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Abstract 

This article-based dissertation aims to explore immigrant students’ 
experiences of teaching methods and learning environments in three 
Icelandic universities. The main goal is to provide deep insight into immigrant 
students’ perspectives on the learning process and to find out which teaching 
methods they consider being relevant. Furthermore, the dissertation’s goal 
is to analyse the main challenges, including language-related issues, that 
immigrant students experience during the learning process and what support 
services are available to them. The study aims to make an important 
contribution to the current discussion about immigrant students’ position in 
higher education. The study is relevant in the Icelandic context because it is 
the first extensive research project conducted in Iceland about immigrant 
students’ experiences of higher education.  

The theoretical background of the study includes constructivist theory, 
multicultural education theory and second-language teaching and learning 
theories. The main focus is on learner-centred and culturally responsive 
approaches to teaching that encourage students to be independent and 
active learners, to use previous experiences in the learning process and to 
exchange knowledge with teachers and peers. When it comes to second- 
language teaching and learning theories, the study mainly focuses on 
communicative approaches to teaching and the methods that incorporate 
the teaching of grammar in lessons that are primarily focused on 
communication or meaning.  

The research is a qualitative study, based on focus groups and individual 
in-depth interviews. Forty-one first-generation immigrants who are pursuing 
higher education in one of the three target universities on an undergraduate 
level participated in the study. The participants have been recruited through 
maximal variation sampling based on characteristics such as age, gender, 
origin, field of study, number of years in Iceland and proficiency in the native 
language(s), Icelandic and English.  

The findings revealed that, although the participants’ experiences of the 
learning process are mainly positive, they encounter different challenges, 
which are often language related. In some cases, they lack information on 
available support services, and thus, they rarely use them. According to the 
findings, culturally responsive teaching and assessment are uncommon as 
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fully established methods. The findings indicate that the majority of 
assessment methods are summative and involve high-stakes final 
examinations.  

Group work was also one of the main themes in the interviews, and the 
participants’ experiences of this vary from being highly positive to negative. 
The majority of the participants have taken courses in Icelandic as a second 
language to improve their language skills. Their perspectives on language 
teaching are varied. While they are generally satisfied with the courses 
where implicit teaching methods are applied, their attitudes towards courses 
using explicit teaching of grammar are often negative.  

The study highlights the importance of shifting away from a traditional 
lecture-based approach to learner-centred approaches to teaching, such as 
culturally responsive teaching, assessment and support. These are likely to 
create an empowering learning environment where every student has equal 
opportunities and access and feels valued. The findings have been presented 
and discussed in five academic papers that are included in this dissertation. 
The papers provide a coherent picture of the patterns in the collected data 
and reveal different dimensions of the participants’ experiences of the 
learning environments and teaching methods in the Icelandic universities. 

 
 
 

Keywords: immigrants; higher education; multicultural education; culturally 
responsive teaching; qualitative research  
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Ágrip 

„Það er ekki eingöngu kennarinn sem talar, þetta eru samskipti“ 
Reynsla innflytjenda í háskólanámi af námsumhverfi og kennsluaðferðum 

í íslenskum háskólum  
 

Tilgangur þessa doktorsverkefnis í formi vísindagreina er að skoða reynslu 
innflytjenda af kennsluaðferðum og námsumhverfi í þrem íslenskum 
háskólum. Meginmarkmiðið er að veita innsýn í reynslu innflytjenda af 
háskólanámi og athuga hvaða kennsluaðferðir þeir telja að henti þeim til 
náms. Ennfremur er markmið verkefnisins að skoða helstu áskoranirnar, þar 
á meðal tungumálaörðuleika sem innflytjendur takast á við í námsferlinu og 
hvaða stoðþjónusta stendur þeim til boða. Rannsóknin er mikilvægt innlegg í 
þá umræðu sem nú er í gangi um stöðu innflytjenda í háskólanámi á Íslandi 
og í Evrópu. Rannsóknin hefur einnig gildi í íslensku samhengi vegna þess að 
þetta er fyrsta umfangsmikla rannsóknarverkefnið sem unnið hefur verið á 
Íslandi um reynslu innflytjenda af háskólanámi og kennsluaðferðum.  

 Fræðilegur bakgrunnur rannsóknarinnar er þríþættur og byggir á 
hugsmíðahyggju, hugmyndafræði fjölmenningarlegrar menntunar og 
annarsmálsfræði. Aðaláherslan er lögð á nemendamiðaða- og 
menningarmiðaða nálgun á kennslu, sem hvetur nemendur til að vera 
sjálfstæða og virka námsmenn, að nota fyrri reynslu sína í námsferlinu og að 
deila vitneskju með samnemum og kennurum. Hvað varðar kennslu annars 
máls og námskenningum þeim tengdum er aðaláhersla þessarar rannsóknar 
lögð á tjáskiptaaðferðir. Slíkar aðferðir teljast vera nemendamiðaðar og 
hvetja nemendur til að taka virkan þátt í námsferlinu og tileinka sér tungumál 
í gegnum samskipti við samnemendur og kennara.  

 Þetta verkefni er eigindleg rannsókn þar sem gagna er aflað með 
rýnihópum og ítarlegum einstaklingsviðtölum við innflytjendur. Þátttakendur 
eru fjörutíu og einn háskólanemi sem eru í grunnnámi við einn af þeim þrem 
háskólum á Íslandi sem rannsóknin náði til. Við val á þátttakendum var leitast 
við að hafa sem jafnasta dreifingu eftir upprunalandi, aldri, kyni, lengd búsetu 
á Íslandi, námssviði, íslenskukunnáttu, enskukunnáttu og kunnáttu í 
móðurmáli. 
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 Niðurstöður leiddu í ljós að þrátt fyrir að reynsla þátttakendanna af 
námsferlinu sé aðallega jákvæð, þurfa þeir að takast á við ýmsar áskoranir, 
sem eru oft tungumálatengdar. Í sumum tilvikum skorti þá upplýsingum um 
tiltæka stoðþjónustu og var þjónustan því sjaldan nýtt. Niðurstöðurnar sýna 
þar að auki að menningarmiðuð kennsla er sjaldan  notuð sem heildstæð 
kennsluaðferð. Niðurstöðurnar gefa til kynna að námsmat er yfirleitt lokamat 
og felur í sér lokapróf sem hefur mest vægi. Hópavinna var einnig eitt af 
meginþemum viðtalanna en reynsla þátttakenda af henni er breytileg allt frá 
því að vera mjög jákvæð til neikvæðrar. Meirihluti þátttakenda hefur tekið 
námskeið í íslensku sem öðru máli til að bæta tungumálakunnáttu sína. 
Viðhorf þeirra til tungumálakennslu eru fjölbreytt. Nemendurnir eru almennt 
ánægðir með námskeið þar sem óbeinar kennsluaðferðir (e. implicit teaching 
methods) eru notaðar en hinsvegar eru skoðanir þeirra á beinum 
kennsluaðferðum (e. explicit teaching methods) við kennslu í málfræði oft 
neikvæðar. 

