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This article focuses on the intercultural communication competence of migrant pupils attending a 
‘Reception/Preparatory Class for the Education of Refugees’ (DYEP), in Greece. More specifically, it 
explores whether the intercultural communication competence of migrant learners can be affected 
by an intercultural educational intervention specifically designed for them, the use of their mother 
tongue, and the use of the WorldWide Web (the Web) in the learning process. It also explores 
whether the attitude of migrant pupils towards the host country can be affected by the intercultural 
educational intervention. To this end, a small-scale case study was conducted, based on a mixed 
method approach, which used a questionnaire given to the migrant pupils prior to and after the 
intervention, as well as a classroom observation list. The results confirmed the hypothesis that a 
cross-cultural educational intervention specifically designed for migrant pupils and including the use 
of the Web and translanguaging practices in the classroom can enhance the intercultural 
communication competence of migrant pupils and their positive attitude towards the host country. 
 

� 
 
Το άρθρο αυτό επικεντρώνεται στην ικανότητα διαπολιτισμικής επικοινωνίας των μεταναστών 
μαθητών που συμμετέχουν σε μια «Δομή Υποδοχής και Εκπαίδευσης Προσφύγων» (ΔΥΕΠ), στην 
Ελλάδα. Συγκεκριμένα, διερευνά κατά πόσον η διαπολιτισμική επικοινωνία των μεταναστών 
μαθητών μπορεί να επηρεαστεί από μια ειδικά σχεδιασμένη διαπολιτισμική εκπαιδευτική 
παρέμβαση, τη χρήση της μητρικής τους γλώσσας και τη χρήση του Ιστού (WorldWideWeb) στη 
μαθησιακή διαδικασία. Διερευνά επίσης κατά πόσον η στάση των μεταναστών μαθητών προς τη 
χώρα υποδοχής μπορεί να επηρεαστεί από τη διαπολιτισμική εκπαιδευτική παρέμβαση. Για το 
σκοπό αυτό, διεξήχθη μια μικρή μελέτη περίπτωσης με βάση την προσέγγιση της μεικτής μεθόδου, 
η οποία χρησιμοποίησε ένα ερωτηματολόγιο που δόθηκε στους μετανάστες μαθητές πριν και μετά 
την παρέμβαση, καθώς και έναν κατάλογο παρατήρησης της τάξης. Τα αποτελέσματα 
επιβεβαίωσαν την υπόθεση ότι μια διαπολιτισμική εκπαιδευτική παρέμβαση ειδικά σχεδιασμένη 
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για τους μετανάστες μαθητές η οποία συμπεριλαμβάνει τη χρήση του Ιστού και των 
μεταφραστικών πρακτικών στην τάξη, μπορεί να ενισχύσει τη διαπολιτισμική επικοινωνία και τη 
θετική στάση των μεταναστών μαθητών έναντι της χώρας υποδοχής. 
 
Key words: Intercultural Communication Competence, Migrant Pupils, the Internet, Mother Tongue, 
Translanguaging 
 
 
 
 
1.  Introduction 
 
The great interconnectivity of people because of migration is an undeniable fact. The numbers are 
impressive. Intercultural communication competence has been explored so far mostly in relation to 
issues such as migrant workers (Byram, Nichols & Stevens, 2001), language learning (Conacher & 
Geraghty, 2014) and travelers (Bochner, Furnham & Ward, 2001). Any reference to the intercultural 
competence of migrant learners is indirectly related to other issues, such as language learning 
(Conacher & Geraghty, 2014) and the use of technology and new media in education (Vlachos, 
2009). So, we can say that the intercultural competence of migrant learners needs to be further 
elucidated. 
 
Most importantly, all reference to migrant learners is made from the host countries’ perspective. 
Only the European Commission Research on ‘Children in Communication about Migration’ 
(European Commission Research, 2007) deals with the intercultural communication of migrant 
pupils and gives voice to their histories and experiences through case studies. 
 
What is more, ‘the United Nations Educational, Scientific and Cultural Organization’ (UNESCO) has 
recently admitted that “education at the time of the survey is insufficient to understand the 
dynamics of education and migration” (UNESCO, 2018, p. 118). On top of that, exploring Greek 
reality, UNESCO claims that Greek educators are deficient in the inclusion of migrant learners in the 
national educational system, due to “their inexperience in intercultural issues” (ibid., p. 64). This 
article therefore seeks to shed light on the way in which the intercultural communication 
competence of migrant pupils and, consequently, their attitude towards the host country can be 
further strengthened in the state school system. 
 
2.  The interculturally competent migrant learner  
 
2.1.  Profile of the interculturally competent migrant learner 
 
Generally speaking, migrant learners are the emergent intercultural speakers in a world where 
national borders are becoming increasingly porous due to the phenomenon of transnationalism 
(Vertovec, 2001). It is obvious, then, that learners, especially migrant learners, must find their way 
through these ‘new social fields’ created by people with different languages and cultures (Basch, 
Blanc-Szanton & Glick Schiller, 1992, p. 14). To this end, migrant learners should become 
interculturally competent learners, who are both “linguistically adept (albeit not ‘native speaker’ 
proficient) and capable of identifying the cultural norms that are often implicit in the language 
behaviour of the groups they meet” (Corbett, 2003, p. 40). 
 
