxko. Evtaéer;, Aowwov mé6te pov vo 00VUE TL PPRKATE GOV
yapr kav Tt Bprikate ocav Bolacoive. Rea. <Shell. OK? So let's see what you
found as fish and what as shellfish. Rea>

123. Rea: Xolopbég <salmon>

124. T: Nou! <Yes!>

125. Rea: Ewpiag capdére <swordfish, sardine>.

126. T: Nopilm opmg 0T dgv givar 6oAopog, EKEIVO TOV £YETE PTPOGTH GG, £TOL
Vd...€lvOL... TEGTPOQA, TO YAPL TO peYGA0 néca 611 pHécT €ivol TECTPOPU KOl TO
arha dwagopa gidn yaprdv g Kompov <but | think it isn’t a salmon the one in
front of you, so... it'’s a... trout, the big fish in the middle is a trout and other various
kinds of fish of Cyprus>.

127. S34: Kvpio, povo anoé mave apénel vo Prémovpe; <Mrs shall we use only the
ones on top?>

128. T: N ta mave mov 06lho va deite <yes, | want you to have a look at the ones
above>.

129. S35:'Eporakm Epia <I've added the swordfish>.

130. T: Aev &ya &rpia €dd <there’s no swordfish here>.

131. S34:Ey® épora 6TL pov gpyoTav 1o yapr <I've put any fish that came to my

mind>.
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132. S35: 'Eyxe papida<There's a fry>.

133. T: Mapida, kvmproxo yapr <fry, Cypriot fish>.

134. Tony: Ne épOo péca (a student comes at the door and asks the teacher to get in)
<shall | come in?>

135. T: Nay, gicoan €60 poli pog, Tony éha <yes, you are here with us, come Tony>.

136. T: Ométav érovpe, £xovpe €0M, VIAPYEL 1] TOUTOVPA, VITAPYEL 1] TEGTPOPU, TO
uroppmrovvt. 'Eva Aerté va 1o falo oto wivoka <so we have, we have here,
there’'s the sea bream, there’s the trout, the red mullet. Just a minute to put
everything up on the board>.

137. Class: To pooy, otpeidthe mussel, the oyster>.

138. T: Apa..., sivaraéotpoga, Tourovpa... <So, it's a trout, a sea bream...>

139. S37: Xolopog <salmon>.

140. T: Oy dev £y colopod €6 <No, there’s no salmon here>.

141. S38: Aevéyer <there isn't>.

142. T: Kou 0 60lopdg d&v ivar Kumproko yapt, plovpe yio, prhovpe <and salmon
isn’t a Cypriot fish, we're talking about, we’re talking about> we are talking about
Cyprus fish. We don’t have salmon in Cyprus. Zapdéksardines>.

143. S39: Ewpiag<swordfish>.

144. T: Mrappmodwt, ekeivo To polé <red mullet, that pinkish one>.

145. S40: Kvpion garawve tpodyetar, <Mrs is the whale edible?>

146. T: Noa, Tpoyeton arrd ot otnv Kdnpo, otovg lanwves. Oaracovd! Ilécte
pov! <Yes, it is edible but not in Cyprus, in Japan. Shellfish! Tell me!>

147. S41: Kehlopapr<squid>.

148. T: Kahopapt...airo, <squid.... Others?>

149. S42: Oyraméor <octopus>.

150. T: Oyram6or <octopus>.

151. Some studentAetaxog <lobster>

152. T: Actakog <lobster>

153. S43: Mvow <mussel>

154. T:"Eyel aotoko €00, < is there a lobster here?>

155. Class:Now <yes>

156. S44: Ko poor <ad mussel>.
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157. T: MYor...pvdwe. Evrager, oraver <mussels...mussels. Ok, enough>

158. S45:'Eyxel axépaéve <there’'s another one>.

159. T: It's fine.

160. S46: Mapida<fry>.

161. T: Now, how do we get fish? How can we catch fish?yDo know any methods
of catching fish?

162. S47: Ilogro Aéve To ywapepo, <how do we say fishing?>

163. T: Yapepa <fishing> Fishing. How do we, how can we catch fish? Do you
know?

164. S48: Fish.

165. T: Fish catching IMéote pov va dodpue <tell me>.

166. S49: Meto koldmo. Me ta diyrve <with the rods. With the nets>.

167. T: So, pe to diyrva, To diyTve ota ayyhkd ovopalovror <with the nets, the
nets in English are called> nets, so we’ve got fishing nets.

168. S50: Kvpiaéonaoe n méve, sov <Mrs your pen is broken>

169. T: Asev éomacs, kdvape KatL 610 AvBpodovra <it isn’t broken, we did something
in the other school>50 we use fishing nets. What else? What else?

170. S51: Aiyrva<nets>

171. T: Nou pe Ta <yes, with the nets. What else?

172. S52: Meto. yopotov@eko <with the spear guns>

173. T: Very good,ue to yapotovpeko <.with the spear gun> Fishing guié® ot
TOUVES. AVvTol €00 £ovv mapey, éxavav (she refers to a picture in the book)ere
the tunas. These people here they did> tuna fisiimgy Apepwui to £xovv cav
<in America they have it as ahobby Evrta&e;, Xpnowomorodv yapotovpeko,
givol peyaro yapr n todve <Ok? They use a spear gun, tuna is a big fish>. They
don't catch it with a net. A? Or with fishing rodsv pmopovv va apovv karam
<they can't use a rod>... ok; so they're using a fishing gun. Now...you've got in
front of you... this...Sunil give me that. This is a boat and they are going fishing
with... by using their what? What is this David?

174. David: (***) (inaudible answer in Greek)

175. T: Non arhd v égovv péca; T ypnopomorovv; <yes, but what is there inside?

What are they using?>
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176. S53: Nets.

177. T: Nets, very good. They are using their fishing nets, ok? ...Xpnoyonapéng
ko1 <they also use> fishing rodsaldpa <fishing rods> Now, the guy, the boys
here and this group they've got, no, you've got this picture. What do you think this
is? What is this? T sivomvto; <what is this?> What is this? (she shows a picture).

178. S53: nets

179. T: No, they are not nets. What is this? A?

180. S54: Kvpiagépe vo 60 v dAln eikéva <Mrs let me see the other picture>.

181. T: Tveivar avto; M; <what’s this?m?>

182. S55: X@it <house>.

183. T: IIéote pov oto EAMVIKG, TU gival avto mov Prénete; <tell me in Greek, what
is this that you see?>

184. S56: Awpavi <port>.

185. T: Aev givan Mpave. Ilodg ovopaletar o ydPog 6Tov eKTPEPovy yapro,; <It isn’'t
aport. How do they call a place where fish is bred?>

186. S57:Yapayopa <fish market>.

187. T: Agv givar yoapayopd. Ilag 1o Aépe To yOpPo 6mov ekTpéPovy yapra; Onmg
Exovpe @appeg Yo Loa, Exovpe @appeg kat yio yapua. Iog to Aépe; <no, it isn’'t
afish market. How do we call the place where fish is bred? Just like we have animal
farms, we’ve also got farms for fish. How do we call them?>

188. S58:®appa <farm>.

189. T: Iy...0v... <fi..sh...>

190. T & Class: Ixfvotpogsio<fish farm>

191. T: Mnrpafo ta popaxie pov. Ixbvotpogeio <Bravo to my little kids. Fish
farm>. So, in English it's a farm, so what we’re going to say? It's a...?

192. S59: Fish farm.

193. T: Fish farm. Very good! It's a fish farm, very good! So we’ve got fish farm, so
where, how do we get fishRa kavoope étor éva <let's do a > reviseTim;
<Tim?> How do we get fish?

194. Tim: ...

195. T:Ina...?

196. Tim: In a...
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197. S60: Fish farm.

198. T: Fish farm, very good. Where, how, what are the ways? With the...

199. S61: Fishing rod.

200. T: Fishing rod. Very good! To déiyt<the net?>

201. S62: Nets.

202. T: With nets. AndExkeivo To ailo mov gimape; <that other thing we said?>

203. S63:Yapotovpeko <pear gunz

204. T: Mg yapotovpeko <spear gun>Very good! So this is how we can catch fish.
Do you go fishing?

205. Class: No.

206. S64: IInyopoe gopa <l went once>

207. T: No we don’t. So where are we going to buy our fish from? From a...?

208. Some students: A...

209. T: Where are we going to buy our fish, from ...?

210. S65: Farm!

211. T: Not from a farm. To sirmegrpiv Aiyo <you said it before>. Where?

212. S66: Amé Tqyepayopa <fish market>

213. T: So, how can we say it in English? Can you try?

214. S66: Fish...

215. T: Fish? Fish what?

216. S67: Fish shop.

217. T: Say that!

218. S67: Fish shop.

219. T: Fish market. OkAowov! <So!> You are going fishing. Yes you do! So, | do
have my fishing rod.ghe prepares the box with fish)

220. S68: Oawyapéyoope; <are we going to fish?>

221. T: Yes! Do you want to go fishing?

222. Some students: Yes.

223. T: Ok. So, David come first. Let’s see if you can be a good fisherman.

224. S69: It's my favourite thing.

225. T: It's your favourite thing, what?

226. S69: Fishing.
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227. T: Fishing? Let’s see if you can go fishing. Naikg David <come David>, take
the fishing rod. Now be quite pleas@likov Tony; Akov ve cov m®, NPOeS
TELEVTAIOG, PN KES, sivan €6 N Kapuepo o€ TapakorovOei <Listen Tony? Listen,
you came last, you entered, the camera is here watching you>. Please be quite or
you are going up stairs with Mrs. Andri.... So, try do the fishisige refers to
David who is trying to fish using a plastic rod and toy fisbh, yes, he did it. He
got the fish. So what is this David?

228. David: oktom6dr <octopus>

229. T: Ok, so find it's name, there you are, take it, find its name and go and place it on
the board (he must find the card with its name, which are on the).tdtile
<come> take this.

230. S70: NaépOo eyd topa; <shall | come now?>

231. T: Yes, someone else! Linos!

232. S71: KvpiaBa kavoope 6hot; <are we all going to do it?>

233. T: Yes!

234. S72: No.

235. T: 'Omowog B0€rer <whoever wants. Go on!

236. S73: Eyo@ofapar <I'm afraid>.

237. T: Twri Oa givol Papetd 1o yapr ko Oa o Tpafnéer katm; <why is the fish
going to be very heavy and it will pull you down?>

238. S74: Oy goPapor <No, I'm scared>.

239. T: take it thergshe tells Tim to put the fish and its name on the board). Take the
fish there. Very good, what did you catch? So you've got this. lt&r@aukog
<lobger>. Do you know how do we call this in English? Sh!

240. S75: Astacos (saying that with an English pronunciation)

241. T: No, it's not astacos. Can you guess? Look on the, on the... board behind me.

242. S76: the wall?

243. T: Yes, find it. It's a...? It's a what?

244. S77: Loooo!

245. S78: Lobster.

246. T: Lobster. Find the word lobstesHe says to Lings Oy, ot ekei <no, not

there> (She says to Tim who goes to stick the fish on the board)pd2k,pov to
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6TV GAA TAevpa otov ahlo mivaka. ‘Ela, Aiyo ypiyopa <put in on the other
side on the other board. Come on a bit fast>

247. S79: gyacy <me?>

248. T: Yes.To ppikeg pare To otov mivaka <you found it, put it on the boardSife
says to Lings David take them on the other sideok David, picture and word.
"EAa <come on>, go for that.

249. S80: Agpe porever <It doesn't suit meghe refers to the fishing rod)

250. T: Eg, dev N1&epa 611 £1€1 Ko Yo aprotepdyepes <Oh, | didn’t know there are
left handed students> .

251. S81:0a o< Tpapniier péoa, Tpoceye <it will pull you down be careful¥students
are making jokes in between them).

252. T:Etol <this way> ¢he helps the boy who tries to get the fish). Take it out! Take
it out.

253. S82: To émuaca<I got it>.

254. T: Very good. But what did you get? He caught the ngime caught the name of
fish “tuna”) ékava A@Boc <I made a mistake>. Take thedy, 61 <no, no> You
got this one (she shows the picture of tuna). He caught this one. It's fine. Sit down.
So, what is this? What is this?

255. S83: méotpoa<trout>.

256. T: No, is not a aéotpogo<trouts.

257. S84: tovog <tuna.

258. T: No, is not a Tévo<tuna>.

259. S84:Avté €6 <this one here>

260. T: Yes that a, no. fiat’s not the one.

261. S84: Ekeivoekei <that one therefshowing another picture on the board).

262. T: That's the one.Tuv givor ovtd OV TPAOTE GLYVE OTOV TNYUIVETE O©TO.
goTwoTopra; <what’s that we usually eat when we go to a restaurant?>

263. S86: Sea bream

264. T: To mo...tol...To1; < the most... sea br...?>

265. S87: towwovpa< Sea bream>

266. T: Bravo. So what is the name of towrovpa@ea bream> in English?

267. S88: Sea bream.
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268. T: That's a sea bream. Find the word “sea bream”, go and place it thefeaSo,
Rona. Gabi <come Rona, Gabi>, sorrfEAa <come>. Yes, the word under the
picture Ehe says to the boy who goes to stick the cards on the board). Very good
(she says to Gabi who is fishing). So, Gabe got, she caught a very big fi§ho
you know what is this? What is this?

269. S89: Kapyapiag <shark?>

270. T: Sorry?

271. Some students: IécTpogdatrout>,

272. T: No, it's not aéeTpoga<trout>

273. S91: Xolopog <salmon>

274. T: It's the one that you eat. Tu...?

275. Class: Tuna.

276. T: Tuna. Very good! Go on pleasghé gives the two cards to Gabi to stick them
on the board). Next, who would like to coni&a Rea! <come Reaxshe comes
and catches a fish).... Very good! So, what is this?

277. S92: Shrimp.

278. T: T givar avto; EAAnvika, <what's this in Greek?>

279. Rea: I'opida<shrimp>.

280. T: I''apida <shrimp>. So what is in English?

281. Rea: Shrimp.

282. T: Is a shrimp, find the word. ... someone else? Tony! Take it up, takeha! (
moves her hand Qpv/ery good! What is this?

283. Tony: ypveoyapo; <goldfish?>

284. T: Ileg pov to oto eEAAMVIKG, dEV givan ypoooyapo <say it in Greek, it isn't a
goldfish>.

285. S93: Eivar colopoc<It’'s salmon>.

286. T: Oy <no>

287. Some studentsRed, red.

288. T: It's red mullet Eépete opmg 1 givar; <but do you know what is it?>

289. Some students: Oyt <m0

290. T: Mrappmovve <red mullet> Find the red mulletEAa Ralf <come Ralf> And

is the last one. It's the last one, come on, finish.
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291.
292.
293.
294,
295.
296.
297.
298.
299.
300.
301.
302.
308.
304.

Ralf: "Emaca to! Kvpia ti ivan avté; <l caught it! What's this Mrs?>
S94:"Elava dm, £ha va 6m! Eivar yéh. <Let me see, let me see! It's an>eel
Ralf: Squid.

T: Sorry?

Ralf: Squid.

T: You caught it, yes! What is thi¥invika <Greek>

Ralf: Squid.

T: It's a squid, but in Greek?

S95: Xém<eel>.

T: Agv givon yém <It isn’t an eel>.

S95: Ekeivoro... <It’s that...>

T: Eivan kodapdpr <It's a squid>

S96: Eivawalapapy; Ae 0o @aom Eava <Is it a squid? I'll never eat again>

T: Aowév, ypipyopa <So, quickly>. Now, | want someone, to separate the fish

from the rest of the...things.

305.
306.

S97: Eyo<me>
T: Can you do it for us David? Thank you! So, place here the fish...and the other

ones take them there. Very good, that’s a fish.

307.
308.
309.
310.
311.
312.

S98: To arhott sivar; <What's that other thing?>

T: And their names please. Their names, the wordsetsRene!

S99: T kavewg, <what are you doing?>

T: He is doing well!

S100: Kvpiato ‘tuna’ givar mold peydro wapr <Mrs ‘tuna’ is a very big fish>

T: Ha, ha, it is. Now, all these they are left behifthg cirape 611 Aéyovran 6ta

eAMmvika; <how did we say they are called in Greek?>

313.
314.
315.
316.
317.

S101: @aracewva<shellfish>

T: @aiaccwva <shellfish>. In English, they are called...
Some students: Seaa...

T: Shellfish. Shell. Tv onpaiver What does ‘shell’ mean?>
S102: Ta..ppopepda <the smelly ones>.
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318. T: Oy o€ popiler. Igg 7o, Eavomijoape Yo to <NoO, they don’'t smell. Say it,
we've talked before about> shelll qrav To <what was the> egg sheflllo <the>
egg shell wowo fray To; <what was it? The?>

319. Some students: Too..... <theee>

320. S103: Iag to Aéveekeivo To dompo; <what is that white thing called?

321. T: To tob6p <the egg shell>.

322. S103: Now ges>

323. T: Ok, so ywri ovopalovrar <Why are they called>shellfish apsdhese?>

324. S104: Eival yopiotég <are they separate?>

325. T: Akovo ywri shellfish<I’'m listening why?

326. S106: lNwarisivan poloxkd; <because they are soft?>

327. T: Erewdn éxovv; Ta meprocotepo £xovv; T xovv mave tovg, <because they
have? Most of them have? What do they have on them?>

328. S107: Mrepovyo<fins>.

329. S108: Ovpa<tail>.

330. T: Howdwa dcite 1 £xovv avtd Tave tovg, <Children have a look what do these
have on them?>

331. S109: Endg To Aépg; <ee how do we say that?>

332. T: Ty, Octpaxa. Exovv 6nmg T0 66Tpako, Egovv éva <What? Shells. They have
a shell, they have a> sheKartt va ta keldmtel, sivor porakd <something that
covers them>Eivan péca o¢ <they are in>shellsta ngprocorepo <most of them>
Evtaéer;, <OK?> So, these are called shellfis@rétav, ota ypiyopa yw vo

TELELOGOVE VO, KAVOVPE KOl TO KUTOOKEVUGNO KOl v d0oVpue av Qvpdote Kot

timote <So, quickly to finish and cook something to see if you remember

anything>.