 Rannsóknin varpar ljósi á mikilvægi þess að hverfa frá hefðbundinni 
kennslu sem byggir á fyrirlestri í átt að nemendamiðuðum aðferðum við 
kennslu, svo sem menningarmiðaðri kennslu, menningarmiðuðu námsmati 
og stuðningi. Líklegt er að slíkir kennsluhættir skapi styrkandi námsumhverfi 
þar sem sérhver einstaklingur hefur jöfn tækifæri, jafnan aðgang að menntun 
og telur sig vera metinn að verðleikum. Niðurstöðurnar hafa verið birtar í 
fimm fræðigreinum sem eru hluti af þessari ritgerð. Greinarnar veita 
heildstæða mynd af rannsókninni, þeim mynstrum sem er að finna í 
gögnunum sem safnað var og draga fram mismunandi upplifun þátttakenda 
af námsumhverfi og kennsluaðferðum í íslensku háskólunum. 

 
 
 

Efnisorð: innflytjendur; háskólanám; fjölmenningarleg menntun; 
menningarmiðuð kennsla ; eigindleg rannsókn 
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1! Introduction 

Immigration around the world is changing the cultural composition of 
societies and bringing new opportunities and challenges to educational 
institutions at all levels. In order to acknowledge diversity and provide equal 
access to education regardless of ethnicity, language skills, socioeconomic 
status or any other status, educational institutions adjust their curricula, 
implement new teaching methods, provide relevant support and develop 
inclusive policies (e.g. Altbach, Reisberg, & Rumbley, 2009; Banks, 2009; 
Gaebel & Zhang, 2018; Sinacore & Lerner, 2013; Todorovski, Nordal, & Isoski, 
2015).  

The proportion of immigrant students in higher education institutions is 
often viewed as an indicator of successful integration in society (European 
Commission/EACEA/Eurydice, 2015; Gaebel & Zhang, 2018). A number of 
studies on immigrant students in higher education have been conducted 
around the world (e.g. De Vita, 2002; Ecklon & Rønn, 2007; Erisman & 
Looney, 2007; Jabbar & Hardaker, 2013; Lau & Lin, 2017; Owens & Lynch, 
2012; Popov et al., 2012). Studies conducted by Erisman and Looney (2007) 
and Owens and Lynch (2012) explored the barriers that immigrants 
encounter when they sought to enrol in colleges and universities in the USA. 
Their research revealed several challenges that immigrants experienced 
during the learning process, including language-related issues, the lack of 
relevant support and cultural prejudice. Jabbar and Hardaker (2013) 
researched the role of culturally responsive teaching for supporting ethnic 
diversity in a British university. De Vita (2002) and Popov et al. (2012) 
specifically studied multicultural group work in British and Dutch universities 
respectively, and what impact multicultural group work has on student 
performance. Ecklon and Rønn (2007) explored non-ethnic Danes’ 
experiences of the Danish health education system with a focus on how 
students adapted to the Danish educational culture, and their participation 
during the education process. Lau and Lin (2017) investigated international 
students’ perspectives on the learning process and teaching methods applied 
in a bilingual university environment in Taiwan, where both Chinese and 
English were used as languages of instruction.  

The aforementioned studies all point out that higher education has a 
positive impact on immigrants’ self-image, contributes to their sense of 
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belonging and generally improves their integration into societies. Education 
empowers immigrants and gives them the confidence to seek better jobs and 
to contribute to further development of their societies. In the European 
context, the Bologna Process Implementation Report (European 
Commission/EACEA/Eurydice, 2015) reveals that immigrant students in 
many European countries are less likely to participate in higher education 
and are early school leavers. The participation gap between native-born and 
foreign-born students in Iceland, Norway, Finland and Sweden, is between 
four and eight percentage points (European Commission/EACEA/Eurydice, 
2015). The statistics in Norway show that, while the overall number of people 
pursuing higher education is growing every year, the number of immigrants 
pursuing higher education is gradually dropping (Tønnessen & Larsen, 2018).  

Studies in North America show that, besides language-related issues, 
immigrant students must negotiate multiple identities when pursuing 
tertiary studies, i.e., ethnic, national and student identities. They sometimes 
also find themselves in a grey zone somewhere between local, exchange and 
international students (Buddington, 2002; Maramba, 2008; Sinacore & 
Lerner, 2013). These results indicate that more research should be 
conducted to better understand immigrant students’ experiences and the 
reasons for immigrants being less likely to pursue higher education and more 
likely to drop out.  

1.1 Icelandic context and previous research 

The number of immigrants in Iceland is growing every year. According to 
Statistics Iceland, the percentage of immigrants was 12.6% of the total 
population of the country in 2018 (Statistics Iceland, 2018b). The percentage 
of second generation immigrants was 1.3% and other residents with foreign 
backgrounds was 6.9% (Statistics Iceland, 2018b). In other words, 20.8% of 
the population of Iceland had a foreign background of some sort in 2018. 
Statistics Iceland provides an official definition of term immigrant as a person 
who is born abroad to parents and grandparents who were also born abroad 
(Statistics Iceland, 2018b).  

According to the Organisation for Economic Cooperation and 
Development, immigrants are the foreign-born population of a country, i.e., 
all residents who have ever migrated from their country of birth to their 
current country of residence. Immigrants often have a different native 
language than the population of their current country of residence, and some 
elements of their background, such as language and culture, will always be 
part of the immigrants’ identity (OECD/European Union, 2015). According to 



 

3 

Statistics Iceland (2018b), second generation immigrants are persons born in 
Iceland who have two parents who were immigrants. Residents with foreign 
backgrounds are either persons with one immigrant parent or persons born 
abroad with both parents born in Iceland (Statistics Iceland, 2018b).  

With the expansion of the immigrant population, the number of 
immigrant students in Icelandic universities is growing as well. There are no 
official numbers on how many immigrant students are registered because 
the registrars classify students according to their citizenship, and they rarely 
distinguish between immigrant, international and exchange students. Since 
some immigrants have become Icelandic citizens, it is difficult to obtain 
concrete numbers on immigrant students who are pursuing and graduating 
from higher education in Iceland. However, according to numbers published 
by Statistics Iceland, approximately 19% of all newly registered university 
students were non-Icelandic citizens in autumn 2017 (Statistics Iceland, 
2018a). 

In this research, the term immigrant student is applied to immigrants 
pursuing tertiary studies. The term immigrant student differs from the terms 
international student and exchange student. The term international student 
has a much broader meaning and defines anyone who is enrolled in courses 
at institutions of higher education who is not a citizen of the country where 
the institution is located (Open Doors, 2004). The term exchange student 
refers to foreign students who travel abroad to live and study as part of a 
scholarly exchange such as the Erasmus programme. Exchange students are 
registered in their home universities and usually study abroad for one or two 
academic terms (Open Doors, 2004).  

Several smaller-scale studies have been conducted in Iceland focusing on 
immigrant students in higher education. Ragnarsdóttir and Blöndal 
conducted two studies on immigrants pursuing higher education in Iceland. 
The first study, University education in light of globalization1 (Ragnarsdóttir 
& Blöndal, 2007), involved 16 undergraduate students at the University of 
Education, now the School of Education at the University of Iceland. The 
study revealed that, although the participants held positive attitudes 
towards education in general, they experienced marginalization and some 
prejudice during the educational process (Ragnarsdóttir & Blöndal, 2007). 
They described how their previous experiences and knowledge were less 
valued and even ignored (Ragnarsdóttir & Blöndal, 2007).  