What is more, interculturally competent migrant learners not only “navigate between the languages 
and cultures they know” (Liddicoat, 2004, p.19) but they also “create identities for themselves which 
work in these contexts” (ibid.). As Darvin & Norton (2014) eloquently put it, “When migrant 
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language learners speak, they do not just exchange information, they also reorganize a sense of who 
they are and how they relate to the world” (p.57). Consequently, the classroom becomes “a 
continual site of struggle, as language learners navigate through different contexts of power” (Darvin 
& Norton, 2014, p. 57). In a ‘worldly classroom’ like that, as claimed by Giroux (2007), “politics have 
their own place” (pp. 3-4), and migrant learners can become interculturally competent learners by 
learning not only how to navigate between different languages and cultures, but also how to claim 
new identities. 
 
To that effect, an interculturally competent migrant learner, like any interculturally competent 
communicator, should be aware that “cultures are relative, not absolute, in the sense that there is 
no ‘normal’ way of doing things, but rather that “all behaviour is culturally variable” (Liddicoat, 2002, 
p. 10). It is evident, then, that interculturally successful people perceive their ‘self’ in a broader 
sense. As argued in Pusch, Patico, Renwick, and Saltzman (1981), the effective cross-cultural 
communicator “tolerates ambiguity and accepts personal failures…respects other cultures and their 
peoples, understands his or her own cultural roots and their effect on personal behavior, and has a 
well-developed sense of humour” (p. 99). 
 
In the same vein, Fantini (2000) claims that the effective cross-cultural communicator has “empathy, 
flexibility, patience, interest, curiosity, openness, motivation, tolerance to ambiguity, sense of 
humour, and a willingness to suspend judgment among others” (p. 28). Byram et al. (2001) 
summarize the most important features of the interculturally competent individual, saying that: “He 
or she is someone who has an ability to interact with “others”, to accept other perspectives and 
perceptions, to mediate between different perspectives, and to be conscious of their evaluations of 
difference” (p. 5). 
 
In addition, intercultural communication is characterized by ‘culture shock’. As Dorjee and Ting-
Toomey (2018) argue, ‘culture shock’ is about the stress, the feeling of disorientation, and the sense 
of identity loss you face in a new culture. It may also be expressed by means of psychosomatic 
symptoms, which hinder the efforts of migrant learners to communicate (Barna, 1994, pp. 337-345). 
Consequently, in order to become interculturally competent interactants, migrant learners must 
overcome this negative transition experience and turn it into a positive learning experience of other 
cultures, which will enhance their intercultural understanding and self-efficacy (Milstein, 2005). 
 
2.2.  The interculturally competent migrant learner and the issue of languages 
 
The use of languages in the post-modern reality of super-diversity (Olwig, 2013) is particularly 
challenging. In this context, the idea of ‘one nation, one language’ fades away. Most of the times, 
migrant learners come to the intercultural classroom with disparate linguistic repertoires, which 
reflect their life trajectories, since “a linguistic repertoire reflects a life, not a birth”, as Blommaert  
(2010, p. 171) argues. What is more, migrant learners must ‘harness’ all their idiosyncratic linguistic 
repertoires, including their mother tongue, along with all the new languages of the new linguistic 
community in which they live, so that they are “comfortable and capable in any intercultural 
context” (Liddicoat, 2004, p. 19).  Intercultural contexts are also subjected to great ‘fluidity’, since 
they change not only from country to country, but also from time to time and from space to space 
within the same country (Darvin & Norton, 2014, p. 57). 
 
Bearing in mind “the fluidity and dynamism of the social world” (Darvin & Norton, 2014, p. 57), 
migrant learners do their best and invest in languages “to claim the right to speak” (ibid.). It is clear, 
then, that interculturally competent migrant learners should be very adept at using any linguistic 
resource they have at their disposal in order to communicate effectively. This is consistent with 
translanguaging, which allows students to navigate between different languages in order to 
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understand the words and the behaviors around them (Garcia & Wei, 2014). Translanguaging can be 
implemented by turning the classroom into a ‘third space’, as called by Bhabha (1994, p. 36), a space 
where “hybrid languages and cultures can thrive” (Darvin & Norton, 2014, p. 63). 
 
To start with, in this multicultural classroom, the English language emerges as a long-established 
lingua franca, “a public property used by anyone to express any cultural heritage and any value 
system” (Smith, 1987, p. 3). Furthermore, migrant learners invest in learning the target language of 
their host country, because they “view target language as a necessity or a key to cosmopolitan 
membership” (Darvin & Norton, 2014, p. 57).  
 
What is more, mother tongues are welcomed in the classroom where intercultural exploration takes 
place, because, when someone talks in their second or third language, they never abandon their 
thoughts, feelings and values, which can be expressed only in the mother tongue (Byram, Gribkova 
& Starkey, 2002). By forming their own interpersonal spaces in the classroom, migrant learners 
legitimize their native languages and “reclaim their right to speak” (Darvin & Norton, 2014, p. 57). 
Using their native languages, migrant learners also “see themselves in every aspect of their work at 
school” (Cummins, 2007, p.1) and become more willing to exchange thoughts and ideas. 
 
Another important issue that emerges is that language learning is always politically oriented. 
Indisputably, in the ‘third spaces’, migrant learners “invest in learning and practicing languages, 
because they know that they will acquire a wider range of resources… and these social gains in turn 
will enhance the range of identities they can claim in a particular community” (Darvin & Norton, 
2014, p. 57). Languages are always in a power relationship with cultural identities, and migrant 
learners more or less consciously appropriate languages to claim that power. In this way, “the 
classroom becomes a generative space for intercultural citizens” (Darvin & Norton, 2014, p. 60). 
 