333. S110: O@agape Timote; <are we going to eat something?>

334. T: Oa @ape. Av cag afiCer onhadn <We will eat. If you deserve it>. So, what
I’m going to do now. I'm going to...sh. Do you rememhe@a to m® eAinvika!
Otav 4o otov prokdin kol 0EAm vo ayopdco yapl, oe 1L popeés Ba Ppo to
yapr, Oupacrte; <I'll say it in Greek! When | go to the supermarket and | want to
buy fish, in what forms can | find fish? Do you remember?>

335. Some students: Kovoeppomompévo, koveéppecanned, in cans>.
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336. T: Qpaia <good>.

337. S112:Kateyvypévo <frozen>.

338. T: Ok.

339. S113:®péoko <fresh>.

340. T: ®dpéoko, puowka < fresh, of course>. In what other formEere @ael moté
KomvieTé colopd; <have you ever eaten smoked salmon?>

341. S115: Xroxappovva <on the barbecue>.

342. T: Kantvioté colopné <smoked salmon>.

343. Some students: Oy, 61 <no, no>.

344. T: Kanvietd... n péyka EEpete o€ TL popen givan; <smoked... in what form is
the herring?>

345. T: omoétav 60TOv TANE 6TOV PTOKAAN, TO PPICKOVIE GE CUYKEKPIUEVES HOPPES
<so,when we go to the supermarket, we can find fish in certain forms>. Ok, if we
have to say that in EnglisHlag 0a Aéyape; <how would we say it?> In what
forms can we find fish?

346. S117: Fresh.

347. T: Very good! Fresh.

348. S118: Conservopoiimene uses English pronunciation to read the Greek word
and everybody laughs).

349. T: ITowg va pov Bvpicel v KoveépPo ota ayyhka Ralf; Tnyv simrape woiréc
oopéc <Who can remind me the can in English, Ralf? We said it a lot of times>

350. Ralf: Nat to Ovpapar < yes, | remember>.

351. T: Eivn puo Aé€n mov enpaivel kon katw airo <it's a word that has another
meaning>

352. S119: Kvpiave o gyod; <Mrs shall | say it?>

353. S119: Nut.

354. T: Ty, <What?>

355. S120: Kvpiaéyer mavo otovg Toiyovg; <Mrs is it on the walls?>

356. T: Fresh,oy dgv givar etovg toiyovs. Koveéppa mowe sivar | koveéppa; <no,
it's not on the walls. Can, what is canH>*£En ‘pmop®d’ oto ayyMkd Tu givay; <
which is the word ‘can’ in English?>

357. S121: Can.
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358
359
360

. T: Apa; <so?>
. Some students: Can, can.

. T: ‘Can’ givan n koveépPo. Extog amé to ‘nrop®d’ givor to ‘can’ <'can’ is the

can. Besides the verb | can it's carkoveepfomomnuéva, 1o Eavasitape. [iote

pov éva @ido idog <Canned, we said it before. Tell me another form>

361.
362.
363.
364.
365.
366.
367.
368.
369.
370.
371.
372.
373.

374

S122: Kateyvypévo <frozen>.

T: To kateyvypévo, ndc Oa to no; < the ‘frozen’, how will | say it>
Some students: (***) (inaudible in Greek)

T: Ty, <what?>

S123: Cold

S124: Frozen.

T: Agv givan ‘cold’. Ilgg To! <It's not ‘cold. Say it!>
S125: Frozen.

T: Frozen, very good!

S126: A vou <Oh, yes>

S127: Eyomg o gina <l told her>

T: Frozen!

S128: To kenviotd; <the smoked?>

. T: To kamtvieTé cime €6 katL 0 @ilog pov o Tony <the smoked, my friend

Tony here said something>. Smok&at 0 kevog, alra av Oo T® KarTvieTd O

0a o <It is the smoke, but if | say smoked | won’t sayroking.

375
376
377
378
379

. S129: Smoken?

. T: Smoked.

. Some students: Smoked, smoked.

. S130: Smoked, denpaivel kanviea; <doesn't it mean I've smoked?>

. T: So, it is fresh, can, frozeKm avoiéete to Piprio cag ota ypiyopa! <open

your books quickly!>

380
381
382
383
384

. S131: Agveivan 816 pov, givar Tng Gabi <It's not mine, it's Gabi>
. T: Aev mepaler <It doesn’t matter>. Open your books.

. S132: T o€riog <What page?>

. T: Page fifty...

. S133: Eight.
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385. T: Fifty eight. Please try and write all these under the pictures.

386. S134: Which page?

387. T: You've got five pictures. Page fifty eight! Fifty eight!

388. S135: | find it.

389. T: Page fifty eight. And please you've got some pictUiggre pio dvo, <you
have one, two> five pictures, please write the right word under the right picture and,
KOTO amé TV Ka0s £1kévo va ypawyete ™) oot AEEN oto ayylkd... <under
each of the pictures write the right word in English> and in salt, you've got the
salted, in saltAvté mov givan otnv ardppn, mov Aépe <the one that is in salt>.
Aowndv, mape Eva polvPr ko ypa@e Kol KAEloe TO oTOpO 6oV Ko Qo mag 6T
dackdla cov. Adcs Tov évo podvpr o mopokoi®d. Reani Greg <so, take a pencil
and write and close your mouth otherwise you're going to your teacher. Give him a
pencil please. Rea or Greg>

390. S136: Kvpiaekeiva mov givan péca oto... <Mrs the ones that are in the...>

391. T: It has to be in English pleasEo id10 va kaver kaw 0 <Do the same> Sunil.
Try Sunil!

392. S137:Kvpia avtd £6@ civor ppéoka; (he asks her about a picture in his bpok
<Mrs this one here is the fresh one?>

393. T: Which one? No, that's. Ti givan avt6; <wat is this?> Think about it.

394. S138: Tapave do <let me see>. In salt.

395. T: Kave avto mov cov gimo ko pnv maileg (she talks to student that doesn’t
write) <do what | said and don’t play around>

396. S139: Kvpiaro ékava <Mrs | did it>

397. T: To eina mworiéc @opés. 'Exete exeiveg Tig AEELS eima, va TIg Yphwyete kel
otV £ikova mov topralovv <I said it many times. | said, you have those words,
write them on the picture where they belong>.

398. S140: To peydlrocivor komvieto kopia; <the big one is smoked Mrs?>

399. T: Oy, dev sivan komvioTa ekeiva <no, those are not smoked>.

400. S141: Aposival To drho KomvieTo <SO the other one is the smoked>

401. S140: Eivon <Is it?> in salt?

402. S142: Kvpiadémorog to kavey, <Mrs if I'm done?>
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403. T: Ok, let’'s see if you remember anything. If you d&stening. If you are
concentrated. Ralf. Very good! So the first picture is showing us, what? We've got?

404. S143: Can.

405. T: Canned, kovoepfomompéve<canned>

406. S144: Right.

407. T: The second picture is showing, what?

408. S145: Frozen.

409. T: Frozen. They used to be in the freezer. Frozen, frozen. Ok? The second!
Onotav ey® 0a cog T apOuicm <0 | will number them. Canned, frozen let's go
to the third one>

410. S146: Fresh.

411. T: Very good! Last two! Tim?

412. Tim: In salt.

413. T: Very good! In saltEivan ta...6tnVv 0lappn, ovtd mov givor...tOG TIG AENE;
Yapdédrec. e arapun. Ku, < they are the ones... in salt, the one that it...how do
we say it? Sardines. In salt. AndPhe last one? Smoked,mgyxa! <the herring>

414. S147: Eivonaldt gkeivo 6)ro; <is it salt all that?>

415. T: H...evta&er, Eivon ‘herring’ n péyka <the... ok? It's ‘herring’> Herring, trout
n wéotpoa <the trout>. Ok? So, that's it. Now, I'm..zxcdg pmopovue va
avayvopicovpe éva yapL av givar gpéoko N oy, Eépete; Korraéte v eikova
doimha! No owpdaosig ota ypiyopo ywrti 00 mwape oto oayntd pos. No pov
owpaocsr oto ypiyopo o David Ti Aéer kGt amd TG €ikéveg <HOw can we
distinguish a fish if it is fresh or not? Do you know? Look at the next page! Read it
quickly because we’re going to cook. Please read quickly David, what does it say
under the pictureAvvard. Aldface amo v apyfq T Aéer <Loud. Read it from the
beginning>.

416. David: OTAN ATOPAZEIX ®PEXKA YAPIA ITIPOXEXE H ZAPKA TOYX
NA EINAI X®IKTH. TA MATIA TOYX NA EINAI AAMIIEPA. NA EXOYN
POAOKOKKINA BPAT'XIA. NA MYPIZOYN QAAAXYEA KAI H OYPA NA
EINAI ANAXHKQMENH IMPOX TA ITANQ OTAN TA KPATAX XTHN
IMAAAMH X0OY <WHEN YOU BUY FRESH FISH BE CAREFUL TO SEE
THAT THEIR FLESH IS FIRM. THEIR EYES ARE SHINNY. THAT THEY
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HAVE REDISH GILLS. THAT THEY SMELL LIKE SEA AND THAT THEIR
TAIL IS RAISED UPWARDS WHEN YOU HOLD IT IN YOUR PALM>

417. S148: Koy nipémer vo. Ta EEpovpe ovTd 6Aa Yo va macovps évo, wapr, <and do
we need to know all these things when we want to buy fish?>

418. T: Evtdéer; Avta givol Ta (opaKTNPLGTIKA OV APETEL Vo, ...vo fAéneTe 6TOV
00 mate va ayopdoete évo yapr. 'Etol amhd, givor 1 aymyn Tov KATOVOAOTY.
Aowév! <Ok? These are the characteristics that you have to... observe when you'll
buy fish. Simply, it's consumer’s education>. What are we going to do today? Open
your exercise book, close the books.

419. S149: Avté; <this one?>

420. T: Yes. Or the big ones, or the small ones. If you've got the big ones, the small
ones | prefer you open the small ones. If you don’'t have the small ones, you can take
the big ones. Come on one new page and write. So, write ‘Ash’ £ye1g ovTe
pkpo ovte peydro €ov; <you haven’t got neither the small nor the big one?>
(looking at a student without a notebook>

421. S150: Kvpiato Eavaypayapes <Mrs we wrote it before> .

422. T: Iyowve wape k6 ha amd péoo <go get a paper from inside>. So, let's write
“fish”, title and we are going to have the ingredieflisonpaiver <what does it
mean?>“ingredients”;

423. S151: Odnyiec<instructions>.

424. T: Agv givan o1 0d1yieg <no it's not instructions>.

425. S152: Hovvrayn <the recipe>.

426. T: Aev givan 1 svovtayn. Ta gimeg 6ha! < It's not the recipe. You said it all'>

427. S152: O frrapivec<the vitamins>.

428. S153: Tavhka <the ingredients>.

429. T: Ta viuxka, prpapo! <The ingredients, bravo!> So, the ingredients. What
ingredients are we going to use? What ingredients do you need, if you going,
otopdara Tony! <Tony stop!> So, what do you think we are going to use? Stop it!
A? What do you think we are going to use today? The ingredients. What do you
think we are going to use? What do you thidkiproe kot cvdme <turn and be

quiet> What do you thinkkoav mjyowve kave kavéva kovpepa <and go get a
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haircut>... So what do you think we are going to use? What do you think we are
going to use? I'm listening.

430. S155: Tuna.

431. T: Tuna. What kind of tuna is this8he shows the can). Is it fresh tuna?

432. Some students: No.

433. S156: Canned.

434. T: Canned, very good! So, we are going to use...we are going to use canned fish,
canned tunaNa1 <yes>, what else do you think we are going to use? What do you
think? Agvéyeg teTpadio; <you haven't got a notebook?>

435. S158: Oy <no>.

436. T: To wpoéyepéd oov mov civar, Ifyove @épe pa kOrlha. Akovwm, <where’s
your daily notebook? Go get a piece of papeitrat else we are going to use?
Canned tuna, what else?Linos, what elseKaAda pe mardia, 6o cog avoim kar
T0 pVado6 6og va oog Ta falo péca topa, <well children, am | going to open your
head and put it all in now?> What is this? What are we going to use? What is this?
(she shows the ingredients on the table

437. S160:¥opi <bread>.

438. T: you don’'t know it in English?

439. S161: Bread.

440. T: Bread (the teacher is not happy with her students not participatiog)we are
going to use two slices of bread.

441. S162: Oato kavovpug; <are we going to do it?>

442. T: And?

443. S163: Lemon juice.

444. T: Lemon juice, very good! And some sweet corn.

445. S164: Kvpia 0a ape; <Mrs are we going to eat?>

446. T: Topa 0o Evavijeovy <now they’ll wake upXshe prepares the tuna). So, what
| want from you,de 00, 6ac T® TOS 0o Aertovpynoovue. Oo kubicere TOPO,
£0TM KOl 670 EMMVIKA Kol pe ToVG dumlavovg cog vo Bpeite, mog 0o kavovue
gVT T1] SVVTAYT], YPAYETE TPEIS 1| TECCEPLS TPOTAGELS KAT®, 60V Opdoa Kol Oa
pov Tig mapovsideste <l won't tell you what exactly we’ll do. You sit down, even

if it is in Greek, together with the person sitting next to you, find how we will do
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this recipe, write three or four sentences, as a team and you'll present them to me>.
If you can do this in English, | prefer you do it in English, if not, do it in Greek and
then we are going to talk abotHyste tpia pe técoepa Aemwtd <you've got three to

four minutes>.

447. S165: Mlog varo kavoops, Me T oipd; <how shall we do it? In an order?>

448. T: Onmg B0éreTe <as you like>.

449. S166: First.

450. T: Mn @ovalaic opog, £xer Ku Gilovg <don't shout though, there are more
people>(students are discussing in Greek).

451. S167:Kvpia v Tpémel va ypayoope npota; <Mrs what do we have to write
first?>

452. T: The ingredient®a ypawyeig <you'll write>. IMepyuéveo vo s woOS Ba ™
dovréyete <I'm waiting to see how you’ll work with it>.

453. S168: Kvpiaro ‘slice’ eivan To k6pw®; <Mrs ‘slice’ means cut?>

454. T: I'paye to ota elinvika <write it in Greek>.

455. S169: Oy, 0&hovpcoyyhkd <no, we want in English>.

456. T: Cut.

457. S170: Cut. Tatdg, <the how?>

458. S171: kvpia&épm To.

459. T: Mnv Eavapreic, ddoe pov to (she talks to a naughty studertjon’'t go again,
give it to me>.

460. S171:Eépm 10 Kvpia, EEP® To. Avo Aemtd kvpia <I know it Mrs, | know it.
Two minutes Mrs>.

461. T: Method, procedure. IIépotl pnédOapmo ... oy, 61, Tony dg Oa wag. Tony <last
year we leant.. no, no Tony you won't g¢she is talking with a very naughty
student) So method, procedureyopaleran <it's called>directions,ouv odnyieg,
&yl modréc adha Baloope TV Mo gvkoin <directions, there are many but we use
the easiest onexnethod, ok? So, what you, what did you write?... you wrote the
method. Who is ready to read it out to us? Are you ready?

462. S172: Non ges>.

463. T:"Ehla Tim <come one Tim>, go on!

464. Tim: FIRST OF ALL OPEN THE CANNED TUNA.
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465. T: Ok, open the cans.

466. Tim: THEN CUT TWO SLICES OF BREAD. ALSO PUT SOME LEMON
JUICE AND FINALLY THROW TWO TABLE SPOONS OF SWEET CORN.

467. T: Ok, | did what you said, but is it ready for me to eat it?

468. S173: Yes.

469. T: You think so! If you go there and | give you the directions, do you think it's
going to work out? Any other group is ready to do this?

470. S174: No.

471. T: No, ok! ot dev érovpe dpa <because we haven't got time>. We are going
to go on with Tim and his group, group’s directions. So Tim go up there with the
three of you, wash your handBia <come on> quickly. Wash your hands. ...I'm
going to give the directions, you wrof€\la, éha mAvve To. <Come on, wash your
hands> Ok, let's see. Wash your hands and go there. You are going to prepare this,
for all of us. Ok? So you're going to be the cooks for today. Ok. Dry your hands.
Bravo Rona. So, go Linos to the other side. So, you're asking us, I'm reading:
FIRST OF ALL OPEN THE CAN OF TUNA. Very good! I've already done that for
you. Ok? Wait. So, then you say here CUT THE SLICES OF BREAD. Ok! Take
them out. Let’s see if this is going to work out. It's already cut.