 
1  Háskólastigið í ljósi hnattvæðingar: Rannsókn á stöðu og reynslu erlendra 

nemenda við Kennaraháskóla Íslands. 
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The second study, A multicultural learning community: Students’ 
experiences of studies in education program at the school of education, 
University of Iceland2  (Ragnarsdóttir & Blöndal, 2014), focused on seven 
immigrant women enrolled in the undergraduate program of International 
Studies in Education, which is taught in English and specifically designed for 
students of foreign origin. The findings highlighted the importance of 
educational programs designed with special attention to culturally 
responsive teaching methods (Ragnarsdóttir & Blöndal, 2014). The 
participants in the study stated that education had had a positive impact on 
their lives and empowered them. They were thankful for having the 
opportunity to pursue a university education in English. During their studies, 
they experienced equality, social justice and democracy (Ragnarsdóttir & 
Blöndal, 2014).  

A case study of the International Studies in Education programme was 
conducted by four professors who taught in and/or created the programme 
(Books, Ragnarsdóttir, Jónsson, & Macdonald, 2011). The findings showed 
that, even though the process of creating the program and putting it in 
practice was challenging, the outcomes were positive. The programme 
contributes to the important goal of making education accessible to 
everyone, and the experiences of the students in the programme are 
generally positive. The results of this case study are comparable to the results 
of Ragnarsdóttir’s and Blöndal’s (2014) research. 

Although earlier research in Iceland provides some insight into immigrant 
students’ experiences of higher education, these studies are limited to one 
department or undergraduate programme. This makes the current study 
highly relevant because it explores the experiences of immigrant students 
who are pursuing higher education in different departments and 
programmes in three Icelandic universities.  

The University of Iceland, a public university, was established in 1911 in 
Reykjavík. As of 2017, it had 12,296 registered students (University of 
Iceland, 2018). As Iceland’s biggest university, the University of Iceland offers 
a variety of programmes and has a significant number of immigrant students. 
The University of Akureyri is a public university that was established in 1987. 
It is located in northern Iceland and had 2,074 registered students in 2017 
(University of Akureyri, 2018). Reykjavík University, a private university, was 
established in 1998. It is located in Reykjavík and had 3,800 registered 

 
2  Fjölmenningarlegt námssamfélag: Reynsla nemenda af alþjóðlegu námi í 

menntunarfræði við Háskóla Íslands.  



 

5 

students in 2016 (Reykjavik University, 2017). These three universities offer 
study programmes on all academic levels. The undergraduate programmes 
in these universities are generally taught in Icelandic, except for single 
courses designed for exchange students, the International Studies in 
Education BA and language-based bachelor degrees that are taught in the 
target languages. 

1.2 The origins of the study 

The study is a part of the larger Educational Aspirations, Opportunities and 
Challenges for Immigrants in University Education in Iceland (2016-2018) 
project that is funded by the Icelandic Research Fund (Rannís). The project is 
the first extensive study on immigrants at universities in Iceland. The project 
is managed by seven researchers, each researcher with his or her own area 
of interest. The main research areas are immigrants’ educational aspirations 
and access to formal university education in Iceland, immigrants’ 
experiences of teaching methods and learning environments, obstacles that 
immigrants face during their studies, support available for immigrant 
students, policies regarding immigrant students, university staff members’ 
perspectives on communication with immigrant students and immigrant 
students’ future plans and career opportunities. 

The research is a qualitative interview study that involves both focus 
groups and individual in-depth interviews. Forty-one immigrant students 
who have studied at one of the three target Icelandic universities on the 
undergraduate level for at least one year participated in the study. The 
participants were recruited through maximal variation sampling (Creswell, 
2008) based on characteristics such as age, gender, country of origin, field of 
study, number of years in Iceland and proficiency in their native languages, 
Icelandic and English.  

1.3 The aim of the study  

The present study “It is not only the teacher who is talking; it is an exchange” 
focuses on immigrant students’ experiences of teaching methods and 
learning environments. The quotation in the title is from an interview with a 
student whose experiences of teaching methods and communication with 
teachers were positive. The student highlighted the importance of being able 
to actively participate in the learning process, use previous experiences and 
cultural background and exchange knowledge with teachers and peers.  

The aim of the study is to provide deep insight into immigrant students’ 
experiences of the education process and learning environments in the three 
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Icelandic universities. Further, it explores which teaching methods the 
participants consider to be relevant and empowering. The findings will make 
a significant contribution to the discussion about immigrant students’ 
positions in higher education in Iceland and to the general dialogue on 
teaching and learning, especially in the light of the emphasis on learner-
centred approaches to teaching. Additionally, understanding immigrant 
students’ challenges provides higher education institutions with an 
opportunity to develop relevant support services to eventually improve 
accessibility to higher education. 

1.3.1 The research questions  

The main research question is: “What are immigrant students’ experiences 
of the learning environments and teaching methods used in Icelandic 
Universities?” In this research, the term learning environment is used to 
describe the learning context and school culture in the target universities, 
including course organization, university policies, support services and 
teacher-student and student-student interactions. The term teaching 
methods is defined here as a combination of principles and approaches that 
teachers use and apply during the teaching process to facilitate students’ 
learning.  

To answer the main question, five academic papers have been written for 
publication in double peer-reviewed journals. Each paper addresses the main 
research question from a different perspective, and together, they create a 
coherent picture of immigrant students’ experiences of higher education in 
Iceland. The research questions in each paper are listed below.  

¥ Paper I: Kennsla og stuðningur í íslenskum háskólum - Reynsla 
innflytjenda [Teaching and Support in Icelandic Universities. 
Immigrant Students’ Experiences]  

 What are immigrant students’ experiences of the learning process 
in Icelandic universities?  

 What are immigrant students’ perspectives on teaching methods 
and educational support?  

 What challenges do immigrant students encounter during the 
learning process in Icelandic universities? 

¥ Paper II: Immigrant Students’ Experiences of Higher Education in 
Iceland: Why does Culturally Responsive Teaching Matter? 
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 What are immigrant students’ experiences of culturally responsive 
teaching, applied to some extent by several teachers?  

 What are immigrant students’ perspectives on workload and 
language-related issues?  

 What are immigrant students’ perspectives on the relations with 
teachers, and why are power-sharing and equality in the classroom 
are important for immigrant students?  

¥ Paper III: Communication and Group Work in the Multicultural 
Classroom: Immigrant Students’ Experiences  

 What are immigrant students’ perspectives on multicultural group 
work and what challenges do immigrant students encounter during 
the group-work process? 

 What are immigrant students’ experiences of communication with 
teachers during the learning process? 

 What are immigrant students’ reactions to and reflections on the 
learner-centred approach and culturally responsive teaching 
methods applied by some teachers? 

¥ Paper IV: Icelandic as a Second Language: University Students’ 
Experiences.  

 How do immigrant students experience the teaching methods of 
Icelandic as a second language?  

 What are the participants’ reactions to and reflections on implicit 
teaching methods that focus on developing communicative skills? 

 What are the participants’ experiences of courses where explicit 
teaching of grammar is applied? 

 What are the participants’ experiences of communication with 
teachers during the learning process? 

¥ Paper V: Immigrant Students’ Experiences of Assessment Methods 
Used in Icelandic Universities. 
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 What are immigrant students’ experiences of the assessment 
methods, including summative, formative and group assessment, 
used in three different universities in Iceland?  