2.3.  The interculturally competent migrant learner and technology 
 
Technology is pervasive in our lives in a more or less conspicuous way. In the case of migration, 
transport developments have undoubtedly increased both “the speed and frequency of this type of 
movement” (Vertovec, 2001, p. 15). What is more, the increasing sophistication in communications 
and especially synchronous communication, such as social networks (Facebook, Twitter) and VoIP 
Phone Calls (Skype, Viber) (Warschauer & Healy, 1998), helps migrants maintain their social 
relationships with their country of origin in these new “social fields” that they create (Basch, Blanc-
Szanton & Glick Schiller, 1992). Thus, migrant learners come to the intercultural class having a clear 
idea of who they are and where they come from. 
 
From an educational point of view, “formal language learning now uses technology, allowing all 
learners equal access to intercultural contact and liberating learning from the physical and temporal 
boundaries of the class” (Conacher & Geraghty, 2014, p. 11). The Internet, among other Web 
applications, is “one of the main media for interacting interculturally” (ibid., p.12), as it gives migrant 
learners the opportunity to explore other cultures, learn about the traditions of peoples, their ethics 
and pop cultures and the latest news from around the world, among other things.  
 
Admittedly, “when language learners interact via the computer, they are seeking more than words 
and phrases; instead, they are trying to make themselves understood and be recognized by their 
interlocutors” (Koufadi, 2014, p. 203). Computer Mediated Communications thus give migrant 
learners the opportunity to negotiate not only Internet messages but also their individual identities. 
 
What is more, the intercultural communication competence of migrant learners is further reinforced 
by the ‘new literacies’ (Leu, Kinzer, Coiro & Cammack, 2004), which refer, among other things, to the 
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ability of learners to use search engines to locate and evaluate information, to interpret multimodal 
texts and videos, and, to have access to Internet translators and dictionaries, in order to refine the 
way in which they are expressed. The cultivation of new literacies allows migrant learners to ‘settle’ 
in the new global high-tech society and acquire a transcultural identity, using technology as the new 
lingua franca. The cultivation of new literacies, promoting intercultural communication competence, 
can be developed smoothly along with the foundational literacies of speaking, writing, reading and 
listening through the blended approach to learning, which combines “both online learning and 
classroom teacher led tuition” (Vlachos, 2009, p. 253).  
 
As summarized in Vlachos (2009), blended learning in the foreign-language learning context, 
promotes the intercultural communication competence of learners by helping them “discover and 
relate to new people from various and diverse social and cultural contexts” (p. 255).  It is, therefore, 
interesting to explore to what extent computer-based practices can affect the intercultural 
communication competence of migrant learners.   
 
3.  Research methodology 
 
3.1.  Research context and research objectives 
 
Drawing on research exploring the profile of interculturally competent migrant learners (see 2.1 
above), the present study deals with the enhancement of the intercultural communication 
competence of migrant pupils in a junior high school in mainland Greece. Although the education of 
migrant pupils came to the fore in the current national education system through a series of laws, 
such as Law 1566/1985 (Government Gazette 167/issue A/30-9-1985), which stipulates that the 
main objective of school education is the full development of pupils’ abilities regardless of gender 
and origin, and the Joint Ministerial Decision 152360/ΓΔ4/2016 (Government Gazette 3049 Β 2016), 
which determines that the education of all refugee and migrant children should take place in 
refugee accommodation centers or in reception classes in public schools, aiming at their gradual 
integration into the national education system, there has been no special provision for the 
intercultural education of these children. What is more, there is evidence that the development of 
the intercultural communication competence of migrant learners in the Greek education system has 
been problematic so far, because “teachers were unprepared, due to their inexperience in 
intercultural issues" (UNESCO, 2018, p. 64).  
 
In the light of the issues raised above, the aim of this research was to explore the intercultural 
communication competence of migrant pupils in the 2nd High School of Fillipiada in mainland Greece, 
using computer-based intercultural activities designed by the researcher and implemented through 
blended learning (see 2.3 above). The aforementioned activities were designed to raise the 
awareness of migrants of various aspects of their host country and, at the same time, to provide 
them with a safe place where they can feel free to express themselves (see 2.2 above). Within this 
specific context, the present research examined the following research questions: 
 

1. To what extent can intercultural activities improve the intercultural competence of migrant 
learners? 

2. Can the use of the mother tongue improve the intercultural competence of migrant 
learners? 

3. Can the use of new technologies improve the intercultural competence of migrant learners? 
4. To what extent can intercultural activities affect migrant learners’ attitudes towards the host 

country? 
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3.2.  Research approach 
 
For the purposes of the present research, a small-scale case study was conducted, and, being a case 
study, it used the best of both a quantitative and a qualitative method (Creswell, 2003). This is why a 
mixed methods research approach is used, based on the quantitative research instrument of a 
questionnaire and complemented by the qualitative research instrument of a classroom observation 
list (ibid.). The quantitative research instrument of questionnaires is employed because 
questionnaires are “extremely versatile and uniquely capable of gathering information quickly in a 
form that is readily processable” (Dörnyei, 2007, xiii, pp. 101-102). Quantitative data were gathered 
through the same questionnaire administered before and after the educational intervention. 
 
On the other hand, the qualitative research instrument of the semi-structured checklist for 
classroom observation is also used (Creswell 2003). This direct classroom observation provides a 
means “of objective measurement of behaviors as they occur in a natural setting” (Nock & Kurtz, 
2005, p. 360). 
 
It is also worth mentioning that, by using this methodological pluralism or triangulation (Heale & 
Forbes, 2013, among others), “we compare the findings from different perspectives and, thus, we 
increase the validity of our results” (ibid., p.98). 
 