472. Tim: Na wapovpe 8v0 1 va tapovpe morrés; <shall we take two or more?>

473. T: Yes, take two. Take two slices of bread. Ok! Its. So, what are you going to
do with that?

474. Tim: T ékoya <I've cut them>

475. T: Ok, place them in the plate. So, then you say AIBOI SOME LEMON
JUICE. Where? On the bread or in the ball?

476. Tim: Na pdrovpe ™) tuna mtdvee’ avtd < we put the tuna on it>

477. T: 'Exov; <like that?> Don’t do that. Don’'t do thgstudents are thinking of
pouring lemon juice on the bread)Ok, let me continue.

478. Tim: Nay, E€po <yes | know>

479. T: Stop it and let me continue with your recipe. FINAM, THROW THE TWO
TABLE SPOONS OF SWEET CORN. Where? Throw them where?

480. Tim: In the bowl!
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481. T: Ok, so what are we going to do now? Let’s help them do this thing. What do
you think they should do first David?

482. David: | don’'t know.

483. T: You don’t know. What to do Rea?

484Rea: Take the tuna.

485. T: Linos listen. Take the tuna?

486. Rea: In the bowl.

487. T: And?

488. Rea: And.

489. T: Put?

490. Tim: Put some lemon.

491. T: No, oov cine <she told you> take the tuna and?

492. Rea: Put the tuna.

493. T: And put it in...? The bowl. Put the tuna in the bowl. Take the fork. There is a
fork there. Where is the fork? Show me the fork.

494. Tim: Moo givar To <where is the fork;

495. T: Look in the plate. Is there forkhd takes the spoon). It's not a fork, what's
that?

496. Tim: Aaaal(he finds a fork and shows it)

497. T: Yes, that’s a fork. Take the tuna and put it in the bowl. It's ok, very good!

498. Tim: Na padio kar tqv aAly; <Shall | put the other one too?>

499. T: The other one Linos is going to do it. Linos take test of the tuna and put it
in the bowl. Very good! Ok!

500. Tim: Nomea 0o kavovpe cavroortg <l thought we were making a sandwich>

501. S175: Kvpiamocovg Ttovous Oa parovpe; <Mrs how many tunas shall we put?>

502. T: We are going to make a sandwich, yes, but listen,have to do some things
first. Tim sit downOy1 <no>, stay there we don’t have a time. Tatay there. Stay
there. Quickly Linos@vte! <come on> Take it all out. They are going to €aOk,
1 Rona. Eivan ekei péoo 1o yopi <the bread is all thereXake it all out,éha
Rona pov <come one my Rona> take fityaie to 6o péca otnv.. Mapafo! <Put
it all in the...brave®* Very good! So, Rona with your fo#¢i® va pov matioeg

<| want you to fork it> ok? Fork... the tundlzpapo, avoi&e Tov <bravo, open it>,
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that’s it! Tim now. Take two table spoons of sweet ctshows to the teacher the
spoon). Yes! And add them, Irene continue Rona, continue with this.

503. Tim: Na 1o govrdom; <shall | full it up?>

504. T: Yes, take two table spoons and add them in the ee¢rgvra&er, akopo évo
<hey, ok, one more> ....and nowepa, not so much! A normal one. Thank you,
yes. Very good! Stop it. Now what, Linos what else do you think we need?

505. Linos: Pure some lemon...juice.

506. T: Very good! Some lemon juice. Some drops of lemon juice in the mixture. Yes.
Put it in there. And mix it. Stop is fine! Irene mix it well. Very good! Now, now
listen Tim, this is the mixture you need...a? To make a tuna sandwich, because we
are going to make tuna sandwiches. So what | want from you now, is to take two
slices of bread, ok? Each one of you is going to make a sandwich and offer the rest
of the people.

507. S176: K voparer o’ ekgivo 1o mpaypa mov kavate <and put inside the thing
you prepared>

508. T: Koita&e péoa oto epuapr £yl yapronetostes Kot fydlre Tic é€m <look into
the drawer, there are towels and get them out>

509. Linos: Xto gppapy <in the drawer?>

510. Tim: Xto gppapy, kotarepa <in the drawer | understood>

511. T: So, this is how you make the mixture of tuNBropeite vo falete péca Kat
AMyo paivrovo, pmopeite vo Paiete péoo kor po. kKovtoid payovela. Opmg
gneic 6¢ palovpe paywvélo ywoti 6 Osmpeitor vyewvip <you may add some
pasley, you may add a spoon of mayonnaise. But we don’t use mayonnaise because
it isn’t healthy>.

512. S177: Oy paivravé kvpio<no parsley Mrs>.

513. T: AAAG Tov diverl pua étol dra@opeTiki Yevon. 'Eda néta To otov kdrabo (She
gives him the empty carEAia <But it gives it a different taste. Here, throw it in the
bin, come on> I'm going to show you how you are going to do them and you are
going to make them, ok?

514. Tim: | know, | know!

515. T: So, you take a piece of papshé shows them the papeplace your bread

there. Take the mixturesiie takes the spoprTake a spoon, put there, ok? Place it
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on the bread. Like this and give it to the peopsae (shows him how to wrap the
sandwich with pap@r Give it around’EAa Rona <come on Rona>, help Tim. First
of all you put, place your napkifEAa Rona <come Ronapthis way.’Edla, un
Baleg to yépr cov <don’t put your hand>.Rea pov paleye ta piprio, vo ta
Barovpe péoca <Rea, collect the books to put them all ifthe students who make
the sandwiches are talking Grgek

516. T: You're not going to eat it now, you'll eat it afterwards

517. Rea: Kvpiava paléyo kol ta tetpadia; <shall | collect the notebooks too?>

518. T: It is too much, ghesays to students who prepares the sandw)ches

519. Linos: Eival worv<It's a lot>

520. T: Aev mepaler <never mind> it's oklEAle. <come on>, close it, wrap i§la
Linos <come on Linos3it’s your job. Wrap it and give it.

521. Tim: Aképn riyn <a little bit more>. All right!

522. T: Mnopeite va Eekivijoete va @ate. 'Ela, ovvéiee eo0 Linos. Mpoceye, £xaig
akopa éva, Técoepa cdvrouvrtg <you may start eating. Come on go on Linos. Be
careful, you have one, four more sandwicfs®e says to Tim) >

523. Tim: Téeoepa; <four?>

524. T: Oéheg, <do you want?>

525. Tim: Apa tpia; <so it's three?>

526. T: Nou. Mmopeite va o @ate, vor <Yes. You may eat, yes>

527. S178: Kvpiopa ta kavaps topa; <Mrs, have we finished them now?>

528. T: Zvyvopun; 'Era. <Excuse me? Come on.>

529. Tim: Agv givor avaykn, va to @ag £tel. Movo 1o oméowad gpag pe <It's not
necessary, eat it like this. Ours is special>

530. Linos: Ides to Kop1, Ywoti pov to divers, (Irene is giving him a sandwich)
<take it, why are you giving it to me?>

531. T: IIéoe to Gabi ko kGOwee. Ronamdce to kol kaOoe. [INfyove va to Qpag
Kol k@Owoe <take it Gabi and sit down. Rona take it and sit down. Go eat it and sit
down>. Sit down. It’s fine. So... did you learn something new today?

532. S179: fish and shellfish

533. T: do you remember a fish name?

534. S180: tuna
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535.
536.
537.
538.
539.
540.
541.
542.
543.

T: Bravo! Do you remember two names of shellfish?
S181: Shrimp

S182: octopus

T: what kinds of fish can you remember?

S183: fresh, smoked.....

S184: frozen

T: good! If I go fishing what can | use?

S185: net... gun

T: Bravo! Very good! We're finished, you may go.
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Home Economics Lesson C (Meat Group A)

1. T: Come on, let’s start! Ok. | would like you to stand up and take a step. Did you
do that? Stand ughe students stand up), ok stand up and take this thtey &l
make a step). What's take a step? What does it mean “take a step™?

N

. S1: Nakavovue évo, prjpa <make a step>

w

. T: Very good! Take a step backhge moves her hand for the word “bagk”
Backwards (they all make a step backt. down. Now, do you know how many
muscles you use to do this? To stand up and take a step? Hm? How many muscles?
What is muscles? What does it mean muscles? Muscles?

4. S2: Mvg< muscles>

5. T: Mvgg < muscles> yes!

6. S2: Awukocrovgtésoepig <two hundred four>.

7. T: Yes.Awkoéowovg téeoepig <two hundred four> two hundred four. Do you think
is that so many?

. S3: No.

. T: So, the first think | asked you to do...you had to e (writes the number on

O 0

the air and she says it silent “fifty four” and then she writes it under the word
“muscles”). Can you read this number in English please? Raise your hand if you
know the numbe¢many students raise their handsani?

10. Fani: Fifty four.

11.T: Fifty four, what? ¢he shows the word “musctgs

12.Fani: Muscles (she pronounces it wrong).

13.S4: Muscles.

14.Fani: Muscles.

15.T: Muscles. Ok? So you use fifty four muscles to do this. Now,...if...show me
your muscles, where do you have muscles? Which part? Ok! tfieg! show some
muscley Someone who would like to stand up and show us. Who would like to
come here and show us his or her muscEs& <come> Ok, show us where do
you have muscles? On your tongue, yes!

16.S5: Zrayépro <on the hands>

17.T: English pleas¢she shows the parts of the body with the )irl
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18.S5: Their hands.

19.T: Your hands, your arms, legs

20.S5: ITavrov<everywhere>

21.T: Ev...?

22.Some students: Everywhere.

23.T: Everywhere, very good! So, we've got muscles everywhere, you are right. So,
are you thinking why am | talking about muscles? You will see. So, can you
smile? Smile, very good! Can you frown? Fro{the teacher and the students
frown). Very good. Now, do you know how many muscles you use to do this? To
smile?

24.56: Fourteen?

25.T: Right, you are around there, it's seventeen actually. You use seventeen to do
this (she smiles Seventeen muscles. And how about to do tisi® frowny

26.S7: More.

27.T: More, very good! Why do you think you use more to do that?

28.Savvas: | don’t know.

29.T: You don’t know. You just suppose them. Very good!

30. Savvas: Common sense

31.T: Common sense... So for a smile you need sevensbenw(ites on the board).
How about a frown? | do like thishe draws a face for smile and for frown &.

How many? Do you know?tie students tell some numbers in English). It's
around forty three. Ok? Is it not common sense again?

32.Savvas: | don’'t know.

33.T: You don’'t know. Very good guess. So, you use all these. Ok? Now, what do
you think is so important that helps us, to build muscles? What is the first
ingredient we need?

34.S9: Proteins.

35.T: Very good! Very good! How, how do you...how did that thing come up to your
mind?

36.S9: We said it before.

37.T: We've already said it. Very good! So, we need proteins, and she is right. So,

we, we need proteins. So... we will talk about this new food group. Ok? Which is
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going to give us the idea, why is so important to have proteins. Now, first of all, do
you know what are we going to talk abo(gRewrites the word “proteins” on the
board). Which food group do you think we are going to talk about? M? For which
one?

38.510: Meat.

39.T: Yes, we are going to talk about meat. Do you remember or can you guess, if
you don’t remember in which food group we've got meat? First of all let's take
this keyword “proteins”. Which level in the food pyramid gives us proteins?
Which food level, which level? The first one, the second one, the third one, or the
fourth one? (she shows the leydé®oros?

40.Doros: The third one.

41.T: Very good, the third onesie shows )jt Which part?... the...it's on this side.
The right, or the left?

42.Class: The right, the left.

43.T: This is the left and this is the righshe shows them the two parts).

44.S11: The right.

45.T: The right, very good! Now, in this food group we’ve got what? What do we
have in that food group?

46.512: Meat.

47.T: Meat, and?

48.S13: Eggs.

49.T: And eggs, and?

50.S14: Nuts.

51.T: Nuts, very good! And?

52.S15: Fish.

53.T: Fish, and what else? And?

54.516: Beans.

55.T: Beans very good! So, all these things, and chicken. Ok?

56.Savvas: Pulses.

57.T: Yes, and pulses, very good! So, we've got all these foods in this particular food
group. And they give us proteins and you are right, we are going to talk about meat

today. Ok? So,... meat gives us?
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58.S17: Proteins.

59.T: Proteins. It gives us something else as well. It gives us...do you know?

60.S18: Carbohydrates.

61.T: Carbohydrates, carbohydratetyar <are> completely for the first leveivan
<are> for the grains. So, what else do you think they could be giving us? Meat
could be giving us, what else? M? So, we get ghe (vrites “iron” and “Vitamin
B” on the board) ok? So we get these three things. Iron, vitamiEvBager,
<OK?> All the complex,6iot o1 cuvdvacpoi TG B maipvovpe amé 10 kpéog
<we get all the combinations of Vitamin B from meat®k? So it is very
important. It is very important. These three things are very important because they
help to built muscles and they do very, a very good job as well, besides that. What
I’'m going to do nowIlpdta an’ 6lo wésTe pov eAAnvika, EEpete TL Eival To
“iron”; <first of all tell me in Greek do you know what ‘iron’ is?>

62.519: Xidnpo <iron>

63.T: Xidnpo <iron>. Very goodKat o1 frrapiveg B <and vitamins B>, ok? So | am
going do for you now... I'm going to give you this small handout and | would like
you to make some guessE&fvor kat cav <it's something like> multiple choice.
Now, you have to circleshemakes a circle with her fingethe right answers for
each...ingredients, like proteins, why are so important? Iron, why is so important?
Vitamin. What do they do in our body, for our body, ok? What you have to do, you
can work with your groups. Now, | would like Doros to come to this group please
Doros...

64.Two studentsHrtav o Savvas kavovikded® <Savvas normally sits here>

65. T: Now, please take your seats. Go back to your seats now, all of you.

66.Some students: Mévo o SavvasOnly Savvas?>

67.T: Ok, so Savvas stay there then and Doros come to this group. Ok? ... | want Fani
to come on this group and Savvas to the back. So, work with your partners and
decide which is the right answeXev EEpo ywiti To éfyade étol opog <I don't
know why it is like this>(she refers to the printed handout)

68.520: M, g, h, 0?

69.T: Evra&er, ékava AaBog ywati Ta ékava og 800 columns <OK | made a mistake,

because | did them in two columnsshé moves her hands to show the word
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“‘columns”). So, epiete TO, yYpayete <erase them and write> a, b, c, d, e, f,
evtaer; Av ypaoeer Labog kabe, kabs epdTHON Tpémer va £xel, <if there is a
mistake in each sentence, you need to have> a, b, c, d, e, | got them wrong, so
sorry. g avtég TIc 6vo givan omotd <in these two they are right¥hese are

right, yours are wrong, so correct them, write a, b, c, d, e. Ok? So, what you have
to do, what | want you to do is to read...the question and find the possible answers.
There’s not only one answer for each question. There are two or more answers for
each one. Ok? Just make a guess and then...we are going to find it together.
Costaspov <My Costas> sit next to them please. Be close ¢th ether, Rona sit

next to Savvas, Rona change your sit, sit here next to Savvas please. Come and sit

here, yes and Savvas talk with her about your possible answers. Ok? And explain

to Rona please... So why do you think...we want proteins? What's, what's the
reason we need proteins? So, proteins.

70.521: HELP US GROW.

71.T: So they help us grow and what elssf?e( writes the word “grow” on an arrow
that comes from the word “proteing”There is another on&ag gimo. 61 <l told
you that> there is not only one answer, we’ve got more than two answers in each
one.

72.522:. ...HELP THE BODY REPAIR ITSELF.

73.T: Tvonpaiver <what does ..mean> “help the body repair itself”;

74.Savvas:: ....ve<to>

75.523 : NadwpOohcel <repair>

76.Savvas: NawpOdosl kamown apaypata <to repair some things>.

77.T: Very good! Very good! So, repaistfe writes it” on an arrow that comes from
the word “proteins” on the board). Ok? They help the body to repair itself. That's
about proteins. Now, let’'s go to vitamin B. What do you think about vitamin B? It
says VITAMINS B HELP OUR BODY GROW, VITAMINS B HELP OUR
EYES BECOME STRONGER, VITAMINS B GIVE US HEALTHY SKIN,
VITAMINS B GIVE US ENERGY and finally THEY MAKE STRONG BONES.
Which one do you think is the correct one?

78.S24: Give us energy?

79.T: Very good! A, no, it's wrong.
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80.S25: It makes strong bones.

81.T: That's wrong too. They don’'t make strong boriEsxaver, T1 kaver <what
makes, what makes> strong bones;

82.526: To <the> calcium.

83.T: To <the> calcium. Very good! So, it couldn’t be iron. Costas.

84.Costas: THEY HELP OUR BODY TO GROW.

85.T: Very good! They help our body to grow. So, again grow. What else?

86.S27: HELP OUR EYES.

87.T: Say.

88.S27: Help our eyes.

89.T: Very good. Good for our eyes... eysbd writes them on the board) and what
else? Last one? Linos what do you think?

90. Linos: mowo; <which one?>

91. T: Which one? For the vitamins B?

92.Linos: GIVE US HEALTHY SKIN.

93.T: Very good, skin. And let’'s go to the final with iron. We’ve got more answers
here? So, again we've got three answers. IT'S IMPORTANT BECAUSE IT
MAKES US GROW TALL, GIVES US HEALTHY SKIN, CARRIES OXYGEN,

IT HELPS PREVENT INFECTIONS, IT HELPS BODY MAKE ENERGY. So
which one do you think is the correct one? SaYvas

94.SavvasC

95.T: C, oxygen, yes. It helps oxygen to go to all parts of your body. The other one?
Soula?