 What are immigrant students’ perspectives on special support 
offered by the Icelandic universities during the examination 
periods?  

The goal of the papers is not only to provide insight into immigrant 
students’ experiences of teaching methods and learning environments in the 
three target universities, but also to call on educational institutions to take 
steps towards equality in universities by introducing and applying culturally 
responsive teaching and learner-centred teaching as fully established 
methods in higher education and by providing relevant educational support 
to immigrant students.  

1.4 Phases of the study and publication of the papers 
The research project started in 2016 and took three years. The project 
included four overlapping phases. The first phase focused on reviewing 
literature and preparing for data collection. During the first phase, two pilot 
interviews were conducted to test the interview questions and adjust the 
interview guide. During the second phase, the data was collected through 
focus-group and individual interviews. The third phase, or the analytical 
process, started after the first interview was transcribed, and the whole 
analytical process was carried simultaneously with the data collection phase. 
The data was constantly coded and compared. The final phase focused on 
writing academic papers and publishing the findings.  

Five academic papers were written during the final phase. The first paper 
was written in Icelandic with three co-authors who are also involved in the 
umbrella project Educational Aspirations, Opportunities and Challenges for 
Immigrants in University Education in Iceland (2016-2018). It was published 
in Netla – Online Journal on Pedagogy and Education. The second paper was 
written in English with three co-authors who are involved in the 
aforementioned project. It was published in Nordic Journal of Comparative 
and International Education. The third, fourth and fifth papers were written 
in English in collaboration with the supervisor of the research project Hanna 
Ragnarsdóttir. The third paper was published in the European Journal of 
Educational Research. The fourth paper was published in in Tímarit um 
uppeldi og menntun – Icelandic Journal of Education. The fifth paper was 
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published in Multicultural Education Review. The author of the dissertation 
is the first author on all five papers. 

1.5 The structure of the dissertation 
The dissertation includes six chapters. The first chapter is an introduction 
that presents the study, the research questions and the study’s relevance in 
international and Icelandic contexts. The second chapter is the theoretical 
framework of the research project. The theoretical framework includes 
constructivist theory, multicultural education theory and second-language 
teaching and learning theories. The third chapter presents the research 
design and methodology. Data collection and analysis are described in detail. 
The fourth chapter presents the main findings of the research. In the fifth 
chapter, the findings are discussed and related to the theories and previous 
research. The research questions are answered, and some conclusions are 
reached. The most surprising findings are highlighted, and potential 
limitations of the project are discussed. The sixth chapter is a conclusion, that 
includes several final remarks. The dissertation also includes the five 
academic papers in their original forms and five appendices where readers 
can find the participant information sheet, focus group and individual 
interview guides and code networks that were used in the analytical process.  
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2! Theoretical Framework 

The theoretical framework of the study is made up of constructivist theory, 
multicultural education theory and second-language teaching and learning 
theories. The constructivist theory provides a basis for a learner-centred 
approach to education, which equips students with tools that help them to 
develop their skills, construct their own knowledge and become critical 
thinkers. Multicultural education takes learner centredness to the next level 
and adds the dimension of culture to the constructivist theory.  

While there are considerable similarities between these theories, 
multicultural education theory highlights the importance of motivating 
students to view their languages and cultural heritage as strengths. 
Multicultural education theory aims to provide equal opportunities to all 
students regardless of their status and makes education an empowering and 
enriching experience of knowledge and culture exchange. Language-related 
issues are among the most frequently discussed issues in the field of 
multicultural education. Hence, language support and language teaching are 
important elements of education for culturally diverse student bodies, 
including immigrants. When it comes to second-language teaching and 
learning theories, special attention is given to those teaching methods that 
are learner centred and focus on students’ active participation in the 
language learning process. This chapter explores these theories and results 
of relevant previous research.  

2.1 Constructivist theory 

Constructivism is an umbrella term that is applied in different contexts. 
However, the underlying principle of constructivism that is common to all 
perspectives are the concepts of active discovery and construction of 
knowledge (Birenbaum, 2003). Constructivist theory is an old tradition. It has 
been used since the Classical period in Ancient Greece and has slowly 
developed throughout the centuries (Hawkins, 1994).  

In education, constructivism is opposed to the traditional approach to 
teaching that views education as a knowledge transmission to students from 
teachers and teaching materials such as books (Brooks & Brooks, 1993). 
According to constructivist theory, the role of teachers transforms from 
merely being a source of knowledge to becoming a mentor and advisor who 
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makes the learning process multidimensional by both transmitting new 
knowledge to the students and encouraging students to think critically and 
challenge the presented knowledge in order to create their own knowledge 
base (Schiller, 2009). The constructivist theory places students in the centre 
of the learning process and emphasises the development of each student’s 
skills. Additionally, special attention is given to students’ backgrounds and 
previous experiences and how they may impact the knowledge constructed 
during the learning process (Jones & Brader-Araje, 2002; Wright, 2011).  

The constructivist theory emphasises discovery as an essential element of 
the learning process and learning is considered to be active knowledge 
construction performed by students themselves (Birenbaum, 2003; 
Cornelius-White, 2007). According to Birenbaum (2003), reflection is an 
important component of knowledge construction, and “for learning to occur, 
the learner has to activate prior knowledge, to relate new 
information/experience to it and restructure it accordingly” (p. 18). 
Furthermore, constructivist theory highlights the importance of applying a 
learner-centred approach to teaching because it promotes interaction in the 
classroom, activates students and encourages them to think critically (Brooks 
& Brooks, 1993; Henson, 2003). The role of teachers is to generate topics for 
discussion and maintain an encouraging learning environment that 
motivates students and promotes active learning (Henson, 2003; Karpouza & 
Emvalotis, 2019). Previous research conducted at different school levels 
shows that those students who experienced learner-centred approaches 
developed positive relations to peers and teachers, became more innovative 
and learned how to use a wider range of instructional resources, such as 
online, multimedia, human, and printed resources (e.g. Cornelius-White, 
2007; Gerdy, 2002; Schiller, 2009; Webber, 2012).  

2.1.1 Learner-centred vs. lecture-based teaching 

Learner-centred approaches to teaching derive from the constructivist 
theory and define teaching strategies that focus on students’ interests and 
experiences and allow students to take an active part in the learning process 
(Henson, 2003). Learner-centred teaching is in contrast to conventional 
lecture-based teaching, often called a teacher-centred approach, where 
students passively acquire knowledge from a teacher (Cornelius-White, 
2007). In this dissertation the term lecture-based teaching is chosen, 
although teacher-centred approach is also often used in the reviewed 
literature. Lecture-based teaching is a more neutral term, that emphasises 
that the teaching is led by teachers, whose primary goal is still to educate 



 

13 

students (Struyven, Dochy, & Janssens, 2010). Although lecture-based 
teaching has been used throughout the centuries, it has some significant 
weak points, making it less relevant in modern society (Grant & Hill, 2006; 
Smart, Witt, & Scott, 2012). The lecture-based approach is a non-
participatory passive model, where students are dependent on a teacher 
who is the primary source of knowledge to be transmitted to students, who 
have little chance to criticize it or construct their own knowledge (Grant & 
Hill, 2006; Smart, Witt, & Scott, 2012). In contrast to lecture-based teaching, 
learner-centred approaches provide students with an opportunity to become 
critical thinkers and create their own knowledge during active discussions 
with teachers and peers (Brown, 2003).  