3.3.  Research sample and setting 
 
The target population of this research is the refugee and migrant pupils attending certain state 
schools in afternoon hours, due to a special educational program targeted at these children, which 
was launched in October 2016 in Greece (Antoinetta, Danai, & Ziomas, 2017). More specifically, they 
participate in the ‘Reception/Preparatory Class for the Education of Refugees’ (the so-called DYEP) in 
the 2nd High school of Filippiada, in the mainland of Greece.  
 
The level of their English language ability ranged from A1 to A2, according to the Common European 
Framework (Council of Europe, 2011). However, the educational intervention that took place 
employed English as a lingua franca, not as an educational goal. As for e-literacy skills, the pupils 
knew how to use the keyboard and an Internet Explorer, since digital literacy skills are transferable 
(Greene, 2018), and most of the pupils are familiar with the Web 2.0 technologies interface (cell 
phones, i-pods).  
 
Pupils were deliberately selected from secondary education, in order to have the appropriate social 
and linguistic background to respond to the questionnaires exploring their intercultural competence. 
The particular classroom consisted of 20 migrant pupils at the time of the research. This is a good 
representative sample of migrant pupils attending DYEPs, since, according to the latest data, during 
the school year 2017-2018, of the 20,300 migrant children who were hosted in our country, only 
2,026 attended DYEPs (Anagnostopoulou &Vlachou, 2018). 
 
3.4.  Research procedure 
 
The research was conducted in May 2019. It took place in one of the two classrooms in the 2nd High 
School in Fillipiada which were allotted to migrant pupils. The educational intervention designed was 
conducted by the researcher with the cooperation of the substitute teacher of English of that DYEP, 
in three sessions of two successive English teaching courses. 
 
As far as the research tools are concerned, the same questionnaire was given to the pupils one day 
before the start and one day after the end of the educational intervention. The comparison of the 
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tabulated data of both questionnaires using Microsoft Excel helped draw some tentative conclusions 
on the reinforcement of the intercultural competence of the migrant pupils in relation to the 
educational intervention that took place. Finally, the classroom observation lists helped the 
researcher to focus on details that would otherwise have gone unnoticed. 
 
3.4.1. The educational intervention 
 
The educational intervention designed consists of 3 lesson plans of 90 minutes each (Appendix Α). 
The main aim of the first lesson plan, entitled ‘The Olympic Games’, is to help migrant pupils 
enhance their socio-cultural knowledge of the host country, Greece, exploring a global Greek 
cultural heritage, the Olympic games. By watching video excerpts of some Olympic games from the 
3D animated cartoon entitled ‘Shaun the Sheep’ and alternately video excerpts of the same Olympic 
games from authentic Olympic events throughout the world, including their countries of origin, 
migrant pupils may broaden their horizons and reinforce their “ethnorelative worldview”, as Bennett 
suggests (1993, p. 51). They also learn how to deal with diversity, which is perceived as a “difference 
in the orientation towards the world” (Spitzberg & Changnon, 2009, p. 7), selecting their favorite 
Olympic sports and then reflecting on the role of gender in their views and on the involvement of 
disabled people in Paralympics. Finally, they create their own ‘interpersonal space’ in the classroom 
(Darvin & Norton, 2014, p. 57), the so-called ‘third space’, as noted earlier (see Bhabha, 1994, p. 36), 
and bring their daily family life to school by carrying out a survey on the most popular Olympic game 
of their families. 
 
The second lesson plan, entitled ‘Aesop’s fables’, as the title indicates, helps migrant pupils to delve 
into the world-renowned ancient Greek Aesop’s fables. First, they watch ‘The Lion and the Mouse’ 
to discuss some opinion questions about the lion and how it feels about the decisions it has taken, 
with a view to increasing their willingness to pass judgment, a key feature of intercultural 
communication competence (Byram et al. 2001). In the same line of thinking, they watch ‘The Man, 
the Boy, and the Donkey’ and discuss some questions about the correctness of different views in 
order to ‘decenter’, namely “to see how things look from different perspectives” (ibid., p. 5), and to 
develop their ability to tolerate ambiguity in the many different views of people (Pusch et al., 1981) 
as well. Similarly, they watch ‘The Fox and the Stork’, a very well-woven story, this time to consider 
some interculturally sensitive statements pronounced by the two heroes of the fable, which revolve 
around empathy (Fantini, 2000) for those who cannot eat in the usual way, respect for ‘Otherness’ 
(ibid.), which is the cornerstone of friendship, and the need for flexibility through behaviour change, 
taking into account the condition of others (Ellis & Wittenbaum, 2000). In the final stage of this 
lesson, the use of the full range of the pupils’ linguistic repertoire, including their mother tongue in 
their newly created stories, is the realization of translanguaging, as Garcia and Wei (2014) call it, 
which helps migrant-pupils to consolidate their position in the hybrid ‘third space’ (Bhabha, 1994, p. 
36) created in the classroom. 
 
The third lesson plan, entitled ‘Flags’, gives migrant pupils the opportunity to delve into an 
intercultural symbol of the host country, i.e. the Greek flag, in order to compare and evaluate it in 
relation to other flags. Understanding the products and practices of different cultures and having a 
critical view of them, the pupils heighten their critical intercultural awareness, as argued by Zhu 
(2011), which is a guarantee for future intercultural judgments, according to Byram et al. (2001). By 
creating flags, which are used later to make a poster, pupils make the classroom a creative space 
where the different cultural identities are celebrated, and in this way they manage to “reorganize 
the sense of who they are and how they relate to the world” (Darvin & Norton 2014, p. 57).  
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3.4.2.  The questionnaire 
 
In view of the fact that, as noted earlier, questionnaires are “extremely versatile and uniquely 
capable of gathering information quickly in a form that is readily processable” (Dörnyei, 2007, xiii, 
pp. 101-102), a self-reporting questionnaire was drawn up (Appendix B), which was administered 
both in Arabic and in Farsi.  
 