96.Soula: gives energy for difficult days

97.T: Yes, energy energy for difficult days. Yes? And the final one? What do you,
which one do you think is the correct one? YeapDaros

98.Doros: IT GIVES US HEALTHY SKIN?

99.T: No, it doesn’t give us healthy skiBirape ét1 <we said that> Vitamins are for
your skin. Anyone else? Veronica what do you think?

100. Nicky: HELPS PREVENT INFECTIONS

101. T: Very good! And anemia. So Na 60¢ e Kamown Tpayprote 6To EAMVIKA.

H xvpio Iletpovio macyer amé avopio. EEpete TL onpaivel avoipio; Agv
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napoTNPEiTeE 0TL TOAD ovyva gipon yropn; Tv onpaiver, Xnpaiver 0TL €O
YOUNAY dpoc@aipivy Kot yaunio oidonpo, evracer, To éx® oto aipo pov, emi
povipov pdosmg £xm yopnro oionpo. Tr onpaiver, Enpaivel, 0t eni povipov
Baocmwg To emimeda evépyeldg pov givalr yopunAid. Amhd cog To Eima oTO
eEAMMVIKG Yo vo KoToAdfeTe Yo TL paypo phdpe <Let me tell you some things

in Greek. Mrs Pat suffers from anemia. Do you know what does that mean? Don’t
you observe that | am usually very pale? What does it mean? It means that | have
very low levels of hemoglobin and low iron, OK? It's in my blood, | always have
low iron. What does it mean? It means that my energy levels are always low. | just
told you that in Greek so you can understand what we are talking about>.Iron, iron
is always connected with oxygepon0d, o cidnpog pon0d va mast o o&vyévo

OTOVG IVEVHOVES 0ALA KOl 6T1] Kapold, evtaéel péoa oto aipo. No Aertovpysl
ocwotd. To o&uyovo Ponba va éxeg evépyera. Yrmapyovv amobnkeg, evratey,

X pov. Ov amodikeg avtéc fonBodv oto va £xeig emimeda evépysrog, £TolL

MOTE 6€ TMEPIMTOO OVOKOAAV 1] KOVPUGNS TOV COUATOS, VO UTOPEIS va
avarinpovecor. H kvpio Iletpodra opmg, emedn £xer avorpio, £TEWON TG

Agimel avTO TO CVOTATIKO, €Ml povipov facemg viwBer o kovpaon. I'V' avTod

TOALEG POPEC nmopel va pe PAETETE A0 KOVPOAGHEVT] 1] VO CTTPOYVE® TOV EQVTO

pov, avTlé o@eileTon ¢ avT TNV £AAewyn mov £l 0 opyaviopdg pov. Evraley,

T kévo; <iron helps to take oxygen to the lungs and to the heart in the blood. To
function well. Oxygen helps you have energy. There are some ‘storage rooms’,
OK? Of iron. These storage rooms help you have levels of energy so that in case of
difficulties or body exhaustion to be able to refuel. But Mrs Pat, because she has
anemia, because she has lack of this element she always feels tired. This is why
sometimes you may see me tired or pushing myself, this is due to this lack in my
body. OK? What do | do? have to eat meat. Not, all, all, always but good
amounts of meaEvta&e; <OK?> Besides everything else | have to take | have to
take, mpémel va maipve TopmAETES 616N POV KAOE pia pe 6Vo Qopig To ypovo,

ywoti 0 TOAOG 6idNPog, 0TAV £YELS TOAD GIdNPO GTOV OPYAVIGUO GOV UTOPEL VO,

6oV mpokoiécel dhha mpofipata, <l have to take iron tablets once or twice a
year, because too much iron, when you have too much iron in your body it may

cause you other problems> ok?... So, stop it, Fani please. So, what | do is that, |
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don’t have enough iron in my warehousasto 7m £to1. O amoOikeg dgv £xovv

apkeTé cidnpo <let me say it in that way. My storage places haven’t got enough

iron>, ok? And that causes anemia and that causes low oxygen to my lungs and to

my.... to the rest of my body, ok? And so | do have low energy. That’s why | need

iron, we get iron from meaEvta&e;, Katoldfate; Kararapate; <Ok? Did you

undestand? Did you understand?>

102
103
104
105

. S28: We get iron only from meats?

. T: No, we can get iron from many things; from green vegetables we can get iron.
. Savvas: Pulses.

. T: And pulses and from eggs, you don't remember what we talked about?

Einape otionqmote ta éfarav, or emotipoves ta éfarav pe 1é€to10 TpémTO £TOL

®ote <we said that the scientist put them in that wayhsa> we get the same

ingredients 6Ty waipvoope amd éva TPAYRO GE EKEIVI TV ONAdA, TO TAIPVOVNE

amd 6ha To @aynTd <what we get from one food in that group, we get it from all

the food> , from nuts you can get iron. Evra&er;, Costas <OK? Costas>.

106
107
108
109
110
111

. Costas: (***) (inaudible in Greek)

. T: Zvuyvopn, dev £xeig <Excuse me, you don’'t have>

. Costas: "Eyaxt eyd yopunio sionpo <l also have low iron>.
. T: Yes.

. Costas: AlAddev £yo avarpia <but | haven't got anemia>.

. T: Ahha dev éxerc avoupio <but you haven't got anemia®k, you are lucky.

So, and then we go to vitamin B, which is good because it helps grow again. They

almost do the same things; it is for our eyes, for our skins, vitaggipgd ko

Katl airo. Brrapivny B, yevika to <let me explain something else. Vitamin B in

general the> complexoin n oepa Tov Prropivev B, fonbdodv mapo mord oc

vevporoyikd Oépata. Xav tnv kvpia [etpovia mov waoyer, £xm npofinpa d®

LE TO VEVPO OV TEPVA amd TOV avyéve pov, waipve Prrapiveg B ov omoieg

ponOovv, <the whole vitamin B series help a lot in neurological issues. Like Mrs

Pat that suffers from a neurological problem here at my neck, | take vitamin B that

help> they built up my nervesyta&er, ponbodv 6to va...fonbovv, ekcivo mov

sirape wponyovpéveog <OK? They help at... they help what we said before> they

built musclesgvra&er, Bon0odv 6to vo yivetal, va gival Kalo To vevpo pov ¢’
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avTé To onueio €d® mov exnpealetar <OK? They help, they help the nerve in

that spot that is affected> Ok? MRatavontd, <understood> @me students
move their head to show her that they understdd@nk you! And the proteins

you know what goes on, you know about proteins. Right? So, all these things we
find in meat, so...do you thing we should eat meat or not? What do you think? Is it
good or bad? Because the true thing is that we do have advantages and
disadvantages of eating meat. It is a fact. What do you think Soula?

112. Soula: I think is good to eat meat, but it's not good to eat every day meat.

113. T: Ok! So you think that it's good to eat but not every day. Ok! What do you
think Doros?

114. Doros: | think that meat is good, but...we don’t the children shouldn’t eat too
much meat.

115. T: Ok, that's a good advice as well. Someone else? Savvas?

116. Savvas: | agree with Doros and Soula if you eat too much meat you'll get very
high cholesterol levels and that’s not very good for our health.

117. T: Ok! What else? There is anyone else who thinks something different?
Because you are all right actually. What else Savvas?

118. Savvas: Eat fish meat is better than eat pork.

119. T: Say that again. Repeat.

120. Savvas: Fish is better than pork.

121. T: Ok, we are going to argue about that later. So, you mention something else
earlier. He talked, he said that...what happens if we it a lot of meat?

122. Savvas: High cholesterol.

123. T: High cholesterol. What happens? What do you think might happen with high
cholesterol?Tu gival n ‘cholesterol’; <What's ‘cholesterol’?tinos cholesterol;
"Eyeic Eavakoveel yia ) yoinoteporn; T givan; T givar n yoinotepoin; Tu
vopilewg; T givon n yoAnoteporn; <Have you ever heard about cholesterol? What
is it? What's cholesterol? What do you think? What’s cholesterol?> Can someone
explain to us what's cholesterol?

124. Soula: Kat pécastov opyaviepd pog <something in our body>.

125. T: Zoyvopun; <excuse me?>

126. Soula: Kat pécastov opyaviopo pog <something in our body>.

336



127.

T: Something it happens in the blooHatt mov cvppaiver 6to aipa. OK?

Eivar ynia emineda tprylvkeprdiov. Ilov £govv va kKavovv peg 10 AMmog, pe ™

Cayapn, pe 6ha avtd <It is something that happens in our blood. OK? It's high

levels of triglycerides. That have to do with fat, sugar and all these>.What

happens? What do you think happens...if we might have less cholesterol in our

blood? If we don’'t eat meat? A? Ok. Now, this is a piece of meat. Ok? It's

lountza? Yes (she shows them a piece of lountza on a paper. It's a Cypriot meat

used in sandwichgsOk, | brought it from upstairs, ok? Now, look what happens

on this piece of paper, do you know what this is?

128.
129.
130.
131.
132.
133.

S29: QOil.

T: Sorry?

S29: Qil.

T: Say that again!

S29: QOil.

T: Qil. It is oil. Do you know what this oil could be? Did | take... did we put any

oil on this?

134.
135.

Some students: No.
T: Did we put any oil?ghe talks to Costagjostas brought it from upstaifthe

cantine) Did she put any oil before? No, she didn’t. So, what do you think could
be this?

136.
137.
138.
139.
140.
141.

Savvas: Natural oil and fat

T: Is natural. Say that?

Savvas: Natural oil and fat.

T: Very good. It is natural oil. It comes from whefle2omes from?
S30: From the meat.

T: Very good, so it comes from the meat. Ok? So, what could it be that this oil

comes from the meat? What's in the meat? That bring.

142.
143.

S31: Fat.
T: Very good. So, meat has got fat. Ok? It has got a lot of fat actually, depends

of what kind of meat you eat. And then | am going to tell you about. So, the truth

is that meat...it's got fat. It hasn’t got proteins and iron and vitamin B only, it

gives us fat as wellshe writes the word “fat” on the boaydSo, we do have
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benefits from eating fish? Meabyvopn <sorry>. And we have disadvantages as
well. Ok? Good things and bad things. So what, your classmates said it's good
because, | think it's good. So that's only a sentence of good and bad. Ok? It's your
decision. It is for you to choose. Let’s start with Doros. | think that meat, meat is
good because it has got... or it's bad because it has got... Ok? Come on!

144. Doros: | think meat is good because there are vitamins.

145. T: It has got...

146. Doros: Vitamins, proteins.

147. T: No, only one thing | want you to tell me.

148. Doros: It has got proteins.

149. T: Proteins, very good! Someone else. I think...

150. S32: | think meat is good because it gives us iron.

151. T: Excellent! Someone else! Costas.

152. Costas: | think...is good because it has iron

153. T: Because?

154. Costas: It has iron.

155. T: Because it has, it has irgsheshows the girl that said it few minutes ago). So
it has? Something else? You said iron?

156. S32: Yes.

157. T: So it has?

158. Costas: Vitamins.

159. T: Vit. The last one.

160. Costas: Vitamin B.

161. T: Vitamin B. And someone else? About bad things? | think eating meat...

162. S33: | think that meat is...

163. T: Is, yes.

164. S33: Is fat and...

165. T: Is that good or bad?

166. S33: bad

167. T: It's bad.

168. S33: For someone.

169. T: So, | think eating meat can sometimes be bad.
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170. S33: And sometimes.

171. T: Because...

172. S34: It has fat.

173. T: It has fat. Ok? So, what can happen if we eat a lot of meat? We can have? We
can get?

174. S35: Cholesterol.

175. T: Chole... Ileg to <ay it>

176. S35: Cholesterol.

177. T: Cholesterol. Ok? So, it becomes, yiveran <beconssurated fat, cholesterol
(she writes on the board “fat=cholestergl”Ok? Not always, the most times this
one happens. Ok? If you eat a lot of meat, so what’s the concluBianjiaivet
<wha does it mean?> “conclusion”; Conclusion? When you write an essay the
conclusion is what?

178. S36: Xto téhoc<at the end>

179. T: Very goodeto téhog <at the end>So, conclusion is what? Is it good or bad
you think?

180. S37: Both.

181. T: Both, so how many times a week should we eat meat?

182. Soula: Two or three.

183. T: Which one do you think is the right one? Two or three?

184. Soula: One.

185. T: Three, two, one?

186. S38: One or two.

187. T: One or two times. Once or?

188. Class: Twice.

189. T: twice. Once or twice a weekl{e writes it on the board). Ok? So, this is the
best solution for us, all of us, ok? So, it's one, once or twice. Ok. Now,...how can
we decide, wait a minute if | eat, no, let’'s say. Do you know what a pork chop is?
What's a pork chop?

190. S39: Mapwlora

191. T: M=apilora. Ok? Let's say I'm going to have a pork chop. | dee Ipork

chops, | do like them fried. Do you know what fried means?
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192. Class: Tnyavito < fried>.

193. T: Very good! So, let's say “I have fried pork chopsce a week” is this good
or bad?

194. S40: Bad.

195. T: Bad. What do you think Doros?

196. S41: is good because it's not too much.

197. T: Ok, it's good. Ok, | can ensure you, | can assure you. Ti onpaiver <what does
it mean> assure?

198. Costas: Empeporwcm<assure>.

199. T: No o¢ empefordom <assure you> that if | have fried pork chops twice a
week | am sure that if | have a blood test in the end of the month, | will have
cholesterol, I'm sure for that. So, is that good or bad?

200. S41: Bad.

201. T: It's bad. So, what do we have to think about? Why do we eat meat? We have
to think of what?

202. S42: way of cook.

203. T: The way of?

204. S42: Cooking.

205. T: Cooking, very good! So, we have to think the way of cooking our meat. So,
do you know any, any possible ways of cooking our meat?

206. S43: In the oven.

207. T: In the oven, very good!

208. S44: Grill.

209. T: Grilled.

210. Savvas: Steamed.

211. T: Steamed! Ok, it will take a lot of time but ok. ...what else? What other
methods for cooking? We talked about cooki@gronmote diho, ektog amod
kpéag <anything else except meat>. What do you think? M? So, can you decide
which is which? A? (she puts pictures on the board with ways of cooking)

212. Savvas: (***) (inaudible in English)

213. T: Sorry?

214. Savvas: (***) (inaudible in English)
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215. Soula: Bpaoto; Asvéyer Ppacté <Boiled? There’s no boiled>.

216. T: Aev &xer Bpaoto; Ta poxkapovia. Ta poxapévia dev to TpoS pe fpactd
Kotémovro; <There’s no boiled? Spaghetti? Don’'t you eat spaghetti with boiled
chicken?>

217. S 45:Na <yes>.

218. T: So how do we say «ppacté»; < Boiled?>

219. Class: Boiled.

220. T: Boiled. Yes, of course we've got. We've got meat in soup, we've got meat
soup.

221. Savvas: We can also (**{jnaudible in English).

222. T: Ok. You are right. So, we do have many ways of eating meat. | am just trying
to find a boiled one. | don't have a boiled, anyway... ok, so, so which one is
which, do you know? We talked about, ways of cooking. What do you think, this
is what? $he shows them a pictgre

223. S46: In the oven.

224. T: In the oven. This is a roast chicken, roast? Ok? So this is in the oven. How
about this one?she shows them another picturgyould you like to come and
write? Who would like to write “on the oven”8He shows the picture with roasted
chicker). 'EAa <come> Here you are (a student writes on the board). Very good!
Let's say the other one, this one. What do you think is tEe8wing another
picture)lt’s ...?

225. S47: Grilled.

226. T: Grilled. And let’s go to this one.

227. S48: Fried.

228. T: |1 had this picture as well. Aaa here they dstle finds other picturespo
we’'ve got the grilled. Here it is. It's much better this osiee(changes the picture
for grilled). Yeap! Isn’t it a much better this one? So, we've got the grilled, no
that’s not fried ¢he says to a student that tries to stick the word “fried” under a
picture). Wait, give me a minute. | am going to place another one. So what is this?
(sheshows them a new picture of meat

229. Class: The fried.
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230. T: Fried one. Can you write it for us Costas? Fried, ok! Write “fried”. Excellent!
Bravo Costas. Very good. We just write under the other one that is a roast chicken.
Ook?

231. Savvas: actually it is not fried

232. T: Which one? This one? (showing the picture with the fried meat).

233. Savvas: Yes, it's not actually fried.

234. T: It's in the process. Ok? It's fine? | know what did you mean, | just try to show
the procedures, there is a frying pan so this is a fried, ok? So, let’'s go to the last
one, and, and this is the?

235. S49: The boiled.

236. T: So, who would like to write this, Linos would you like to try and write
“boiled”? No, you don’t’Eia..., éha Savvas <ome...come Savvas¥Vrite the
last one. So these are different kinds of cooking. Ok? There are others as well. Do
you know any other methods of cooking meat? Very good, thanKrgéerring to
Savvas who had just wrote the word ‘boiled’ on the boBxal)you know any other
methods of cooking meat? M? So, ...can you give me any examples, sorry, can
you tell me any examples of...so if | say boiled, what can be boiled? A food, give
the name of the food. Which is boiled?

237. Costas: A soup.

238. T: A soup, very good, meat soup.

239. S50: (***) (inaudible in English)

240. T: No, no just go to meat food. Something that has got meat. So, could be meat
soup, let’s go to fried, what can be fried? A?