A European research group that conducted extensive research on 
students’ experiences of learner-centred approaches to teaching highlighted 
some main features of learner-centred teaching. These include the 
importance of understanding students’ different background knowledge, 
learning styles, needs and interests and acknowledging that it is not possible 
to find a universal teaching method that fits everyone (Todorovski et al., 
2015).  

Teachers are encouraged to carefully select learning materials, adapt 
them to students’ goals and look for ways to increase student engagement 
in the learning process (Misseyanni, Papadopoulou, Marouli, & Lytras, 2018). 
Furthermore, the implementation of learner-centred teaching helps to 
create an empowering culture where students are given real choices and 
their feedback is valued by teachers and policymakers (Brown, 2003; 
Todorovski et al., 2015). Learner-centred approaches to teaching give 
students more power to control their educational processes and develop 
their responsibility. Power is no longer exclusively in teachers’ hands; 
students are also allowed to decide what they learn and how (Brown, 2003). 
This is very relevant in higher education, where teacher-student relations are 
reported to play an important role in education process (Karpouza & 
Emvalotis, 2019). A recent report published by the European University 
Association also highlights the relevance of learner-centred teaching to 
higher education institutions in Europe and points out that learner-centred 
teaching fosters critical and independent thinking, has a positive impact on 
the students’ sense of responsibility and attitudes towards the learning 
process (Gaebel & Zhang, 2018).  
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2.1.2 Formative and sustainable assessment 

Appropriate assessment methods play an important role in the learning 
process. Historically, assessment was regarded as a measuring tool for 
students’ achievement based on standardized criteria (Schiller, 2009; Yorke, 
2011). This type of assessment is usually referred to as summative 
assessment and involves high-stakes examinations and assignments in the 
form of written exams and final essays (Nicol & Macfarlane-Dick, 2006; 
Yorke, 2011).  

The main critique of summative assessment methods is that these do little 
to promote active learning. They also separate assessment from the learning 
process and do not provide narrative feedback that students could use to 
improve their performance. Finally, they do not assess the depth of the 
acquired knowledge (Boud, 2000; Falchikov, 2005; Medland, 2016). Another 
weakness of summative assessment, especially in the form of final 
examinations, is the possibility that some students will develop exam 
anxiety. According to Struyven, Dochy and Janssens (2003), “the anxious 
person's negative self-appraisals are not only unpleasant to experience, they 
also have undesirable effects on performance because they are self-
preoccupying and detract from task concentration” (p. 210). The extensive 
critique of summative assessment has led to developing more appropriate 
assessment methods, such as formative, sustainable and, later, culturally 
responsive assessment. 

In contrast to summative assessment, formative assessment focuses on 
students’ development. It aims to determine what students still need to 
learn, and it produces feedback on their performance that is likely to 
motivate further learning (Medland, 2012; Nicol & Macfarlane-Dick, 2006; 
Webber, 2012; Wright, 2011). Formative assessment strongly emphasises 
the importance of integration of assessment in the learning process, as these 
are inseparable parts of education (Birenbaum, 2003; Medland, 2016). 
Formative assessment is considered to be a constructivist approach that 
reflects on the quality of learning outcomes rather than measuring an 
achievement (Birenbaum, 2003; Schiller, 2009). 

Formative assessment is normally associated with low-stakes tests and 
assignments that are applied evenly throughout the learning process (Nicol 
& Macfarlane-Dick, 2006; Padilla & Borsato, 2008). Low-stakes assignments 
involve observations, weekly quizzes, interviews, journaling, writing samples, 
breaking down larger projects in parts and providing feedback on drafts 
(Falchikov, 2005; Gielen, Dochy, & Dierick, 2003; Padilla & Borsato, 2008). 
Constructive feedback is considered to be a central feature of formative 
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assessment because it motivates students, promotes critical thinking and 
gives them opportunities for further development (Carless, 2007; 
Birenbaum, 2003; Nicol & Macfarlane-Dick, 2006; Schiller, 2009; Yang & 
Carless, 2013). Teachers are encouraged to provide narrative feedback on 
the current assignment before starting the new one (Shull, 2005).  

Despite the positive elements of formative assessment methods, some 
theorists question their empowering value because power still lies in the 
teachers’ hands. It is difficult to see how students can be empowered if they 
depend on their teachers’ evaluation and follow feedback solely provided by 
teachers (Boud, 2000; Boud & Falchikov, 2006; Gielen et al., 2003). The 
concept of sustainable assessment was presented in several works by David 
Boud and Nancy Falchikov. They claim that the purpose of assessment is to 
empower students and encourage them to undertake their own assessment 
to develop a sense of responsibility that will be beneficial in the future (Boud, 
2000; Boud & Falchikov, 2006). According to Boud and Falchikov (2006), 
“neither teachers nor a curriculum drive learning after graduation; it is the 
desires of learners, the initiatives they take and the context in which learning 
takes place that are powerful influences” (p. 402). The main principles of 
sustainable assessment are grounded in constructivist theory because it also 
emphasises critical thinking and active participation in the learning process 
(Boud, 2000). Sustainable assessment involves activities such as peer 
assessment, self-assessment and collaborative assessment (Boud, 2000; 
Falchikov, 2005; Falchikov & Goldfinch, 2000).  

Peer assessment aims to increase students’ involvement in the learning 
process and to promote knowledge exchange between peers (Carless, 2007; 
Falchikov, 2005; Yang & Carless, 2013). Previous research has revealed that 
peer assessment also had a positive impact on students’ knowledge levels, 
reduced the impact of power-relations and led to better classroom 
attendance (Carless & Boud, 2018; Topping, 2003; Yang & Carless, 2013). 
Earlier studies also reported that peer assessment stimulated critical and 
deep-level thinking (Struyven et al., 2003). However, several studies pointed 
out that students’ degree of involvement varied greatly and that students 
had mixed feelings about peer assessment primarily because they 
questioned their ability to provide fair grades and were reluctant to fail peers 
(Falchikov, 2005; Struyven et al., 2003). 

Boud (2000) considers self-assessment to be an essential element in 
promoting lifelong learning and encouraging students to become effective 
lifelong assessors, i.e. to be able to assess their own work and professional 
development in the future. Despite positive elements of self-assessment, 
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Falchikov (2005) points out that, in some cases, students assess themselves 
based on overall performance and take less notice of individual assessment 
criteria. This may result in some students overestimating their performance. 
Additionally, Falchikov (2005) introduces the idea of collaborative 
assessment that involves both students and teachers in the assessment 
process by sharing the responsibility for selecting the assessment criteria and 
performing the assessment itself. 

When it comes to assessment, several theorists point out that taking 
students’ perspectives on assessment methods into consideration and 
allowing them to discuss and/or select the assessment criteria is a more 
reliable way of motivating them (Carless, 2007; Falchikov, 2005; Struyven et 
al., 2003). An extensive review of the literature on assessment methods 
revealed a clear preference for formative and sustainable assessment 
methods, especially in higher education (e.g. Boud & Falchikov, 2006; 
Medland, 2016; Struyven et al., 2003). However, theorists agree that the 
implementation of new assessment methods is a challenging process 
because new methods can only be beneficial when students are well 
informed of the purposes of the assessment and understand the assessment 
criteria (Falchikov & Goldfinch, 2000; Struyven et al., 2003, 2005; Webber, 
2012).  