The questionnaire consists of three-domain questions, namely, “the factual, the behavioral, and the 
attitudinal questions” (Dörnyei & Taguchi, 2010, p. 5). Part A consists of some factual questions 
(Appendix B, Questions 1-4), asking the respondents to provide personal demographic information 
about their age, gender, country of origin and language background. Part B (Appendix B, Questions 
5-8) consists of behavioral questions that try to shed light on “what the respondents have done in 
the past” (Dörnyei & Taguchi, 2010, p. 5). By exploring what the migrant pupils have done in certain 
social interactions in the past, we assess their intercultural communication competence, which is 
considered “always interactional” (Kim, 2001, p. 98). Part C, finally, consists of a series of attitudinal 
questions (Appendix B, Questions 9-31), trying to shed light on what the respondents think and, 
more specifically, their attitude, opinions and beliefs (Dörnyei & Taguchi, 2010, p. 5). 
 
The questionnaire used was adapted from the most valid measures of intercultural competence, 
namely the Intercultural Development Inventory (IDI), the Test of Intercultural Sensitivity (TIS), and 
The International Profiler (TIP), using the criteria employed by these psychometric tests, as these 
have been clarified by Camerer (2014).  
 
3.4.3.  The classroom observation list 
 
Taking into account triangulation, which welcomes the pluralism of research instruments (Heale & 
Forbes, 2013; Olsen, 2004), the researcher created a classroom observation checklist template 
(Appendix C) and used it to enrich the research findings with valuable qualitative data observed in 
the immediate school environment, which would otherwise have gone unnoticed (Cohen, Manion & 
Morrison, 2000). 
 
 
4. Research results 
 
The most important research findings are presented below. To begin with, part A of the 
questionnaire (Appendix B/questions 1-4) revealed some important demographic information about 
the research sample). It is worth noting that the pupils’ age ranges from 13 to 17 (Figure 1), without 
much difference between the number of male (40%) and female pupils (60%) (Appendix D/Graph 2). 
 
Moreover, although the target group consisted of Syria (60%) and Afghanistan (40%) pupils, the 
languages spoken by them consist of an amalgam of Arabic (52%), Farsi (35%), Turkish (4%) and 
English (9%) (see Figure 2). It is therefore evident that the target group of pupils is a group of great 
linguistic and cultural diversity, which, in any case, was to be used as a positive element in this study.  
It is also clear, as illustrated in Figure 2, that Greek has been a foreign language for the migrant 
pupils so far. English, on the other hand, has the prestige of a lingua franca, especially for Arab 
countries, as it was used by 7 Arabic pupils, who were taught English in their home country, as the 
researcher discovered through classroom observation and classroom talk. Most interestingly, the 
use of 4 languages by 2 different ethnic groups as a communication medium shows the migrant 
pupils’ ability and need to communicate using their full linguistic repertoires (Blommaert, 2010). 
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Figure 1. Age of migrant pupils 
 
 
 

 
 

Figure 2. Languages spoken by migrant pupils 
 
 
 
Exploring the intercultural behaviour of migrant pupils in their school environment, using the four 
questions shown in part B of the questionnaire (Appendix B/Questions 5-8), showed that offering 
one’s seat to others on the school bus was a major issue of confrontation, with 40% of pupils 
refusing to do so (see Figure 3). Fortunately, as shown in Figure 3, this negative rate was eliminated 
after the intercultural educational intervention and was ‘dispersed’ almost uniformly among pupils 
as follows: 30% rarely offer their seat on the school bus, 40% sometimes offer their seat, and 30% of 
them usually follow the same practice. 
 
As for the use of the mother tongue in the classroom, it seems to be a pervasive practice from the 
outset (see Figure 4), with 55% of the pupils recognizing that they used their mother tongue in the 
classroom and a 15% of them accepting the free and uninterrupted use of the mother tongue - a 
rate that increased significantly to 50 % after the intervention. The data collected through 
observation in the classroom confirmed the findings, showing that the pupils used their mother 
tongue not only to give feedback to the teacher and to regulate their relationships but also to 
express their personal thoughts and feelings. 
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Figure 3. How often migrant pupils offer their seat on the school bus 
 
 
 

 
 

Figure 4. How often migrant pupils use their mother tongue in the classroom 
 
 
 
Part C of the questionnaire (Appendix B/Questions 9-31) shed more light on the intercultural profile 
of migrant pupils. With respect to the life experiences of migrant pupils in Greece (Figure 5), only 
13% showed hesitation in thinking of their lives in Greece as a positive experience, a percentage that 
is negatively estimated but which disappeared after the intercultural educational intervention. 
Moreover, as reflected in Figure 5, 35% of them always considered their life in Greece to be a 
positive challenge - a percentage that soared to 60% after the intervention. 
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Figure 5. How often migrant pupils feel that life in Greece is a positive experience 
 
 
In exploring the beliefs of migrant pupils, the results of the research showed that migrant pupils 
believe that there are more differences than similarities between the two countries. A comparison 
of Figure 6 with Figure 7 below indicates that the number of pupils who initially agree strongly that 
there are differences between the two countries is bigger (60%) than the number of pupils who 
strongly agree that there are similarities between the two countries (30%). However, the number of 
pupils who strongly agree that there are differences between the two countries is significantly 
reduced after the intervention (from 60 % to 45 %) (see Figure 7), suggesting that the pupils 
eventually discovered a lot in common between the two countries. 
 