241. S51: Chicken

242. T: Sorry?

243. S51: Chicken wings.

244. T: Chicken wings. Very good. They could be fried! Something else that English
breakfast has got?

245. S52: Bacon (the teacher shows the girl to say it again).

246. S52: Bacon.

247. T: Bacon, very good! We've got fried bacon. Ok, let’s go to grilled. What could

be grilled? M? What can we grill?
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248. Savvas: Baby back ribs.

249. T: Baby back ribs, very good! What else can we grill?

250. S53: (***) (inaudible in English)

251. T: Sorry?

252. (***) (inaudible in English)

253. T: Souvla, ok! Could be, it's barbecue. And, ok andyine6 <roast chicken>
The roast chicken, ok? That's it. Now what | want from you is...if | ask you to
make a mood, if we have happy faces and sad faces and if | ask, if | show you
roasted, as a way of cooking, would you show me a happy face or a sad
face?....and why?

254. S54: A happy.

255. T: A happy face? Ok, why?

256. S54: Because | like roast.

257. T: Because you like roast. Now let me just give you something else. Health,
health issues,evra&er, @K?> If something is good, so let's say it's healthy, you
have to smile, if it's unhealthy, you have to frown. Ok? Let me show you this
(picture of a meat in the oven), so what would you st gtudents are smiling)

Is it healthy or unhealthy? Is it or not?

258. S55: ltis.

259. T: So, show your happy facesh¢ show ij. Very good! Let me just go to this
(she shows the picture with the fried gnehat we would say? However | love it!
| know it's got lots of fat...Let me see faces, is very good, very ¢sloel sees the
students frowning)So, how about boiled? Is it healthy or unhealthy? No, what we
like, what we should be eating, so healthy. The grilled?

260. S56: Healthy.

261. T: Healthy. We have to be careful, not to have them blackN@7imv ta
povpicovpe <not to burn them, make them blacktot make them ....

262. Savvas: charcoal

263. T: Yes... Yes, not too mucHwri perd <because then> it's connected with
cancer issues again. OHVtTager, Agv Tpémel va TpONE TOAALG TPAYROTA GTA
kappouva <Ok? We shouldn’'t eat a lot of grilled food¥here is another......

researchers say that it's not so good. Ok. So, I'm going to do this, I'm going to
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make a column with the unhealthy and healthy ways of cooking. I'm going to give
you one of this and you have to place it to the right column, ok? Take this, this,
this, this and thigshe gives to the groups cards with ways of cookifg).let's

see. Healthy ways of cooking and...unhealthy ways of coolsihg $ticks the two
cards with the two ways “Healthy, unhealthy” on the board). So, come on, here
you are(she gives blue tack to a girl to stick the card). Please show us your happy
or unhappy face.

264. S57: Fried (she sticks it under the card “unhealthy”).

265. T: Very good! Doros go!

266. Doros: Herdhe sticks ‘grilled’” under healthy).

267. S58: In the oven.

268. T: Very good! (ke says to another girl that sticks the card “in the overyou
didn’t show us your face! (the student then smiles) She so happy, she is excited!

269. S59: Boiled (the girl smiles and sticks the card “boiled”).

270. T: Very good! Go.

271. Savvas: Fresh crearhd sticks the card “with fresh cream” and he frolns

272. T: So, so why, why ... did you show, did you show a sad face for that?

273. Savvas: Because cream is not very healthy to use it in too big portions.

274. T: Very good! It gives us what?

275. Savvas: It gives us fat (***fhe continues in English but it's inaudible).

276. T: Ok...very good! So, we have separated now the ways of cooking, right? To
healthy and unhealthy ways of cooking. Now, do you know if there is any other
way so that we can understand whether eating meat is good or bad? How can we
know that, know just from the way of cooking meat or do you think there is
something as well that we should take in mind?

277. Savvas: The way of cooking and the preparation before you cook.

278. T: Ok. Yes but... what else? Do you think?

279. S59: The kind of meat.

280. T: Very good! The kinds of meat that we have. So, do you think all meat is so
good? Do you think they all have the same amount of fat?

281. S60: No.
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282. T: Ok, let me...just inform you now. Where do we get meat from? Which
animals give us meat? Do we eat cats? Do we eat dogs? We eat mice? They have
meat. So.

283. Savvas: of course, but we don't eat them.

284. T: We don't eat them. Very good!

285. Savvas: at least not in Cyprus.

286. T: Yes, you are right. So, ok do you know any animals?

287. S61: Cows.

288. T: Cows.

289. S62: Pig.

290. T: Pigs.

291. S63: Chicken.

292. T: Chicken.

293. S63: ...

294. T:’Eoto kot oto eMinvika <even in Greek>What? Give the names of animals
we eat. Fani?

295. Fani: To sirav<they said it>.

296. T: Aev &Eperg aAha; <you don’t know other?>

297. Fani: Fish.

298. T: That's, that's not meat, be careful. Linos?

299. Linos: (***) (inaudible in English)

300. T: Wait, we need the animals first.

301. S65: Birds.

302. T: Birds, very good! Ok? So

303. S66: The chicken is a bird too.

304. T: Nan <yes>, | know it's a birduira &xovpe xu ahha <but we have other>
birds.

305. Savvas: Kat to <and the> turkey sivau <ibird.

306. T: Do you know other birds we’ve got?

307. Savvas: Turkey.

308. T: Turkey with its meat. Chicken.

309. S66: Duck.
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310. T: A duck. Very good.

311. Savvas: quail

312. T: a quail

313. Costas: (***) (inaudible in English)

314. T: Ok, so we do have a lot. | am going to show you some pictures.

315. S67: NaralovOxra<pigeons>

316. T: Sorry?

317. Some students: IMoAialovOxigpigeons>

318. T: A papapo, Tameprotépro <oh! Bravo, pigeons>Yes, next Savvas

319. Savvas: squab.

320. T: Squab. What's a squab?

321. Savvas: It's a kind of pigeon.

322. T: It's a kind of pigeon. Ok, and where did you find about thighilé talking
she sticks a picture of a pig on the board).

323. Savvas: | don’'t remember.

324. T: Sorry?

325. Savvas: | don't remember.

326. T: OK, So let's see what these animals, | don’t have them all, just a few pictures.
Now, do you remember, do you know which is which? Do you know, | think you
can. Come on! So...ok NickyNer <yes> come. Write one of thisthe girls is
going to write under the picture of a pig). So what is this?

327. Nicky: Pig

328. T: Very good! Pig. ... "EhdFani <come on Fani>

329. Nicky: Cow

330. T: Very good, cow. The next one Soul&8olla writes the word “chicken’
Good! Ok and last one?

331. S68: Goat.

332. T: That’s not a goat, no.

333. S69: Sheep.

334. T: Sorry, what?

335. S70: Sheep.
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336.

T: Very good! Who would like to write itTlowog Eéper va o ypawyel avTo;

<who knows how to write this?>she shows the picture with sheep)

337.
338.
339.

T: Very good! Costas comes and writes the word “sheep”)
Savvas: Kvpiodarate 600 @opég to <Mrs you put twice> goat.

T: A sorry. Ok,m1 eivan T0 <what is> goat SavvasPo <the> goatr civol 10

<what is> goat;

340.
341.

S72: Karoika<goat>

T: Very good! So, let's go and see thepe<the> turkeymov givor 11...; <which

is....?>(she sticks two cards, the one with the word “animals” for one column and

the other with the word “name of meat” for the other column. Under the first

column there are many names of anirpals

342.
343.
344.
345.
346.
347.
348.
349.
350.
351.

Class: I'ohomovra<turkey>.

T: T'adomoVOra <turkey> goat?
Some students: Katoikdggoat>
T: Kotoika <goat> Chicken?
Class: Kotémovio <chicken>.
T: Pig?

Class: I'ovpovvi <pig>

T: And cow?

Class: Ayglhada<cow>.

T: This is what we call the animals. And we use tlsisvall (she sticks the card

with the word “lamb”). Instead of saying sheep, we say lamb. Ok? ...now, | want

you to tell me now, if | go to a ...a butchery, a? To go to a shop and buy meat, so
what am | going to say? | want some, some pig? | want some cow? What am |
going to tell the man? | want some what? Chicken, goat? How do you think we
give the names of meat? Ok, let me just do this for you. I'm just going to mix the
words and you have to place them in the right orglee Gticks the names of meat

on the board). Ok, which one..who wants to do the first Aik®... va to pales,

Kave <come...to put it, do> matching. Do the matchirgogas matches the
“bacon” with “pig” ). Very good, goes to pig! This is part of the pig. Someone
else. Come on! Nicky!Nicky matches the “lamb” with “lamb) axépae Aiyo <a

little bit>...closer ...SoulalSoula matches the “ham” with “turkey”)
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352. S73: Ham?

353. Soula: Nau yes>

354. T: Turkey’'s got a ham?

355. Soula: Nan gyes>.

356. T: No, it hasn't.

357. Soula: Agovrépe yap yaromoOrag <but we say turkey ham>.

358. T: N Aépe yop yoromovrog <yes we say turkey ham¥hen we are going to
say “ham” it means only one thing. So take it awBysig awéivto dikaro arrd
0¢ onpaivel avtod To Tpaypoe <you are absolutely right but here it doesn’t mean
that> Ooros matches the “chicken” with “chicken”). Very good! Daviavid
matches the “turkey” with “turkey Very good turkey goes to turkey. Yes,
someone else!

359. S74: (***) (inaudible in English)

360. T: No. Linos! Excellent(he takes the card “goat” and matches it with the card
“goat” ). Savvashave you been therdfe takes the card “beef’ to match it with
the card “cow”). Very good! Doros

361. Doros: I'm not sure

362. T: You're not sure, ok.[§oros takes the card “pork” and he matches it with
“‘cow”).

363. Doros: Here?

364. T: No, pork is not beefhe matches it with the card “pig” Yes. And last one,
go.’Ela Costas <ome on Costasfhe takes the card “ham” and matches it with
“beef”).

365. Costas: Edd<here?>

366. T: No (he puts it with “goat).

367. Costas: Edd<here?>

368. T: No.

369. S76: Oarto Balreg 6ha pe <are you going to put it next to all of them?we puts
it with chicken).

370. T: Yes, that's two ok! So, let me just explain to you what happsres takes the
card and puts it with pojk Now, turkey, you go to the supermarket and you say |

want to buy some turkey. You buy some goat. That’s the same. Cow, | cannot say |
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am going to buy some cow. | am going to buy some beef, ok? And lamb is going
to stay the same, lamb. How about the pig, bacon, pork, ham. These are parts of
the animal’Eva mopadsiypo vo 6ag dcim edm <I'll show you an example here>
This one is a picture of a cowhe shows them a pict)rdut it gives the names of

the parts of the animal. For exampigete akovoel moté Yo To <have you ever
heard about> sirloin, sirloin?

371. Savvas: N, to ypnowponoraxyes | use it>.

372. T: Evta&er; Eivon pépog tov... <Ok? It's part of....>

373. Savvas:Kvpia, n ocvvrayn givor pe ekeivo 1o kpéag <Mrs the recipe is with
that meat>.

374. T: Yes, ok. Chukgvta&er;, Eivan Ta koppdtio <ok? These are the partsbhe
same,éva Aenté Savvas <just a minute Savvas> advice for pigs, ok? You don’t
say can | have the...l don’t know half part of the pig, just can | have some bacon.
‘Otav weite <when you say> bacon, they know which part of the animal you refer
to. For pork or the ham, ok? They do know. What you need. Ok? That's why we
say these things.

375. S77: Eivay yoipwo; <is it pork?>

376. T: N, givo yoipiwvé mavra, To paékov givoal Tavra yopvo <yes, it's always
pork, bacon is always pork>

377. ST7: Avaeg <if you say> pork?

378. T: Av weig <if you say> porkmai givar yoipwvo. Eivar yoipvo <it is pork
again. It's pork>.

379. S77: Avaegig <if you say> ham?

380. T: Av meig <if you say> ham; IlIaa <again>, it's again, it's a part of the...

381. S78: givopuéoa To yovpovvy, Y1 ovTo givon pol <is it in the pig so it is pink?>

382. T: I don’t know. You should go and look for this.

383. S79: "Exe yovpovviamov ivan kapé fovreg <there are pigs with brown dots>.

384. T: Eivan Ta pépn 1o 60OpRATOS, 6TOS 60V £0€1E0 eKel, oov gima <these are
the parts of its body, like | showed you there, | told you> this is the cow and this
part is called beef, ok? I've got a picture of the pig as well, but I got it at the other
school, I'm going to find the picture, eeshé says to some studgraad I'm going

to solve it ok? Your questions about that. Ok? It's part of the animal. .. Now, ...ok
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we, we talked about the animals that give us, give us meat. We said, how to go to
butchery shop, what we are going to say that we need, but which animals do you
think are healthier to eat than others? You've got the healthier and the not so
healthy, ... meats that you can eat. So, what do you think? Healthy and not so
healthy 6he makes two columns on the board, for healthier and not so healthy
What do you think?

385. Costas: Nordw; <shall | go?>

386. T: Yeap, yeap, go, go and do the first one.

387. Savvas: (***) (inaudible in English)

388. T: I don’'t know. Let’'s see what we do know, oK?oétas sticks the card “pig”
under the column with the title “Not so healthy”...Fani? §he takes from the
column “name of meat” instead of the column “meat. She sticks the card chicken
under the column “healthier):

389. Class: To arho<the other one>.

390. T: ...Savvas (he sticks the turkey under the column“healthjeiO, 1 ... Nicky!
<Nicky> (she sticks the card “lamb” under the column with the title “Not so
healthy”). Soula (she sticks the card “cow” under the column with the title
“healthier”). Ok, Fani!

391. S80: Eavg <again?>

392. T: Ok, o Doros <Doros>(he sticks the card “goat’under the column with the
title “Not so healthy”). Come on, next!

393. S81: Aevéyer aiho <there is no other>.

394. T: Aa, we finished, ok! So, you said “chicken”, “tugRelet me just do a check
for you, you are right for the chicken and the turkey, they are healthier to eat,
because they've got less fativ. cag €dsryve ma Aiota, péca oto Piprio pog
&el, e Mota wov dgiyver to <if | showed you a list, in our book there is a list
showing the> caloriese <in> fat, so how about the cow, it's wrong, cow has got,
the beef has got a lot of fat, so it goes on this stie (noves the card “cow” to
the column “not so healthy” This is right and the lamb is right because they have
got too much fat, and the goat as well and the &he 6ticks the pig, lamb, goat
and cow. Ok? So, what we have...is a...you have any more, yes what... What
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else? So, anything it has to do with chicken and turkey is healthier to eat, the rabbit
(she writes it under the column “healthigr'Tv eivar To <what is the> rabbit;

395. S82: Kovvé <rabbit>

396. T: Evra&er;, <OK?> The rabbitival mohd kalo, To kaldtepo Kpéog am’ O)a,
£161 Y10 Vo, 60G EVIuEPpOS®; <it is very good, the best meat of all, just to let you
know> So, rabbit, chicken and turkey, they are the best meat to eat, but when it
comes to pig, bacon, pork and ham, too much fat, too many calories and the worst
it can give you cholesterol, lamb, goat and cow they are all full oEfatd&er;
<OK?> Now, do you know how do we separate these meats? Have you ever
heard?

397. Savvas: (***) (inaudible in English)

398. T: Na, oy <yes, no> no no. We've got the colour. These are, this is the white
meat E€he writes “white” above column with the title “Healthi@r.. And the red
(she writes “red” above the column with the title “not so hedlthy.. so, we've
got the white meat and the red meat. Ok? White meat is good for your heart; red
meat is very bad for your heart.

399. Savvas: even without the fat?

400. T: Yes, it is still red, Ok? They separate <in> white and red. Ok? So, we've
got the white, because they are whibegv kortdiete T0 YpONA TOVG, OEV Eivar
mo dompa; Agv givan T660, givan Tpog polé, avta givon mo KOKKive, <when you
look at their colour, aren’t they more white? They are more pinkish, these are more
red> ok, they are redish So that's why we separate them to white and red meat.
Now, I'm going to show you something on the internet, red meat is really bad for
you, | found to...to...it's from CNN, it's a sky news whatever and they are talking
about if it's good or bad to eat red meat.... Let's see what is she sayirshe.. (
tries to prepare the video for student&Eve remtd, €hdte 6hor £d(. Agv
aKovyETOL KOAG <just a minute, everybody come here. It's not heard very well>.
Are you ready?all students gather around the computer to watch the vidéo>
(when the video is over they all go back to their pladés two reports say two
different things. One was saying what? What does one say? Eating meat is...?

401. S83: Good.

402. T: Good, and the other one what was she saying?
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403. Costas: It is bad.

404. T: It is bad. So, let's start with the bad issue. They, they found out that eating
meat, can cause what?

405. S84: Cancer.

406. T: Cancer. Ok, she says that they have proved, they have had a lot of research
and they found out that they can cause cancer. Do you remember which meat they
refer to? Which meats, they said, they said some meat. The names of meat. Which
meat? Do you remember?

407. S84: McDonalds.

408. T: No, they didn’t talk about McDonalds, they said abautivan avtd £60;
<what are these ones here> which one, they said is procedaedfpaiver
processed; <what does it meafghe writes the word on the board). Do you
know? To enelepyaopévo <processed>Sausages, ham, bacomwzd mov sival
enefepyaopéva <those which are processed>, they are very bad, ok? So, they
talked about meat that can cause cancer, red meat. Actually she was talking about
red meat¢he shows them with an arrow she makes on the board). Now, the other
one what is she saying? Shall we eat meat or not?