Carefully chosen teaching methods in combination with appropriate 
assessment establish a motivating learning environment where every 
student can become an independent learner. Furthermore, it is important to 
take into consideration students’ cultural backgrounds and previous 
experiences when working with a diverse group of students. 

2.2 Multicultural education 

The term multicultural education can be defined as education for diversity 
since its goal is to cultivate equitable education for all students regardless of 
language, race, ability, cultural background, socioeconomic status or any 
other status. Multicultural education was established to counteract the 
hegemony which caused the marginalization of certain groups of students 
(Parekh, 2006). The multicultural education tradition endeavours to 
eliminate the predominant power structures that place students from 
minority groups, including immigrants, in a discriminatory position from 
university curricula (Banks, 2016).  

Although the term multicultural education is often used interchangeably 
with intercultural education by both theorists and researchers (e.g. Gorski, 
2006; Hill, 2007; Rego & Nieto, 2000), there is an awareness of some 
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differences between these terms. Holm and Zilliacus (2009) point out that 
the differences are often unclear, highly depend on context and in many 
cases the researchers refer to the same thing when using these terms. 
Furthermore, the differences in use are in many cases geographical. For 
example, in Australia, Finland and Great Britain multicultural education is 
commonly used term, while in Netherlands and Sweden the researchers 
prefer the term intercultural education (Holm & Zilliacus, 2009). In Iceland 
the term multicultural education (fjölmenningarleg menntun) is normally 
used (e.g. Gunnþórsdóttir, Barillé, & Meckl, 2017; Ólafsdóttir, Ragnarsdóttir, 
& Hansen, 2012; Ragnarsdóttir & Blöndal, 2014). Despite geographical 
preferences, the term intercultural is in some cases perceived as excessively 
emphasising the negotiations and interactions between different cultural 
groups in culturally diverse societies (Gundara, 2000). Additionally, the term 
antiracist education is used by critically oriented researchers, who look 
specifically at discriminatory power structures and prejudices existing in 
culturally diverse learning environments (Kailin, 2002; E. Lee, 2009). In this 
dissertation, the term multicultural education is chosen, and the current 
chapter mainly includes references to the theory and studies where the term 
multicultural education is consistently used.  

The goals of multicultural education are to provide students with current 
knowledge, to encourage them to preserve their commitment to their 
cultures and to value their previous experiences and backgrounds (Banks, 
2009; Nieto, 2010). Multicultural education plays an important role in 
developing positive attitudes towards diverse students, including immigrants 
within educational institutions (Banks, 2016; Parekh, 2006). Further, it 
creates a framework for teachers and policymakers who are willing to adjust 
their practices to ensure social equality, particularly equal rights to education 
by, for instance, developing teaching methods suited to diverse students and 
offering better support for all students regardless of cultural background or 
any other status.  

This chapter highlights the principal features of multicultural education 
that are common for both compulsory and higher education. Multicultural 
education theorists, including James Banks and Geneva Gay, usually do not 
explicitly differ between the different levels of education when describing 
the features of multicultural education, including culturally responsive 
teaching.  

In the book Rethinking Multiculturalism, Parekh (2006) criticises 
monocultural education by pointing out that “[m]onocultural education 
stunts the growth of the critical faculty [...] Monocultural education also 
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tends to breed arrogance, insensitivity and racism” (p. 226). In contrast to 
monocultural education, multicultural education stimulates dialogue 
between cultures, promotes critical and independent thinking and motivates 
students to look at the world from different and broad perspectives (Banks, 
2009; Parekh, 2006).  

Nieto (2010) pointed out the problem of under-representation in 
educational institutions in her work The Light in Their Eyes: Creating 
Multicultural Learning Communities. Although she primarily focuses on 
compulsory education, some of her findings are relevant for all educational 
levels, including higher education. Nieto (2010) explains that the aspirations 
of members of minority groups, including immigrants, about education are 
lower than members of dominant groups. This under-representation leads to 
the maintenance of prejudices within institutions. However, the theorists 
highlight the fact that it is not enough to be culturally inclusive in a 
multicultural educational environment (Guy, 1999; Parekh, 2006). Instead of 
simple inclusion, educational norms and goals should be re-evaluated and 
changed to address the needs of students with diverse backgrounds, 
including immigrants.  

Teachers are very important in multicultural education as they have to be 
aware of diversity in the classroom, try to connect to every student, make 
the teaching process more personal and allow students to apply previous 
knowledge in their learning (Nieto, 2010). Both Nieto (2010) and Banks 
(2016) criticized school personnel for implementing teaching methods based 
on the needs of the majority of society while ignoring the background, 
experiences, culture and languages of minority groups. Holmen (2014) 
analysed the patterns of labelling students according to their language 
abilities in universities in Denmark. Her study reveals that Danish universities 
very seldom motivate students with diverse backgrounds to take a full 
advantage of their linguistic capacity during the educational process 
(Holmen, 2014). The main emphasis is put on Danish and English, followed 
by the Scandinavian languages, while the immigrant languages are hardly 
ever mentioned (Holmen, 2014).  

Multicultural education theory promotes a learner-centred approach to 
teaching (Banks, 2009), conceptualised by Gay (2018) as culturally responsive 
teaching, that encourages students to use their cultural background, 
including languages during the education process. Culturally responsive 
teaching will be discussed in detail in the following section. Furthermore, 
theorists claim that, in many cases, teachers have to reflect on questions of 
power-sharing in a classroom because power issues have a great impact on 
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the success of students with culturally diverse backgrounds, including 
immigrants (Guy, 1999; Parekh, 2006). Classroom interactions, including 
teacher-student and student-student are complex processes, that are often 
based on different power relations. According to Cummins (2012), there are 
two types of power relations: coercive relations of power and collaborative 
relations of power. The former refers to the classical image of power 
exercised by a dominant group or individual, while the collaborative relations 
of power refer to the notion of empowerment, i.e. being encouraged to 
achieve more (Cummins, 2012). Furthermore, Cummins (2012) highlights 
that “[w]ithin collaborative relations of power, power is not a fixed quantity 
but is generated through interaction with others. The more empowered one 
individual or group becomes, the more is generated for others to share” (p. 
4). The notion of empowerment is central in multicultural education which 
underlines the importance of equality and power sharing in the classroom 
(Banks, 2016). The learning process is often regarded as a knowledge 
exchange where teachers and students share their knowledge on a specific 
topic (Banks, 2016; Gay, 2018).  

Banks (2009) developed and described five distinctive dimensions to 
visualise the framework and highlight the features of multicultural education 
that could potentially help teachers and policymakers who are implementing 
multicultural education principles in practice.  

 

Figure 1. The dimensions of multicultural education  
(Banks, 2009, p. 15).  
 