 
 

 
 

Figure 6. The beliefs of migrant pupils about the similarities between Greek culture and the culture of their 
origin 
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Figure 7. The beliefs of migrant pupils about the differences between Greek culture and the culture of their 
origin 

 
 
In exploring empathy, a small number of migrant pupils initially failed to show empathy (10%) (see 
Figure 8). Fortunately, after the intervention, that percentage was integrated into the 60% of pupils 
who seemed to strongly agree that intercultural empathy helps them to experience the world in a 
more pluralistic way. This is in line with the fact that migrant students showed great care for one of 
their classmates, who had a serious vision problem, as the researcher observed during classes and 
breaks, proving in practice their empathy especially towards people in need. 
 
 
 

 
 

Figure 8. The empathy of migrant pupils 
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It is noteworthy that the migrant pupils showed great variation in their responses concerning social 
flexibility and adaptability (Figure 9). At first, migrant pupils (40%) resisted adaptation to their 
environment, (10%) hesitated to change their behavior and only a small number of them (5%) 
refused to change their behavior to facilitate understanding in their intercultural interactions, even 
after the intervention. 
 
 
 

 
 

Figure 9. The social flexibility and adaptability of migrant pupils 
 
 
 
Not surprisingly, the majority of the migrant pupils (60%) (see Figure 10) strongly agreed on the 
contribution of all the languages they can handle to the effective management of their intercultural 
communication from the outset. The very large increase (90%), after the intervention, in the 
proportion of the migrant pupils who strongly agree on “using their linguistic repertoires in order to 
support mutual understanding” (Helm & Dabre, 2018, p.144) shows that the migrant-pupils 
appreciated all the translanguaging practices implemented in the classroom. 
 
What is more, the migrant pupils strongly agreed that the multimodal nature of the Web made 
learning about the world more fascinating. As observed in the classroom, this was an unprecedented 
experience for migrant pupils, who increased their autonomous learning activity. Furthermore, as 
shown in Figure 11, there was a significant increase, from 30% before the intervention to 85% after 
the intervention, in the proportion of migrant pupils who strongly agreed that online translators and 
thesauri helped them find the right words to communicate more effectively. 
 
The research findings based on question 27 reveal the gradual increase in the positive and 
cooperative attitudes of the migrant pupils towards their host country, expressing their interest in 
learning from their hosts, language and culture, and their interest in making many Greek friends. 
Nevertheless, at the beginning, 10% of the pupils were reluctant to reveal things about themselves, 
30% of them kept a neutral stance, 30% agreed to confide in their Greek friends and 30% were 
willing to trust the Greeks unreservedly (see Figure 12). 
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Figure 10. The views of migrant pupils on the use of their full linguistic repertoire in the classroom 
 
 
 

 
 

Figure 11. The views of migrant pupils about the use of online translators, dictionaries and thesauri in the 
classroom 

 
Most importantly, the majority of the migrant pupils, 45% before and 55% after the intervention, as 
illustrated in Figure 13, fully accept the diversity of Greek people. In spite of that, a small percentage 
of the migrant pupils (10%) refuse to accept the ‘otherness’ of Greeks even after the intervention, 
and they retain a negative attitude towards the cultural differences of their host culture. As talk in 
the classroom revealed, these differences concern Greek eating habits, clothing and gender roles. 
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Figure 12. The attitudes of migrant pupils towards their Greek friends. 
 
 
 
 

 
 

Figure 13. The attitudes of migrant pupils towards the ‘otherness’ of Greeks 
 
 
 
Last but not least, as reflected in Figure 14, a small proportion of the pupils clearly refuse to change 
both before the intervention (10%) and after it (5%), adopting an ethnocentric attitude. Yet, half of 
the migrant pupils agreed to change their behavior, adopting a more flexible and ethnorelative 
worldview, which is a prerequisite for adaptation as well as integration, the more dynamic model of 
intercultural communication competence, according to Bennett (1993). 



Matsouka / Research Papers in Language Teaching and Learning 11/1 (2021)  284-308 

 

299 

 
 

Figure 14. The willingness of migrant pupils to change 
 
 
 
Overall, the findings showed that the intercultural educational intervention strengthened the 
intercultural profile of migrant pupils, increased their curiosity about foreign cultures and their 
respect for otherness. The use of the mother tongue helped them to express their intentions and 
needs in communication. The use of modern technology helped them to explore cultures and use 
online translators and thesauri. Also, their positive attitude towards their hosts became evident 
when they expressed their eagerness to make many Greek friends and to learn more about their 
hosts. Nevertheless, as noted, a small percentage of migrant pupils did not accept the otherness of 
Greeks and refused to change their behavior. 
 
5. Discussion of research results 
 
In this section, the main findings of the study are interpreted in relation to the research questions.  
 