409. Costas: yes.

410. T: We should? So, do you remember why she said that we should? Why do we
have to eat Fani? Why do we have to eat meat?

411. Fani: Because they give to us proteins.

412. T: They give us proteins and when we grow up what do we need?

413. S85: More proteins.

414. T: More proteins, why?

415. S85: Because they grow up.

416. T: Yes and we lose. Tv codma; <what did | tell you?>

417. S86: Our eyes

418. T: No, no, muscle, we are going to lose musd®daa&er;, <OK?> While you
grow up, you lose muscles. So, you need protéliggpa <now>, it says that, if
you should eat meat, what is the magic word? She mentioned?

419. Savvas: Moderation
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420. T: Moderation,mi onpaiver <what does it mean?> moderatioshéwrites it on
the board).@upacte mov cog Aé® kaBe @opd; <do you remember | tell you
every time?>Ti enuaiver <What does it mean?> moderatioh; Tt onpaivel
<What does it mean?>moderatia¥f; ZEéper kavévag, <Does anybody know?>
Ka0e @opd mov 6ag dsiyve v opepIKavikn mvokidoo Tt cog Aé®; <Every time
| show you the American food pyramid what do | tell you8he(shows the
pyramid) T1 enuaiver ekeivo to <what does that mean?> food pyranild;cac
Ao, T Aéey; Tlowog va pog e€nyfoset L Aéer anr’ ekel. Agile pog Savvastny
Apegpwavikn mvpapide <What do | tell you? Who would like to explain what
does it say there? Show us the American food pyramid Savvas> .The U.S.A. food
pyramid please. Which the new?... Which is the new food, very good, that's the
U.S.A. (Savvas shows the pyramidhe new one that they showed us. What are
they saying about that food pyramid? They are saying to us that you should?

421. Class: Eat meat.

422. T: Eat, but?

423. Savvas: Moderation.

424. T: With?

425. Savvas: Moderation, papro <with limits>.

426. T: Moderation. Mspro, pg, <with limits, with?>

427. S87: Métpo <moderation>

428. T: Métpo <moderation>. Very good! Balancghé moves her hand to show this
word). She has a balance style, what else did she say that we should do, besides
eating with moderation? You should8hé moves her hand like she goes for
running).

429. Some students: Exercise.

430. T: Exercise, a? And what else? Ok, so this is what the show commented, right?
Now what would you go for? Would you go for eating meat or not eating meat?

431. Some students: Eating meat.

432. T: Ok. So, what | want from you...Savvas is the door open or did you close it?
(she refers to the door of the small storage room which is in the classroom). Open
the door and bring some A3 papel rowwov 1 0ého and cac, Oa kavere

poders 0o Eekivijoovpe TOPO TPV PUYETE KOL 6TO GTiTL 00 TO TELELWGETE KL
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0a To @épeTe TO GAho padnpa <so what | want from you is to make posters, we’'ll
start now before you go and at home you need to finish it and bring it next time>.
Your porters can be an A3 page like ttsbd makes a shape on the board) or you
can use your exercise book at homéhat | want from you is to give us an idea, a?
Of showing what we talked about, red and white mshae (writes on the board
“Red, white”) which is good and which is ballivan <it's> poster, you should
showme with your posters what we talked about.

433. S88: Can we use the computer?

434. T: Yes, you can do that; of course you can use the computer as well. You should
show us what we talked about today, what we get from meat, what did we say we
get from meatFani oto pabog <Fani at the very bottom¥she indicates where
she can find some A3 papers).

435. S89: Proteins, iron.

436. T: Proteins, iron and?

437. S90: Vitamin B.

438. T: Vitamin B. Now what else did we talk about today?

439. S91: How we cook.

440. T: How we cook and wesbhe moves her hand to show the word “sepanate”

441. S92: Separate.

442. T: Separate the healthy way of cooking and the sti2 Shows the card on the
board).

443. S93: Unhealthy.

444. T: Unhealthy way of cooking, so you could be showing this in your posters as
well. Ok?

445. Savvas:Kvpia siote oiyovpn ot érete A3; <Mrs are you sure there are A3
papers?>

446. T: Av dgv &o evtdéel apnoe 1o Y1oTi 00 YTVTIGEL TO KOVOOUVVL, VO TO KAVETE
OTO TETPAOLO LYVOYPUQPiag 60g, TO 0EAm To GAlo pdOnpa. No d® KaTL Tov gival
opaio. ZEPeTe VIAPYOVY KATOLOL...VTAPYOVY KAmolol ot omoiotl Aéve <if there
aren’t any leave it because the bell will ring in a bit, you do it in your sketch book,
and | want it next time. To see something which is nice. You know there are some

people who say that> we shouldn’t eat meat because is bad for our environment,
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do you know why? A? Do you know why we shouldn’t be eating too much meat?
They say is too bad. Many people have, if you don’t eat meat, what are you? What
are they called?

447. S94: Vegetarian.

448. T: The vegetarians. Very good, so they have turned to be vegetarian, for their
own reasons. Now environmentalists say that we shouldn’t be eating meat, it does
hurt our environment, can you think of why? A?

449. S95: We kill animals.

450. T: Because we kill animals, ok.

451. S96: (***) (inaudible in English)

452. T: Yes. Ok, stand up, take few steps, come close to she (nakes the
movements for “stand up, take few steps, come close” with her hands to show them
something on the compujeand let's watch this, this is really interesting and
funny. This is why we shouldn’t be eating meat, ok? The animals say something
really interesting you should go on to YouTube and watch it at home...Greenhouse
gases. Ok? Now the more cows we have they produce more greenhouse gases. Do
you know about greenhouse gasésfddents remain standing around the teacher
and the computer).

453. Class: Yes.

454. T: Evraée; And that's the reason, because we need more meat, we have more
cows, ok? More animals, so the cows produce these greenhouse gases and they are
bad for environment. Okatudents are smiling). Ok, we shouldn’t be eating too
much meat. You want to watch it again?

455. Class: Yes.

456. T: Let me show you something else with these animals, it's funny again. This is
interesting. Don’t forget your posters, okthey watch another video on the
computer) So, thank you, sit down, take your stuff. So what | want from you, can
someone repeat your homework, what is your homework, not dthegbell
rings)... come on, | would like to....

457. S97: Posters for the...meat.

458. T: For meat, ok? Thank you very much.
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Home Economics Lesson D (Meat Group B)

(On the board there is a projected slide for the films the teacher is going to show to the
student}

1. T: Open your exercise book please. An exercise bbakrpoysipo, ypiiyopa 1 To
TETPAO0 TOV OWKOKVPIKAV cag <open a notebook quickly or your Home
economics notebook>So, today I'm going to show you two, Colin, I'm going to

show you two small films, about meat.

N

. S1:’EhaxaOice €6 <come and sit here>.

w

. T: Oy d¢ Ba maer, éva Aemtéd <no, he won't go, just a minutePoday we are going
to talk about meat, so I'm going to show you two small films. What | want from you
is take down notes, write down what do you think is good or bad about it from what
you are going to hear. Now, what I'm going to show you, they are two... reporters.
Eépete To <do you know> reporter;
4. S2: Anpoocrwoypagog<reportep.
5. T: Journalist, ok?
6. Some students: Anpocioypdagogjournalist>.
7. T: Very good!Onotav 00 cag dciém katt <I'll show you something> ...from CBS
and from CNN. So, the first one...is about eating meat, is from CNNgh& ghows
them on the slide the video. There is a family that talks about eating meat and
reporters talks about red meat, cancer and some apgi® what does it say? Is it
good to eat red meat or not?
8. S3: Not.
9. T: Raise your hands please and make your suggestions. I'm listening, Tim?
10.Tim: No
11.T: No. Can you give me some examples of what she said? So,, we've got dangers,
right? Of eating red measlfe writes the word “dangers of eating red meat” on the
board). So, what are the dangerous of eating red meat? What did she say? What did
the journalist say?
12.S5: We get fat.
13.T: So, we can get fat. We are going to say why. What other reason, Greg?
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14. Greg: Cancer.

15.T: Cancer (shevrites the reasons on the board). Ok. What else did she say about
red meat? What else did she say? She said a few things. How many...she said about
fat , being obese, cancer. Do you remember kinds of meat she mentioned? She said
and the doctor said a few thing®vpaote mown €idon kpéatog sime; Ta
katovéopace <do you remember which kinds of meat she said? She named them>
She said some meats.

16.S6: Bacon.

17.T: Very good, bacon and what else? And ham and sausages and salami, these are
thought to be not good to eahg writes on the board the kinds of me&b, I'm
going to put in brackets what the doctor said. The guy who talked. Exzindgiog
mov piknee, givol évag emotipovac. To Qopdote; Oupdote Tu sine; <that man
who talked, is a scientist. Do you remember? Do you remember what he said?>
what did he say? That?.... processslde(writes at the same time on the board).
Processedpenuaiver erelepyaopéva <it means processedAvtd 6ia mov Ta
PArémete, ag movpue 6mmG To AovKaviKo, To coldm, sivar <all these that you see,
like the sausage, salami are> procesEedlaéer; Ilepvodv mo dradikacio <OK?

They undergo a processProcessgival 1 dwedikacio <it is the process>Qa to
Eavamaiém £tol Aiyo, og kamowo onpeio <l will replay it a little bit at that point>

(she plays again the video for few mingte$Vhat did he say®the doctor in the

video talks about processed food). The best amount of these to eat is? The best
amount, nkaAvtepn moocoTNTO AéEL <the best amount he says> is to eat?

18.S7: Seven hundred.

19.T: No, seven hundregivar <is> uncooked, five hundred grams cooked, per week.

H mooétnta tov Kpiatog mov Oa émpeme va tpodpe <the amount of meat we
should eat>. Right? What did he say? What the doctor €igititpog dev £dwaoe
nocotnta <the doctor did not give an amount>. What did he say? Do you
remember? (she writes on the board “500g cooked meptT o’ Lowwov <so> the
less, the less the chances you've got to get casizer<he said>, means that you
are eating less meatpwrév 1| KoAvTEPO VO U TPOS Kon Timota <Or even better

not eat at all>Na dm av 0o kata@épel kavévog amd pog va el <l doubt it if any
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one of us can say> none at @lhe writes on the board “none at all” and she match
it with “bacon/hami). Mropeite va pn @ate <can you not eat> ham?

20.Class Oy <no>.

21.T: Ki 6pog <nevertheless Ilaue va dovue éva drhio Tdpa guipakt <lets watch
another short film> and please wake up. This is another one from (TB&y watch
the video)Moderation.... So guys, what did this lady say? What did she say? Did
she say that we should eat red meat or not eat red meat? A?

22.58: No

23.T: This is what she said?

24.59: yes

25.T: this lady she mentioned the benefits of eating meat in general and of eating red
meat as well (she writes the title “benefits” on the board). So benefitdya Ta
<wha is> benefits, A? Ta 0sTikd <the positives>, the good things of eating meat.
So, why do you think is good to eat meat, according to this lady? What did she say?
Igite pov 10 eElinvika av 0éhete. Av katordfarte <say it in Greek if you want. If
you understood?> what did she s&@t1 éheye ovveyde, eravarappove po AEEN
ocuveydg, TL AEEN Ntav mov emavaiappove;, Avte pe modwd! <she kept saying
something all the time, she repeated a word all the time, which word was that?
Come on kids!>

26.S10: Meat.

27.T: Yes, she said meat. Tiug diver 1o kpéag, <what does meat give us?>

28.S12: Proteins.

29.T: Proteins. Very good. So, she talked about proteins many tshesarites under
the title “Benefits” the word “proteins). She mentioned, she repeated this word
many times. She talked about proteins. Do you know why?

30.S13: Yes.

31.T: Why?

32.S13: meat gives us proteins

33.T: Thank you, meat gives us proteins. What do proteins do to our bodies? They help
us? (she moves her hand to show the word “gjow”

34.Class: Grow.
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35.T: Grow. Eirape 611 01 mpmTEiveg fonbdovv 6tn Asrtovpyio TOV poik®dv palov.
Evtaéer, Tng poikng palag <we said that proteins help in the function of our
muscles. Ok? Our musclesipa <so>, proteins help in many ways, a? They can
hdp in...repairing the body.kal 11 ginre avt) 1 KVpia, 6T <what did that lady
sdad, that> while we grow up, the body, the muscles go ashag moves her had up
for the word “grow”), gedyovv, yavovrar o1 pvikoi w6toi <we lose our muscles>.

H palo, n poikn pale. Onotov wpémel Aéel va TpOUE KPEOS OKONO KOl OTOV
NEYULDGOVUE, £TOL DGTE VU AVUTANPAOVEL TOVG POES OV Yavovpe,0k? Tleg pov!
<themuscles, our muscles. So, she said, we need to eat meat even when we grow up
so that we can replace the muscles we lose, ok? Tell me>

36.S14: Kvpioav kdmorog dev tpdsel kpéag; <Mrs if somebody does not eat meat?>

37.S15: Onandg pov dev tpder <my dad does not eat meat>.

38.S16: Ovtegpéva <neither mine.

39.T: T vopilete 6T mpémer va yivey;, [péner and kamov vo Bpovv Tig TPOTEIVES
<what do you think it should be done? They need to get proteins from somewhere>
What do they have to do?

40.S17: Tpodewpovov 6cmpra <he only eats pulses

41.T: So they will eat pulses and what else they can 8at?vegetarians they find
substitutes (she write “Vegetarian” on the board).

42.5S18: Fruits.

43.T: No, we get proteins from fruit?

44.519: Nuts.

45.T: So, they can have nuts and pulseke( writes the words under the word
“Vegetarian”). Ok these two they can substitute the meat. They can give us the
proteins that we don't get®vowkd givar S10@OPETIKNG ROPONS, QUTIKEG
npoteiveg ko ov {mikéc mpoteives. Evraler; 'Eyovv kamoleg emotnpovikég
owopéc. As 0o pro ¢’ avt) ™) dwdwkacio <of course they are of a different
kind, vegetable proteins and animal proteins. Ok? They have some differences. But |
won't get into that>.So, meat gives us proteins, so that's what the lady said. We
need to eat meat because it's Avoiete Ta TapaBvpa <open the windows>. It's
....It's very healthy. So, what do you think? Should we eat meat or not eat meat?

Greg?
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46.Greg: Eat meat.

47.T: Ok, I'm going to start from this. Let’'s see which animals, no let's go to benefits.
So we get proteins, one thing, so we said the proteins, what else do you think we get
from meat? Besides proteins. Can you guess? Ok, we get vitamin B andheon (
writes them under the benejitT givon To <what is> iron;

48.S20: Xionpog <iron>

49.T: Xidonpog <iron>. Ok? So we get these three thingslin! Av to Eavakaveig,
£puyeg <Colin! If you do it again you're outSo, proteins help us?

50.S21: Grow.

51.T: Help us grow, ok? They, they, help the body to repair itself. lfankavel o
cidnpog oto aipo pog; Eépete; <what does iron do in our blood? Do you know?>

52.Class: (***) (some students are saying something).

53.T: Aowwov, Bonda va anyaiver 10 o&vyévo o€ 0lo TO oNuEio TOLV cORATOG, it
hdps oxygen to go to all body parts> easidyr to ovyovo péca oto aipe <and
the oxygen in the blood> has energy. So, it helps with oxygen and energy. So, and
then we’ve got proteins, proteins, grow and vitamin B is good for our skin,shair (
writes where they helpgvtaéer;, Ko ywo 10 vevporoyiké cOotnpa givol ol
koA 1 Brrapivy B. Nan! <Ok? And for the neurological system vitamin B is very
good. Yes!>

54.522: Kvpio 1 adgp@1] Hov OTOPNATNOE VO TPOEL KPEATO EKTOS 06 KOTOTOVLO
Kol £mece 0 6idnpog ™S Kar ocvvéyeln CarileTar <Mrs, my sister stopped eating
meat except chicken and her iron is very low and she is constantly feeling dizzy>.

55.T: Akprpddg. Avté Opmg 6 ovpfaivel 6e 6Lovg, GALL OPKETES POPES pmopel va
ooufei, <Exactly, this does not happen to everybody but it can occur several
times>0k? So, it can cause anemiavouio <anemia> Ok let's do something
else...I'm going to show you now...now where do we get meat from? Which
animals give us meat? Which animalshg asks a studgntA Tony; <Tony?>
What animals do we eafftv &épeirg; TpdTe okvrovg, YaTovg, <You don’'t know?

Do you eat dogs, cats®hat do you eat?

56. Tony: Meat

57.T: Sorry?

58.Tony: Meat
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59.T: What kind of meat? Rea?

60.Rea: Chicken.

61.T: Chicken. So, animals can give UEAo va coc mo®, ypaoete TO Y0, Vo
Eunvijeete, apyicte va to ypagere <Listen, write them down to wake up, start
writing>.

62.S23:Kvpia dgv &qm teTpasio <Mrs | haven’t got a notebook>.

63.T: Na mapeig éva mpoyepo <use any other notebook>.

64.Colin: Aev éym <I haven’t gob.

65.T: Na ppeg Colin <find one Colin>.So, chicken (she writes it under the title
“animals”).

66.S24: Kvpiaola, <Mrs all of them?>

67.T: Nai. IIape o, ardo; <yes. Let’s go, anything else?>

68.S25:Frogs.