Banks (2009) explains that all five dimensions of multicultural education are 
equally important; they are interrelated and overlap in some cases.  
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Content integration emphasises the importance of using a variety of 
teaching materials from various cultures and introducing key concepts and 
theories developed in different cultures. According to Banks, knowledge 
construction “describes teaching activities that help students to understand, 
investigate, and determine how the implicit cultural assumptions, frames of 
reference, perspectives, and biases of researchers and textbook writers 
influence the ways in which knowledge is constructed” (p. 16). In other 
words, knowledge construction encourages critical thinking and triggers 
active participation and discussions in the classrooms. Prejudice reduction 
highlights the importance of developing more democratic and positive 
cultural attitudes. Equity pedagogy’s main goal is to assure that all students 
have equal opportunities and access to education and receive appropriate 
educational support. The fifth dimension is an empowering school culture. 
This focuses on educational institutions as a whole and their obligations to 
create an environment where every student will experience educational 
equality and cultural empowerment regardless of ethnic, social or any other 
status.  

Although understanding of the dimensions of multicultural education and 
its goals is important for all academic personal, policymakers and 
administrators, a great responsibility is put on teachers, who are encouraged 
to apply culturally responsive teaching methods suitable for diverse student 
populations, look for different ways of communicating knowledge, and 
understand the need for individual support for students.  

2.2.1 Culturally responsive teaching 

Culturally responsive teaching (Gay, 2018; Villegas & Lucas, 2002) is a 
learner-centred approach within multicultural education theory and a 
framework for understanding many of the complex instruments that underlie 
the specifics of teaching diverse students. This approach was also 
conceptualised by Ladson-Billings (1995) as culturally relevant pedagogy and 
further developed by Paris (2012) into culturally sustaining pedagogy. These 
approaches focus, first and foremost, on incorporating students’ previous 
knowledge, experiences, cultures and languages into the educational process 
to create a rich multicultural learning environment where every opinion and 
all experience is valued, and students are encouraged to relate their newly 
acquired knowledge to their previous experiences (Gay, 2018; Paris, 2012; 
Villegas & Lucas, 2002). It is important to mention that culturally responsive 
teaching is not exclusively relevant to minority group students, it is beneficial 
to everyone regardless or cultural background or any other status (Gay, 2018; 
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Nieto, 2010; Villegas & Lucas, 2002). The concept of culturally responsive 
teaching has been primarily used in literature and research in compulsory 
education. However, the underlying features of culturally responsive 
teaching are relevant to higher education as well.  

The aforementioned concepts include a significant common element, the 
idea of culture. Although the meaning of the word culture seems obvious, it 
is actually multidimensional and can be explained in different ways. A 
significant feature of culture is that it is acquired, learned and socially 
constructed, and it is not in any way a genetically inherited phenomenon 
(Valdiviezo & Nieto, 2015). Nieto (2010) addresses the challenge of defining 
culture. Initially, Nieto (2010) provides a primary definition of culture as “the 
ever-changing values, traditions, social and political relationships, and 
worldview created, shared, and transformed by a group of people bound 
together by a combination of factors that can include a common history, 
geographic location, language, social class, and religion” (p. 78). Later, Nieto 
(2010) points out that culture is a multifaceted, dynamic and non-linear 
phenomenon where new cultural values can be adapted and later rejected 
depending on various factors. Furthermore, culture is seen as a context-
dependent phenomenon that can be influenced by social, political, economic 
and other factors (Nieto, 2010).  

Culturally diverse student bodies, including those with immigrants, bear 
different cultural characteristics. The role of culturally responsive teachers is 
to explore students’ cultures through dialogue and to create a multicultural 
environment based on active knowledge exchange, which enriches and 
empowers students (Gay, 2018; Nieto, 2010; Quaye & Harper, 2007). 
According to Gay (2018), culturally responsive teachers celebrate diversity in 
the classroom by allowing students to relate newly acquired knowledge to 
their culture and previous personal experience. Culturally responsive 
teaching methods create a link between school and the outside world. 
Students are no longer balancing between two cultures but incorporating 
one culture into the other (Gay, 2018).  

Marchesani and Adams (1992) presented a model that creates a 
framework for teachers who work with diverse students. The model includes 
four essential steps of 1) understanding the teacher’s cultural identity; 2) 
understanding students’ cultural identities; 3) composing an inclusive 
curriculum based on the students’ experiences and cultures, especially on 
their strong points; and 4) applying relevant teaching methods (Marchesani 
& Adams, 1992). This model is very similar to a model presented by Gay 
(2001). However, Gay (2001) combines Marchesani and Adams’ (1992) first 
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two steps into one and calls it “developing a cultural diversity knowledge 
base” (p. 106).  

A cultural diversity knowledge base should be acquired through active 
dialogue between teachers and students. Especially in the early stages, it is 
important for teachers to be welcoming and open and not to project their 
own worldviews and opinions onto the students (Gay, 2001; Nieto, 2010). 
The next step described by Gay (2001) is identical to the third step described 
by Marchesani and Adams (1992). It is the teacher’s ability to provide a 
curriculum grounded in the cultural diversity knowledge base. Creating a 
multicultural curriculum is regarded as a significant and challenging step. It 
is important for teachers not to include something from every culture in the 
world, which is impossible and ends with a trivial and superficial curriculum 
(Parekh, 2006). Instead, teachers are encouraged to “familiarize students 
with the major representative forms of the subject in question, concentrate 
on some of them, and so stimulate them that they follow up the rest on their 
own” (Parekh, 2006, p. 227).  

The next step, according to Gay (2001), is the teacher’s demonstration of 
cultural caring and building up a learning environment based on trust and 
cooperation, where students and teachers become partners who work 
together to solve problems and construct knowledge. Furthermore, it is 
essential to promote cross-cultural communication in the classroom through 
comparing knowledge and transmitting ideas. Gay’s (2001) final step is 
somewhat identical to Marchesani and Adams’ (1992) and emphasises 
putting relevant teaching methods into practice and creating cultural 
harmony in the classroom.  

The concepts of culturally responsive teaching and culturally relevant 
pedagogy have been re-evaluated and have evolved into the concept of 
culturally sustaining pedagogy through a critique of the concepts discussed 
above (Paris, 2012). The critique derives from questioning whether the terms 
relevant and responsive really reflect the teaching and research based on 
them. According to Paris (2012), “the term culturally sustaining requires that 
our pedagogies be more than responsive of or relevant to the cultural 
experiences and practices of young people—it requires that they support 
young people in sustaining the cultural and linguistic competence of their 
communities while simultaneously offering access to dominant cultural 
competence” (p. 95). In other words, the aim of culturally sustaining 
pedagogy is to move from the static notions of relevance and responsiveness, 
that focus on pedagogy which is appropriate in a particular period of time, 
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and to emphasise an idea of sustainability that will support students in the 
future (Paris, 2012; Paris & Alim, 2014).  

Ladson-Billings, who introduced the term culturally relevant pedagogy 
supports the concept of culturally sustaining pedagogy (Ladson-Billings, 
2014). Furthermore, Ladson-Billings criticises some teachers who claim to 
apply teaching methods which focus on cultural diversity, for being one-
dimensional and not fully translating research into practice. The critique is 
based on the notion that teachers are often focused on content integration 
and ignore other important dimensions of culturally relevant pedagogy, 
including encouraging students to think critically about policies and practices 
that may have an influence on their lives inside and outside educational 
institutions (Ladson-Billings, 2014). The concept of culturally sustaining 
pedagogy can also be related to the concept of sustainable assessment that 
empowers students, encourages them to perform their own assessment and 
develops a sense of responsibility that will be valuable in the future life 
(Boud, 2000; Boud & Falchikov, 2006).  