1. To what extent can intercultural activities improve the intercultural competence of migrant 
learners? 
 
It is obvious from the findings regarding the first research question (see Appendix D/Graphs 5 & 9-
17) that the intercultural educational intervention improved the intercultural profile of the migrant 
pupils. It helped them satisfy their curiosity regarding different countries and cultures and recognize 
that “behavior is culturally variable” (Liddicoat, 2002, p.10), thus enhancing their ethnorelative view 
of the world (Bennett, 1993). Moreover, improving their intercultural knowledge through the 
interculturally designed activities, they were able to “understand more their own cultural roots and 
their effect on their personal behavior” (Puschet al., 1981, p. 99). The migrant pupils also learnt to 
respect different opinions and suspend their premature judgment, thus learning to “tolerate 
ambiguity and accept personal failures” (ibid.). Furthermore, they managed to lessen their cultural 
shock by turning it into a positive and creative learning experience (Milstein, 2005). They also 
increased their intercultural critical awareness by “perceiving the discriminations and cultural 
differences between different countries” (Bennett, 2004, p. 65), without renouncing the uniqueness 
of civilizations.  
What is more, the intervention helped some migrant pupils, who had failed to show empathy, to 
“see how things look from a different perspective” (Byram et al., 2001, p. 5). Finally, it helped some 
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migrant pupils increase their intercultural flexibility and change their behavior in order to adapt to 
the new environment. Their hesitation in changing their behavior seems to be an anticipated 
response to the hardships they have endured and to the sense of distrust they have developed.  
 
2. Can the use of the mother tongue improve the intercultural competence of migrant learners? 
 
The results of the second research question (see Appendix D/Graphs 6 & 18-20) show that migrant 
pupils unreservedly believe that the use of their home languages improves their intercultural 
competence, since their mother tongue helps them to express their thoughts and feelings, which 
“can only be expressed in their mother tongue” (Byram et al., 2002, p. 13), thus facilitating their 
intercultural navigation among different languages and cultures. These results are consistent with 
Darvin& Norton’s belief that “by using their native languages, migrant pupils reclaim their right to 
speak” (2014, p. 17). 
 
Taking into account the multicultural environment where migrant pupils live, the use of their full 
linguistic repertoire, including their mother tongue, is required to make meaning of the words and 
the world around them (Garcia & Wei, 2014). This is all that translanguaging is about (ibid.) and the 
migrant pupils welcomed with enthusiasm the conversion of their classroom into a ‘third space’ 
(Bhabha, 1994, p. 36), where “the hybridity of languages and cultures can thrive” (Darvin & Norton, 
2014, p. 63). In conclusion, the use of the mother tongue of migrant pupils and all the languages 
they know should be encouraged in the classroom with appropriate practices and established in 
education policy. 
 
3. Can the use of new technologies improve the intercultural competence of migrant learners? 
 
Concerning the third research question, it was found (see Appendix D/Graphs 7 & 21-25) that the 
Web promoted the intercultural communication of migrant learners. The majority of the migrant 
pupils confirmed that the use of blended learning in the educational intervention and the use of the 
Internet in particular greatly increased their intercultural knowledge and understanding, thus further 
validating the beliefs of Vlachos (2010). Apart from this, the multi-modal nature of the Web, which is 
appropriate for any style of learning, sparked their curiosity to delve into the world around them and 
strengthened their motivation for intercultural exploration, confirming that the Internet is “more 
enjoyable and easy to use” (Teo, Lim & Lai, 1999, p. 34). Last but not least, the use of online 
dictionaries, translators, and theusari boosted the autonomous intercultural development of the 
migrant learners, affirming that the Internet “assists users in performing their tasks more efficiently 
and effectively” (ibid.). Arguably, the Web is the new lingua franca of intercultural communication. 
For this reason, the new literacy skills of information technology should be used to promote the 
skills of intercultural communication competence. 
 
4. To what extent can intercultural activities affect the migrant learners’ attitudes towards the host 
country?  
 
We hope we have managed to show (Appendix D/Graphs 8 & 26-30), even though without 
establishing statistical significance, that the migrant pupils have a favorable attitude towards their 
Greek hosts, with some small variations. Most of the migrant learners showed their positive attitude 
towards their Greek hosts by expressing their great interest in meeting Greek pupils and making 
them their friends. Moreover, most of them had a cooperative attitude, confirming their 
intercultural willingness to learn from their hosts, their language, their culture and their values, with 
a view to minimizing cultural differences. However, when it came to the more ethnorelative 
attitudes of accepting the otherness of Greeks and of changing their behavior in order to adapt to or 
to become integrated into the new environment through their free will (Bennett, 1993), the migrant 
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pupils failed to do so. Some of the migrant pupils kept a neutral attitude at this point, expressing 
their skeptical or even defensive attitude towards the Greek differentiation. The different attitudes 
of the migrant pupils confirmed that intercultural competence is a lifelong learning process (Fantini, 
2000). In the same vein, recent research confirms that intercultural competence is a life process that 
resembles a pendulum with many moves forward and backward (Acheson & Schneider-Bean, 2019). 
 
6. Concluding remarks 
 
The aim of this small-case study was to offer insight into the various aspects of the development of 
the intercultural communication competence of migrant pupils in the foreign language learning and 
teaching context. Interestingly, it has been shown that the use of new technologies integrated in 
blended learning, which combines “both online learning and classroom teacher led tuition” (Vlachos, 
2009, p. 253), reinforces intercultural competence, because the rich multimodal environment of new 
technologies can compensate for the intercultural experience and the immediacy of human 
relationships. The Internet is undoubtedly the new lingua franca of international communication. It 
is also evident that the intercultural learning of migrant pupils presupposes the use of their mother 
tongue in the classroom, because the mother tongue conveys their thoughts, feelings, ideas, 
personal history and identities. This is successfully implemented in intercultural education through 
translanguaging (Garcia & Wei, 2014), where every language, including the mother tongue, is 
welcomed in a transformative and creative way. What is more, it is clear that intercultural education 
affects the attitudes of migrant pupils. Developing their intercultural communication competence 
can make their attitude towards the host country positive and cooperative and can reduce the 
culture shock they face when they come in contact with a foreign culture (Milstein, 2005), thus 
creating the right conditions for peaceful coexistence and social prosperity. 
 