69.T: Frogs? In Cyprus we don't eat frogs. lfhaya <I ate> frogaira <but it's in
France so it is something that we don’t do in Cyprus Sandra?

70. Sandra: Pig.

71.T: Sorry?

72.Sandra: Pig.

73.T: Pig, evvoeig To yovpoOvt you mean the pig>. Yes, we eat pigs.

74.S26: Tpopeyovpovvia, <do we eat pigs?>

75.T: What else do we eat? Yes.

76.S27: Boowo <beet.

77.5S28: Lamb.

78.T: Lamb, cow ghewrites them on the board). | need the animal names first and then
we are going to talk about the meat names. So we eat chickens, pigs, lamb, cow
what else do we eat?

79.Class: cow, cows.

80.S29: Kvpia'cows’ Aépe Tig ayehddes; <Mrs ‘cows’ we call the cows?>

81.530: Nav yes>

82.S31: Goats.

83.T: Goat, Tu eivor n<what is> goat; Ilegovg Greg <tell them Greg>.

84.Greg: Kotoika<goat>.
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85.T: Katoika <goat>.

86.S31: turkey

87.T: Turkey. Tu givar to turkey;

88.S32: I'ahomovra<turkey>.

89.T: I'ahomoVra <turkey>.

90.T: Let’s go to meat namdshe writes “meat names” as a tijleOk, let's see meat
names. A chicken, if I go to butchery, to supermarket what am going to say? | want
some?

91. Some students: Chicken.

92.T: Av é1m ovykekpipuévo Tpaypo péco oto poaid pov <if | have a specific part in
my mind> if | say “lI want a chicken” they are going to give you a whole chicken.
Evtaée,;<OK?> If you are going to say, | want...chicken legs or chicken wings or
chicken thighs or chicken breaska@opileic To pépog TOL GONOTOS TOL
KoTémoviov mov Béherg <you declare the part of the chicken that you waitits
not funny(she refers to a student laughing).

93.S34: Kvpiaypagovus; <Mrs shall we write?>

94.T: Yes! So, chicken, wings. Please be quiet! Thighs, brehstWrites on the board
“chicken (wings/thighs/breast)’ Ok. Let’s go to the pig. | am going to say, if | go
to the supermarket, to the butchery shop and say | want some pig, they cannot give
you some pigTo <the> pig kot To <and the> cowrnv aysldda Kot To yovpovvi
<the cow and the pig>, they do have names of the parts you want tawaggt;

To ka0e pépog mov Béhers va ayopdseirs £xer To 6vopa Tov <ok? Each part you
want to buy has its nameHapadciypatog yapwv <for example>first of all | go to
the butchery and say that | want some pig?

95. Some students: Some, some.

96.T: Po...

97.S35: Pork.

98.T: Pork. So,0tav touc e ‘pork’ apécwc 0a to kotordfovv 0Tl OEA® YoLpIv
<when | say ‘pork’ immediately they understand that | want porkshg writes
“pork” on the board under the column “meat namjesHowever, it is something
generalyoypwvé <pork> could be anythin@=note 0a oc potioer <so he will ask

you>, what kind do you want? Now, if you are going to say that you want some
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ham, they will give some...? Hamshe writes it in a bracket next to pQrkSo if
you are going to say | want some bacon, they will give you bastmn rites it in
the brackek

99.S36: King <mince meat?>

100. T: Mince meat, pork mince medd. kipag <mince meat> mince meat. So bacon
or whatever. Now, lamb? What do you think?

101. S37: OAapn mailer otny... <lamb is a player in...>

102. T: it's the sameghewrites lamb). Let's go to the cow.

103. S38: Beef.

104. T: Very good. If you are going to tell that you want some .0®w cov ddcovv
olokAnpo to <they will give you the wholexow. So, what can you say?... Some
beef. Ko wéi to ‘beef’, ta pépn tov cdporog droymwpilovrar o pépn <and then
again the ‘beef’, the body is divided into partdet’s go to the goat. What do you
think it's going to be?

105. S39: Goat

106. T: Goat. And the turkey?

107. Some students: Turkey.

108. T: Turkey.

109. S40: Eivan Tovpkia 7o <Is it turkey the country?>turkey;

110. T: It's the same.

111. S41:Kvpia péver o idwo; <does it remain the same Mrs?>

112. T: Ta movid Ta ovépatd Tovg pévouv ta idwa. Evrater, <the poultry keep their
names. OK?> so, these are the animals and these are the animal names. So we talked
about the benefits of eating meat in general, but we said we have to make a choice.
We can eat red meat but the lady said with moderation. What is moderation? We can
eat meat but with moderation.

113. S42: Mepétpo <with moderation>.

114. T: Very good! Balanced diet. .... Méyp vexe@teite ekeivy T @paon wov Afve
oMo pe pétpo <think of that phrase in Greek saying that all need moderation>

115. T & class: Havpétpo apisto <all in good measurexa Greek proverb)

116. S43: XovTo cima wpiv kvpia <I said that before Mrs>.
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modeation. But how do we choose to eat right? A? We have to be careful. We can
not eat every day red meat. Can we have...hamburgers every day Tony? Can we eat
every day hamburgers? Can we eat steaks every day?

118. S44: Yes.

119. T: Yes? Do you think so?

120. Greg: No.

121. T: Why not Greg?

122. S45: 1t is not healthy.

123. T: Sorry?

124. S45: 1t is not healthy.

125. T: It is not healthy, can you guess whyshd writes “in moderation” on the
board) M? Can you think about it? Why? Tim?

126. Tim: Because you get fat.

127. T: Ok. Now, red meats have a characteristic. The have got a lot of fat. The fat is
inside the meat, aRivar péca 610 KpEag T0 Aimog. Anladi) dev uropeic, OTOS TO
avoiysis 10 Kpéag, 1o fodve To KpEag, To Yoipivo to kpéag <the fat is within the
meat. That is, you can’'t while opening the meat, beef meat, pork meat> on the
contrary,ta moviepwkd <the poultry>, any chicken meat doesn’t have this kind of
fat, evrager, Kol ané pua épeova mov £ywve, @avnke 6Tl T0 Aimog mov £ovv Ta
TOVAEPIKA TTOPAOEIYROTOS YAPLY, EMEWON Eival €£OTEPIKO pmopovpe va TO
aparpécovpne, N wétea mov Aépe <And from a research that was done, it was
evident that the fat that poultry have for example, because it is external it can be
removed, the skin as we call it> Ok?,the skin, we take it off.

128. S46: Nax kvpig 1 ywaywd pov to fyaler <yes, Mrs my grandma takes it off>.

129. T: Very good! So what we have to do. We have to befudnew we eat. So, let's
see now, scientists have separated meat in two groups, ok? The red meat and the
white meat. So, ..o vo o Ypayo, anr’ d®; <where shall | write it, this side?>
Let's see, can you guess which are the red meats and which are the whitésbaes?
makes two columns “Red meat” and “white méatA? Can you guess? So, Peter

130. Peter: Chicken, is white.

131. T: Very good! So, chicken is a white meat.
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132. SA47: Kvpio 1o covpraxt givan kékkivo; <Mrs souvlaki is red?>

133. T: So pork is ?

134. S48: Red.

135. T: It's a red meat. Red is fat, okProTav <so> think about it..... So pork {she
shows ‘red’ on the board).et’s go to lamb.

136. S48: Red.

137. S49: White.

138. T: Why white?

139. S50: Red, red.

140. S51: Red.

141. T: Exeivo to aompo mov Prémers givon 06ho Aimog <the white thing that you see
it's all fat> So it's a...?

142. Class: Red.

143. T: It's a red meatghe writes each meat under the correct column). Let's go to the
cow. To the beef.

144. Class: Red, red.

145. T: Very good! Goat?

146. S53: Red.

147. T: Turkey?

148. Class: White.

149. T: 'Eye axépa éva <there’'s another one>. What is thishg writes “rabbit” on
the board).

150. S54: Rabbit?

151. T: Yes, what do you think about it?

152. Some students: Rethg teacher is smiling). White!

153. T: White. Km pédiota va cog o 6Tt <and let me tell you that it is>the
healthiest of all.

154. S55: Natpope povo kovvéh <let’s eat only rabbit then>.

155. T: So, the rabbit is very healthy, because it doesalte, it doesn't, it doesn’t
have fatTo®pa, Tt onpaiver To <now what does ‘fat’ mean?> Fat? Besides making
you fat, what can first of all do to you?T'1 kavel To Aimog 6Tov opyaviopo; <what

does fat do to your body?>
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156. S56: Get fat.

157. T: Avéaver ta tpt... <t increases the tri...>

158. S57: Ta tpiyova <triangles.

159. T: Tpwydv... <trigly...>

160. T: Tprydvkepiowr. Na cog T0 T dra@opeTikd yoh...? < Triglycerides. Let me
sg it differently chol...>

161. Some students: XoAnoteporsfcholesterol>.

162. T: Xoinotepdin <cholesterol>So, what can fat do, rises level of cholesterol.
Cholesterol can lead to heard attackbe( makes a diagram-om the board:—ut
Cholesterol heard attacRVhat's a heart attack?

163. Class:Kapdwakd, kapdwoxi tpocsfoif <heart attack, heart attack>.

164. T: So, cholesterol, heart attacks. Just write alleltzsvn.

165. S59: Kvpiata éypaya eyd <Mrs | wrote them>.

166. S60: Kvpiagivor mapa worra <Mrs they are too many>.

167. T: So, all these

168. S61: Kvpiapdvo gkeivo pov énewve <Mrs | only have to write the diagram>.

169. T: Evtaéer, va ta ypayels omitt sov <OK, you write it at home>. So, this is why
we should avoid eating a lot of red meat. But however, red meat has got a lot of
iron.

170. S62: Erncidn<because> is red?

171. T: Yes, “bloodish”, blood. Ok? So, it has got fat, but it has got irol'foavto
0TOV KATO10G £)€1 GIONPO TOL A€l 0 YLUTPOS VO @aEL KOKKIVO KPEOG KOl pdAeTo
divouv oAl épeacn oto Podve cukdTt <this is why when somebody has low
levels of iron the doctor tells them to eat red meat and especially beef bkér>
They ask you to eat the beef’s liver. So, eee!!

172. S63: Kvpiava potiom kat;, <Mrs shall | ask something?>

173. T: Yes.

174. S63: Ta epmelomodla <the vine birds>(referring to birds very famous in
Cyprus).

175. T: To apmehomodira €ivar 0 TPOTOS YNGINATOS TOVS TOV TA KAVEL AAB0G, KOTA
To Gl o yopa givan to mova <it's the way we cook vine birds that makes

them not good, other than that they are just fine>.
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176. S64: Avta kavovv 6To povpvo kupia; <if we cook them in the oven?>

177. T: So, devrtpdyovran <you can't eat them>.

178. S64: Avta kaveig tyavird; <if you fry them?>

179. T: Nan Tqyovitd <yes, fried> So, we have to be careful about the quantlty.
givor 1o <what is> quantity; Quantitysiie writes it on the board)Eivar n
nocotnta. Evraey; <it is the quantity. OK?> It's about the quantity we &at.to
YPOY® £d® va to Brémete <I'll write it here so you can see i®vndote T66ES
QPopéc mpémeL vo. TPOPE Kpéag pe Paon TNV TOPONIdE TNG NECOYELWNKNG
owatpogns; Oupdcte mov NTav T0 Kpéag YeVIK®G, <do you remember how many
times we should eat meat according to the Mediterranean food pyramid? Do you
remember where meat was?>

180. S65: N1, oto dcvTepoomd mave <on the second level on the top>.

181. S66: Ilpotehevtaio<penultimate.

182. S 67:ITo apwotepd <more on the left side>.

183. T: Aowrdv, 1] KOVOVIKI] TOV ELYOUE, OEV TIG EYETE E0M, N KAVOVIKY] T1)G VYIEIVIG
dwatpogis Tav etov Tpito, <well, the usual one we had, | haven’t got them here,
the usual healthy eating one had it on the third> the third levelzé mave fTav
To yAvkd, Oopdote; <and above them there were the sweets, rememban@> (
makes a movement with her hand to show the)le@hmév, n pecoyciaxn
dwtpogn <well the Mediterranean diet> Mediterranean food pyramid, places meat
ontop of everythingro <the> red meairaivel €d® <goes hereX¥She puts the red
meat on the top of the pyramid she drew).Ok? This is where red meat goes, and
somewhere here we’'ve got the white mishie puts the white meat on the pyramid
she drewSo, what happens now is that, ok let me see, let me hear from you, come
on guys, who can translate this to.niBog va pov to petagpdssr; <who can
translate it for me?> Just explain to me what does it mean white meat on this level
and red meat on top of the food pyramid.

184. S68: Because is, is...

185. T: Is what? Tim? because?

186. S69: Healthier the white meat than the red.

187. T: Excuse me, repeat that again.

188. S70: White meat is like (***(inaudible in English).
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189. S71: Is healthier than the...

190. T: I want you to explain to me how many times a week or a month we should eat
each meat.

191. S72: A, white meat.

192. T: Mape oto <lets go to> red meat. When we say the red meat on top of food
pyramid, what do we mean, Alexandra? What do you think, how many times?

193. S73: Some times a month.

194. T: Very good. So we can eat red meat twice or three times a month. Ok? It goes
twice or three times per montBhe writes next to pyramid “2-3 times /month”
Ok?Onwmg ta <like> sweetsAgv givan étol mov Aépe; <isn't that what we say?>
So, let’'s go now to white meat. White meat on the contrary, we can eat it how many
times?

195. S74 Twice a week.

196. S75: Twice a week.

197. T: Very good!TIam katt to idro <it's again something similar> two, twice or
three times a weeknfites next to pyramid “2-3 times/ week”). So, instead of having
it in a month, we’ve got it a week. But again we have to be careful for the amount,
how much can we eat, ok, we know that we can eat if it's red twice or three times a
month and if it's white meat, we can éaf, twice or three times a week, but how
much? Can | eat as much as possible?

198. S76: No.

199. T: If today is the day | can eat anything can | eat as much as | like Claire?

200. S77: No.

201. T: No, so how much do you think we can eat? OK... Nutritioniséapo@oidyor
<nutritionists> say that it should be the...two thirds of your hand, the palm.

202. S78: Mapdvo; <but only?>

203. T:Yes. It should be this amounthgsshows to them the 2/3 of her palm

204. S79:Kvpio av mo moidun evog popov civar téon; <Mrs if it is a baby’s palm,
is it that small?>

205. S80: AgovTto pmpd dev Tpder <the baby doesn’t eat>.

206. S81:Aniadn av N maraun Tov givar 061, dNrad 1600 kvpia; <if its palm is

that small, only that little? Mrs?>
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207. T: Oy, ovvyBg (***) <no, usually>.

208. S82: Evrager <OK>.

209. T: We have to be careful about what we eat, how mangsta week we eat it,
what else do you think you have in mind? Can | eat every day pork cliopdin
ta <what are the> pork chops?

210. S83: Chopsticks.

211. T: Onog to <like> Chopping board)nétav 11 enpaivel <so what does it mean>
pork chopsZivar €6 mov cag 0shm <let’'s see> lamb chopgshe writes it on the
board, next to lamb)T sirape 61 onpaiver, <What did we say it means?> pork
chops.Tw enpaiver; T onpaiver <what does it mean? What does it mean?> chop;
(shemakes the movement for the word “chop”).

212. Some students: Koppataxkixépo < little pieces, | cut>.

213. T: Képw <I cut>. Ok, so what's a pork chop or a lamb chop?

214. S84: Koppotaxue<little pieces.

215. S85: 'Evakoppdtt <one piece>.

216. T: Ok, givon ov pprlorec<they are the chops>.

217. Class: Ouou.

218. T: Mapwlores. Xopwég prpilores, apvicieg prpiloreg <chops. Pork chops,
lamb chops>. So, let's see this one. So let's say that | am going to eat some pork
chops, ok. Now, in what ways can | cook my pork chop? Guys? How Rene can |
cook my pork chop? A? How can | cook it?

219. S86: In the oven.

220. T: In the oven, so, ways of cookinghe writes “ways of cooking” on the board).
So one way is in the oveshe writes “in the over). What other way?

221. S87: Fried.

222. T: Fried 6he writes it

223. S88: Frozen.

224. T: That’s a kind of meat we find... So what other way, what other way can | cook
it? So it's in the oven, fried, what else?

225. S90: Barbecue.

226. T: Very good, grilled ghe writes ¥ and?

227. S91: Kvpiappalovrag, <Mrs boiled?>
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228. T: Yes, boiled g$he writes it in the ways of cooking). So, do think all ways of
cooking are healthy? Guys? Do you think all these ways are healthy to cook our
food?

229. S92: Yes.

230. T: Yes, you think so. So if | have my bacon fried every day that’'s going to be
perfect.

231. Some students: Yes, no.

232. T: No, a? What can happen? Peter?

233. Peter: You have cholesterol.

234. T: Thank you very much. So | can have cholesterol. Now if | have my pork chops
fried every day Tim, what can happen to me? | will get fat definitely and a lot of...?

235. S93: Death.

236. T: Chol? And most probably | will die from a heard attack from the too many
pork chops | had. So, we have to...we have to be careful of...of the way we cook
our meat, ok? So it's not just how much we eat, we have to keep in mind the ways
of cooking (she shows the ways that she wrote on the bd€oapvika ctopotd
€00 KOl KAV® aQica, amld va Tovpue ota ypiyopa <l was supposed to stop here
and make a poster but let's say quickly> the forms of mdat, 6s kamown @aon o
Tim kat yw Tov Tpémo mov civar éva kpéag <Tim at some point said something
about a form we can find meat in> so if | go to a supermarket in what, in what
forms can | find meat?