Last but foremost, it is clear that intercultural education should focus on the fact that intercultural 
communication competence is a lifelong learning and evolving process (Fantini, 2000) not only of 
interpersonal skills, such as the openness of ourselves up to others and the adaptation to our social 
environment, but also of intrapersonal skills, such as empathy and critical thinking (Byram et al., 
2001; Deardorff, 2009). All in all, by strengthening the intercultural communication competence of 
migrant pupils, the classroom becomes “a generative space for intercultural citizens” (Darvin & 
Norton, 2014, p. 60), where the pupils learn how to negotiate and claim languages, identities, and, 
ultimately, their own place in the world. 
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Appendix B 
  

Questionnaire (in English) 
 

The self-assessment questionnaire 
 
I would appreciate it if you would like to fill out the questionnaire you have in your hands. I would 
appreciate it if you could answer ALL the following questions. It would help me learn more about the 
intercultural competence of students and become a better teacher. Be sure that your names are not 
needed and will not be used in any way. Keep also in mind that there are no right or wrong answers. 
 
 
PART A: Here are some personal questions. 

 
1. How old are you? Fill in the box with the appropriate number to indicate your age.  ¨ 
2. Place a tick in the appropriate box to indicate your gender. 

Male ¨   Female  ¨ 
3. Where do you come fr om? State your country of origin. Use English to give this answer, 

please. 
 
 

 
4. Name the languages you can use to communicate with someone. Use English to give this 

answer, please. 
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PART B: Here are some questions about how often you do certain things. 
 
Place a tick in the appropriate box to indicate how often you do the things stated below: 
 
How often do you 
 

 
never 

 
rarely 

 
sometimes 

 
usually 

 
always 

5. offer your seat to others on 
the school bus? 

     

6. use your mother tongue in the 
classroom to say what you 
want? 

     

7. use the Web to find out how 
things are done in different 
countries (arts, history, music, 
sports, entertainment)? 

     

8. feel that life in Greece is a 
positive experience for you? 

     

 
 
PΑΡΤ C: Here are some questions about how much you agree or disagree with certain statements. 
Place a tick in the appropriate box to indicate how much you agree or you disagree with the 
following statements: 
  

     
  strongly 

disagree 
disagree neutral agree strongly 

agree 
9. I am curious to know about 

different countries in the 
world. 

     

10. I am aware of the similarities 
between Greek culture and 
the culture of my country. 

     

11. I am aware of the differences 
between Greek culture and 
the culture of my country. 

     

12 I am patient with people with 
special needs. 

     

13. I don’t feel anxious when I talk 
to people from other 
countries. 

     

14. I respect people who have 
different opinions than mine. 

     

15 You should get to know other 
people well, before you pass 
judgement on them. 

     

16. It is important to put yourself 
in someone else’s shoes. 
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17. You should change your 
behavior, taking into account 
the needs of other people. 

     

18. My mother tongue helps me 
find the right words to 
communicate my ideas to 
people. 

     

19. My mother tongue helps me 
find the right words to express 
my feelings and open myself to 
others. 

     

20 It is important for me to use all 
the languages I know (mother 
tongue, target language, other 
second languages) in the 
classroom, in order to express 
effectively my feelings and 
ideas. 

  
 
 

   

21. I find out more about Greek 
culture through the Web. 

     

22. I find out more about the 
culture of my country through 
the Web. 

     

23. I am curious to find out more 
about the countries of the 
world through the Web. 

     

24. Computers make learning 
about other cultures more 
fascinating. 

     

25.  Online translators, 
dictionaries and thesauri help 
me find the right words to 
express my feelings and 
thoughts more effectively. 

     

26. I am eager to make a lot of 
Greek friends. 

     

27. I am willing to share things 
about myself with my Greek 
friends. 

     

28. I am willing to learn from my 
hosts, their language and their 
culture. 

     

29. I accept the fact that my hosts 
and I may be different in 
ethics, habits, and religion. 

     

30.  I am willing to change so that 
my hosts and I can live happily 
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PΑΡΤ D: Here is one final question for you 

 
Fill in the gap with the word that best suits you and makes the sentence true for you. 
 
31. Greece seems a(n) __________________ country to me. 
 friendly 
 foreign 
 free 
 difficult 
 beautiful  
 ugly 
 other word...    
 

 
 
 
 
 
 
 

Appendix C 
 
 
Name of observer     Date of observation 
Number of students observed    Class observed 

Languages 
used 

Place (�) if 
appropriate 

Comments 
 

Greek  for  
English   for 
Arabic   for 

Persian  for 
Technology   

Computers are used  for 
 

Intercultural 
characteristics 

 
 

Examples 
 

Patience with others   
 

Flexibility   
 

Willingness to 
suspend judgment 

  

Sense of humor   
 

together with mutual 
understanding and respect. 
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Respect for 
“Otherness”: they 
interact regardless of 

  

 gender   
 

nationality   
 

other   
 

Attitudes/ 
What they think 

about Greek 

 
 
 

 
 
 

 teachers   
 

friends   
 

culture   
 

history   
 

other   
 

Other   
 

 
 
 
 
 
 

Maria Matsouka (matsouka.mariad@gmail.com) is a graduate of the National and 
Kapodistrian University of Athens in Greek and English Language and Philology, and 

holds a master's degree with distinction in English Language Teacher Specialization from 
the Greek Open University. She currently teaches English in the public sector. Her 
research interests include educational technology, lifelong learning, intercultural 

education, assessment, and prevention theories for high-risk students for school failure. 
 
 
 
 
 