237. S94: Frozen

238. T: So | can find frozen measlfe writes i

239. S95: Canned.

240. T: Very good. So it's frozen, t1 enpaiver <what does it mean?> frozen?

241. S96: Kateyvypévo <frozen>.

242. T: Very good! And what other form.

243. S97: Canned.

244. T: Canned. T givon To <what does it mean?> canned?

245. S98: Koveeppomompévo<canned>.

246. T: To koveepPomommpuévo, EEpete Timoto og <canned, do you know anything in>

canned popoi} <form?>
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247. S99: T Tovg okvrovg <for the dogs.

248. S100: Sweet corn.

249. T: No, no,mraps ywo kpéog. 'Eve mpaypa mov... <we'’re talking about meat. One
thing that...>

250. S100: Tuna. Avan givaryapr ekeivo <oh yes, that's fish>.

251. T: Eépete to <do you know> chopped hamp molpme mov TphdTte <the
luncheon meat you eat>

252. Class:Nat.... Oy <yes...no>

253. T: Ok? The sausagesg Aovkavika to pikpd <the sausages, the small ones>
Stop ok guys. Frestshie writes it on the board). What else?

254. S101: Kaavieta<smoked>.

255. S102:Kanvieta <smoked>

256. T: Very good smokedshe writes it on the board). Ok, that’s it. So we can find
frozen, smoked, this or that, ok? So, what | want from yawsag ddom <to give
you>, | am going to give you a piece of paper, what | want you to do is to make a
small poster. So, what's the message today? What's the message? | want to hear it
from you.

257. S104: The red meat is unhealthy.

258. S105: We shouldn’t eat meat a lot.

259. T: So we shouldn’t eat a lot of meat. Very good! What else have we learnt today?
What else Claire?

260. Claire: ...we should eat meat a quant....

261. T: Taking in mind quantity. So we have to be careful how much. Do you
remember how many times a week or a month we should eat meat? .... Twice or...
three times a month for which kind of meat?

262. S106: Red.

263. T: Red and?

264. S106: Twice a week.

265. T: Twice or three times a week for?

266. S106: White meat.
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267. T: White meat, very good! What else have we learnt today?@shtuc 7o 11 6o
kavoope <I'll tell you what we’ll do> What else have we learnt today? Haioua!
<children>.

268. S106: Avte pe meite Timote, povo £y® ovpperéy® <COme on you guys say
something, I'm the only one participating>.

269. T: Nax <yes> come on guys! Maria, we talked about the quantity, we said that we
should eat meat. What do we get from meat?

270. S107: Proteins.

271. T: Proteins and?

272. S108: Vitamin B.

273. T: Vitamin B and?

274. Class: Iron.

275. T: Iron. Very good! What, what kinds of meat we’ve got? We've got....?

276. Class: Red and white.

277. T: Red and white. Which one do we prefer to eat?

278. Class: White.

279. T: White, for what reason Peter?

280. Peter: ...because is not...

281. T: It doesn’t have?

282. Some students & Peter: Cholesterol

283. S109: A lot of fat.

284. Peter: A lot of fat.

285. T: A lot of fat. Ok? Now can you give me the names of some white meat?

286. S110: Chicken.

287. T: Chicken.

288. Some students: ... Turkey.

289. T: Turkey, and?

290. Some students: Rabbit.

291. T: And rabbit. Ok! Give me; give me the names of some red meat.

292. Some students: Pork, lamb, beef, goat.

293. T: Very good! Ok, now. What | want from you now is to make a poster...you can

do something, do a slogamAaén pe éve <that is with a> message, or you can
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divide (she makes a movement to show the word “diYyigeur page and write the
benefits and the dangers of eating mesite(shows the board, where are the
information) and you write down the benefits and the dangers in your own way.

294. S111: Kvpioey®d 0a kavo pe to Colin <Mrs I'll do it with Colin>

295. S112: T vaxéavovpe kopia; <what should we do Mrs?>

296. T: Eima va ddoeTe dvo Tpomovg <l told you to give two ways>.

297. S111: Kvpiayiverar vo kave pe to Colin; <Mrs can | do it with Colin?>

298. T: Xav ac wovpue o... Like for example ...>

299. S111: Greg <Greg>

300. T: O Greg, Eekivnoe va kavel EEpo eyd TL Ba kKavel kol 0o To Palrer va Aéer
ne opoia kovfévre <Greg started doing what he’s doing and then he’s going to
make it say something>. Like a slogan.

301. S111: Kvpiaeyd 0a kave pe o Colin <Mrs I'll do one with Colin>.

302. T: Evta&er, To drho mov prmopeite vo kavere <OK? The other thing you can
do>, you can divide your paper in two pars meite <you’ll say>“dangers of
eding meat” kour <and>"benefits”,to. kohd kor va ypayeTe 0md KATO Kou va,
ypopaticete (she draws it on the boay&the benefits and write under it and colour
it>.

303. S112:Kvpio pmopovpe vo kdvovpe pe Tig koméres;, <Mrs can we do one with
the girls?>

304. T: Nou <yes>, you can sit around the.thé students are working in groups to
make the posters and they speak in Greek

305. S113:Kvpio propovpe va kavoope £va ot Tpeg pog; <Mrs can we do one the
three of us?>

306. T: Ieg pov; <tell me?>

307. S113: Mmopodpeva éva ko ot Tpei; <Mrs can we do one the three of us?>

308. T: No, it's going to be one for you, one for you and @reher but you have to do
it. So, make it now | am going to see it. You can talk about it.

309. S114: Kvpiade 00 kavovpe pali; <Mrs we won't do one together?>

310. T: No ginma <l said>So, what you are going to write Greg?

311. Greg: (***)
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312. T: And what kinds of meat. You have to be careful about the kind of r8kat (
talks with a student about what he is going to do). Oh, that’s nice, what are you
going to write Rea?spe goes to a group of girls).

313. Rea: ...chicken , white meat....pig....red meat

314. T: pig red meat, very good! What about you, Colin?

315. Colin: 8a kéve <I'll do>...

316. T: Can you please say that in English? Because you are correct.

317. Claire: I'll make a person.

318. T: Ok. A person who’s saying?

319. Claire: To... give an advice.

320. T: Ok, that’s good, so you give an advice.

321. S115: Oaxkave ma ayerado <I'll make a cow>

322. T: Cow, you are going to make a cow and a? And a?

323. S116: Chicken.

324. T: Very good, and what does the chicken say?

325. S115: | am very healthy

326. T: Ae 00 kéavere pali. O koBévag 0 01ké Tov. Téhog! LNK® 0md €6 KoL
myawve 6t 0€6m cov va pn og et € <you're not going to do it together.
Each one on its own. End! Stand up and go to your seat before | send you out>. I'm
not going to say it again. Now, ok. Just write somethsfgp (says to other studgnt
Write in Greek. Very goodNa kdavoops ddpo TG Kupiog ApTepig, KAvETE TA
KoAd, ypayete Ta kahd <we’ll make a present to Mrs Artemis, do it well and write
well>, Mrs. Artemis is going to pick them up. That's not, we cannot se¢tétidhg
with a student.

327. S117: To téhewwoo<l finished it>.

328. T: Xpopatioe To <colour it> ... A day, a week? what do you meanRu1 aird
70 éva givan pkpo. Ipaye peydiro ypappata <Yes but the one is small. Write big
letters>1 am going to show you a recipe. Let me show you a recipe.

329. S118: Kvpiart 6a kavovpe Tdpa; <what are we going to do it now Mrs?>

330. T: Oa éciém po svvrayn (she shows to them a recipe on You tukéll show
you a recipe>.

331. S119: To kavapekvpio <we did it Mrs>.
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332. T: To cidate ekeivy ™ pépa, £to1, <you saw it the other day?Shh. So, what |
am going to make? | am going to make what?

333. S120: Chicken.

334. T: Chicken?

335. S121: Chicken fillet.

336. T: Souvlaki. Very good! So, what am | going to use to make our chicken souvlaki
Claire? What are our ingredients?

337. Claire: Chicken.

338. T: Chicken, what else?

339. S122: Cucumber.

340. T: It wasn’t cucumber. What did she use?

341. S123: zucchini

342. T: Very good! What else did she do?

343. S124: Kvpiaro ékava! <I'm done Mrs>.

344. T: Very good. What else did she use? I'm asking you. What else did she use?

345. S125: Lemon juice.

346. T: Lemon juice.

347. S126: Olive oll.

348. T: Olive oil and?

349. S127: Oregano.

350. T: Oregano and some garlic. So... she made a marf@ajgicte 11 €ivan To <do
you remember what is> marinate;

351. S128: Mapwdada<marinate>

352. T: Very good! For how long do we have to leave our chicken in the fridge?

353. S129: Thirty minutes.

354. T: Thirty minutes, listen Nicolas. So what else did she make to accompany
chicken souvlaki? She made a?

355. S130: Tzatziki.

356. T: Tzatziki sauce, very good! What did she use to make the tzatziki sauce?

357. S131: IN'wovpT 6képdo <yoghurt, garlic>.

358. T: Yogqurt, gar?

359. S132: Garlic.
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360. T: Garlic

361. S131: Cucumber.

362. T: Cucumber, very good!

363. S133: To ok6pdg <the garlic?>

364. T: Garlic. And what else?

365. S134: Maivtavé <parsley>.

366. T: And some parsley? No there was no parsley thetet Wse? Ok, so do you
remember...how she...where did she, where did she make the chicken souvlaki?

367. S135: Fried.

368. S136: Tnyavito <fried>.

369. S137: No, smoked.

370. T: How did she make itEirope to ékave papwada. Metd, <we said she
marinated it. Then?>

371. S138: Grilled.

372. T: So, she grilled it in a way! So,...do you remember what did she use for the
souvlaki? Where did she put the souvlaki? On?

373. S139: On a stick.

374. T: On a stick, how does she call that stick? SkEBivol Euiaxwe <they are
skewers> So, she put the chicken on skewelEpacs Ta covfrdkio TaAve
ot0...Tony éha oPfnfice Tov wivaxka <she had put them on...Tony come and erase the
boad please> So she... and she cooked it. How long did it take to cook the
chicken?

375. S140: ...twenty.

376. T: No, it didn’t take twenty minutes. How long did it take to?

377. S140: Ten minutes.

378. T: No, she said eight minutes and before she said as long as it takes. Now, tell me
what else...did she...let's go to the yoghurt, so what did she do with all the
ingredients she picked up for the tzatziki sauce? She? She? Claire! What did she do
with the ingredients of the tzatziki sauce?

379. Claire: A dip.

380. T: Not <yes> she made a dip, but what, how did she make that dip? She... added

them all, where? In a?.Iladwd 11 ékave Ta vikd, Mg Ta ékave To VAIKA Yo
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va kaver To téatlixy, <Children what did she do with the ingredients? How did she
do them to make tzatziki?>

381. S141: Toépole péoo oto <she put them in the> mixer

382. T: And she took the cucumber and what else?

383. S141: The yoghurt.

384. T: The yoghurt and the....

385. S142: Garlic.

386. T: The garlic and the lemon and she mixed them all together very good. So was
the tzatziki sauce ready?

387. S143: Yes.

388. T: Yes it was.

389. S144: What time is it?

390. T: What time is it? It's time for a break

391. Some students: Yes, yes! (the lesson is over and students leave the class).
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Appendix 3: Fieldnotes sample
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Appendix 4: Student Questionnaire (English translation)

| am interested to listen to your opinions regarding the lesson you do using the CLIL
approach. Therefore it would be very important if you answered the following
guestions.

Thank you!

School
Age
Gender
1) Are you taught a subject using a different language? Which subject?
2) Do you like Geography / Home Economics?
3) Do you like Geography / Home Economibsough CLILWhy?
4) What do you like the most (Choose as many as you like):
1) That | use English and not Greek
2) That we don’t use the book a lot
3) That we use a lot of pictures
4) That the lesson is different than the rest of our lessons
5) That I learn new words in English
6) Other.....................
5) During these lessons does your teacher use Greek? Yes/ No
6) During these lessons your teacher (choose one of the following)
1) Uses English more than Greek
2) Uses Greek more than English
3) Does not use Greek
4) Does not use English
5) Uses both of the languages the same
7) Do you have any difficulties when your teacher uses Englisg? Yes/ No Why?
8) Does she do anything to explain a new word or a new idea? Yes/ No

If yes what does she do? (Choose as many as you like):
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1) She explains it using more words in English

2) She shows a picture

3) She makes gestures and body movenents to describe it
4) She says it in Greek

5)0ther....cccoiiiiiiii e

9) From the practices that your teacher uses to explain an English word, what do you
find more helpful?

10) Do you use English during the lesson? Yes / No
11) When do you use English?
12) Is it difficult for you to use English? Yes / No
13) When do you English (choose as many as you like):
1) When | want to answer to a teacher’s question
2) When | want to answer a book’s question
3) When | want to ask the teacher something
4) When | want to ask something from the teacher
5) When | are group working
6) Other..............
14) Do you have any difficulties using English? Yes/ No Why?
15) What would help you use English more during these lessons?

16) When you cannot say something in English what do you do? (Choose as many as
you like)

1) I try to describe it in more words in English

2) | say something else

3) I try to explain it using gestures and body movements
4) | show a picture describing it

5) I say it in Greek

6) | ask a classmate

7) I don’t say anything

8)Other........cooovviiii i
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Appendix 5: Teacher interview script

Education background

Command of English

Teaching experience (how many years, what subjects, schools (city, rural etc)
CLIL teaching experience (what subjects)

CLIL training

S S o

Lesson preparation procedure (how do you decide on the material that will be

used, what will be taught).

7. How do you decide on what will be taught in English and what in Greek?
Explain the choice

8. What is your emphasis while teaching the subject? (to learn the content in
Greek? to use the language, to learn the content in English?)

9. Do you have any difficulties using English to teach?

10.Do you use Greek while teaching? Where and why?

11.Do your students have difficulties when using English?

12.Do your students use Greek during the lesson? Where and why?

13.What is your opinion on the use of the mother tongue in the CLIL classroom?

14.Do you use any other practices to achieve learning? (pictures, songs, gestures)

15.Do you think your teaching aims are achieved?
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Appendix 6: Geography lesson plan
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Appendix 7: Home Economics lesson plan
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Appendix 8: Great lakes of Canada
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Appendix 9: Canada handout
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Appendix 10: Multicultural Canadian society handout
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Appendix 11: Industrial development of Canada
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Appendix 12: Australia handout
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Appendix 13: Australia homework
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Appendix 14: Home Economics book activity
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Appendix 15: Parents’ consent forms (English translation)

Dear parents / guardians,

My name is Artemis Kkouti and | am a EdD candidate at the University of Birmingham,
UK. I am communicating with you today to inform you of a research project that will
take place in your child’s classroom regarding the CLIL approach in which your child is
already participating and ask for your permission. The CLIL (Content and language
Integrated Learning) is an approach that aims to teach a foreign language (English)
together with the teaching of another content subject such as Geography, Home

Economics etc.

The project concerns the use of two languages (Greek and English) within the
framework of these lessons and the educational objectives each one of them fulfills. For
this reason | will be filiming 8 forty-minute Geogrpahy lessons and 4 eighty-minute

Home Economics lessons during which English is used.

Once video recordings are finished, students will be asked to answer an anonymous
guestionnaire on their views on the issues under examination. Please note that there will

be no assessment of students’ performance in those lessons.

| assure you that the data collected will not be used for any purpose other than research
while complete anonymity and confidentiality as regards the views expressed are
ensured. Your consent for your child's participation in this research project is very

important.

For any queries please contact m

Thank you in advance

Artemis Kouti

| accept / do not accepimy child to participate in the above research project.
| accept/ do not accepthe use of data for academic purposes (i.e. conferences, journal
articles)

Signature of parent / guardian:
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Appendix 16: Teachers’ consent forms (English translation)

To teachers,

I would like to ask for your written consent to conduct research in the lessons you teach
using the CLIL approach. As you have already been informed there will be
videorecordings of such lessons (8 forty-minute Geography lessons and 4 eighty-minute
Home Economics lessons).

The aim of this research is to examine the use of English and Greek during these lessons
and not to assess the performance of students or teachers. | would also like to ask for
your consent to conduct an interview lasting about thirty minutes at a time you will
indicate.

| assure you that any data collected will be used solely for research purposes while
anonymity and confidentiality regarding the names or other personal information and
views expressed are also ensured.

The research results will be available upon completion of data analysis.

For any queries please contact m

Thank you in advance for your cooperation

Artemis Kouti

| accept / do not accepto participate in the above research project.

| accept/ do not accepthe use of data for academic purposes (i.e. conferences, journal

articles)

Y [ = (1=
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Appendix 17: Permission to conduct research by Ministry of Education and

Culture, Cyprus

398



Appendix 18: Transcription conventions

T Teacher
S1, S2 etc Unknown Students
35 numbered turns
(Italics) stage information, background actions
<landscape> translation from Greek
Bold Greek words

pause
o, 2] suggesting intonation
CAPS reading aloud
(***) inaudible
[...] transcription omitted
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Appendix 19: Example of analysed transcript
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