Overall, culturally responsive/relevant/sustaining teaching is about caring 
for every student, allowing everyone to actively participate in the learning 
process and bringing in personal experiences and knowledge. Previous 
research in higher education shows that culturally responsive teaching plays 
an important role in supporting students with diverse backgrounds in 
universities and ensuring that all students have equal access to education 
(Books et al., 2011; Jabbar & Hardaker, 2013; Ragnarsdóttir & Blöndal, 2014). 
Students and teachers are encouraged to work together, exchange 
information and learn from each other. The learning environment becomes 
rich and productive when it reflects the cultures and experiences of all 
participants (Banks, 2009; Nieto, 2010). According to one of the pioneers of 
culturally responsive teaching, “culturally responsive teaching benefits 
everyone! It improves the educational achievement of ethnically, culturally, 
racially, linguistically, and socially diverse students” (Gay, 2015, p. 136).  

2.2.2 Multicultural group work 

Establishing positive and productive peer-to-peer interactions are as 
important as maintaining positive relations between teachers and students 
(Jones & Brader-Araje, 2002; Smart et al., 2012). Group work can serve the 
purpose of activating students and promoting interactions within the groups. 
Overall, it plays an important role in students’ integration into the university 
environment (Hassanien, 2006; Popov et al., 2012).  
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When it comes to multicultural classrooms, several researchers suggest 
that group work has a positive effect on students’ academic performance, 
promotes cross-cultural knowledge exchange and empowers students (e.g. 
De Vita, 2002, 2005; Kimmel & Volet, 2010; Sweeney, Weaven, & Herington, 
2008). Multicultural group work is also reported to be successful in the 
elimination of cultural stereotypes, misconceptions and prejudices that may 
exist in multicultural classrooms (De Vita, 2002, 2005).  

Although the main goals of multicultural group work are highly positive 
and highlight the importance of collaborative work and active knowledge 
exchange, some students still hold negative preconceptions about 
multicultural group work and try to avoid it by asking teachers to allow them 
to choose group members (De Vita, 2002, 2005; Popov et al., 2012). The 
results of previous research suggest that teachers should assign group 
members in order to create more balanced groups and prevent the 
marginalization of some students (De Vita, 2002, 2005). Additionally, 
students occasionally see cultural differences as barriers instead of 
advantages and worry about free-riding that may occur during the work 
process (Maiden & Perry, 2011; Popov et al., 2012; Ragnarsdóttir & Blöndal, 
2007; Sweeney et al., 2008).  

Popov et al. (2012) studied students’ attitudes towards multicultural 
group work in a university in the Netherlands. The study highlighted some 
issues. The participants pointed out that difficulties occurred because of 
some group members’ insufficient language skills and general 
communication problems within the groups, likely related to students’ 
different learning styles (Popov et al., 2012). Furthermore, Holmen (2014) 
highlighted that language-related issues can result in students being less 
active during class discussions and even withdrawing from group work.     

De Vita (2002) conducted a study at a British university to find out 
whether assessed multicultural group work would really pull British students’ 
grades down. The findings disproved this misconception and emphasised the 
positive effects multicultural group work has on all members’ academic 
performance (De Vita, 2002). On the other hand, a study conducted by 
Moore and Hampton (2015) at an Australian university with diverse a student 
population revealed that students classified as high-performing with respect 
to individual assignments received lower grades for group assignments, 
while mid-performing students received higher grades. However, the 
researchers found no correlation between students’ backgrounds and the 
differences in grades received for the group and individual assignments, 



 

25 

which suggests “that individual ability rather than background may be 
implicated in these differences” (Moore & Hampton, 2015, p. 403).  

Teachers can significantly help students to eliminate negative 
preconceptions and improve their attitudes towards multicultural group 
work (De Vita, 2005; Forehand, Leigh, Farrell, & Spurlock, 2016; Hassanien, 
2006) by focussing their students’ attention on the opportunity to explore 
new cultures, to learn about group members’ different cultural backgrounds 
and to view their own culture from different perspectives (Kimmel & Volet, 
2010; Sweeney et al., 2008). Furthermore, group work can be more beneficial 
if it involves more holistic assessment approaches that are regarded as 
formative and sustainable. This includes teachers allowing students to take 
some control of the assessment process and to provide continuous peer 
feedback during the work process (Almond, 2009; Falchikov, 2005; Topping, 
2003). A combination of the aforementioned practices can create a positive 
learning environment where group work will be seen as a unique opportunity 
to exchange knowledge and work together to achieve better results. 

2.2.3 Culturally responsive assessment 

The theorists and researchers in the field of multicultural education 
emphasise how assessment that is not done with equity in mind can have a 
negative impact on some students’ learning outcomes and well-being. 
Eventually, it can be a reason behind students’ negative experiences of the 
learning process (Montenegro & Jankowski, 2007; Nieto, 2010; Slee, 2010). 
Culturally responsive assessment is a form of learner-centred assessment 
that is applied in educational institutions with diverse student populations. 
Culturally responsive assessment takes students’ cultures, previous 
experiences and individual learning styles into consideration and assesses 
learning rather than measuring achievement based on standardised criteria 
(Slee, 2010). Teachers are encouraged to discuss the assessment criteria with 
the students, involve them in the assessment process, develop students’ 
autonomy and apply formative and sustainable assessment methods such as 
peer- and self-assessment (Montenegro & Jankowski, 2007; Sambell, 
McDowell, & Sambell, 2006). Additionally, previous studies suggest that 
teachers should take extra time to explain all assessment criteria and 
introduce the local assessment culture to the students with diverse cultural 
backgrounds because some seemingly well-known assessment methods for 
domestic students may be unclear for students of immigrant backgrounds, 
as they may not have experienced them before (Boesch, 2014; Moore & 
Hampton, 2015).  



 

26 

According to Padilla and Borsato (2008), high-stakes examinations and 
assignments are not fair towards students from culturally diverse 
backgrounds, including immigrants, because evaluation guidelines are still 
normed on dominant population and do not reflect student diversity. The 
students may find themselves in the situation of being unfairly assessed and, 
because of this, denied access to educational opportunities (Padilla & 
Borsato, 2008).  

Nevertheless, culturally responsive assessment does not mean lowering 
requirements based on a student’s language skills, ethnicity or any other 
status. Instead, teachers should maintain equally high academic expectations 
towards all students (Gay, 2018; Swaminathan & Alfred, 2001). Assessment 
must be non-biased and include a variety of methods, such as oral and 
written low-stakes assignments such as portfolios, capstone projects, 
journals, group work, and interviews (Lloyd, Lewthwaite, Osborne, & Boon, 
2015; Montenegro & Jankowski, 2007; Slee, 2010). In addition to culturally 
responsive assessment, relevant support should be provided to students 
from diverse backgrounds, including immigrants, to ensure more equitable 
access to education (Crisp & Cruz, 2009; Padilla & Borsato, 2008; Slee, 2010). 

2.2.4 Relevant educational support 

Relevant educational support is one of the key elements of multicultural 
education and has a great influence on student experiences of the education 
process (Altbach et al., 2009; Arredondo et al., 1996; Engle & Tinto, 2008). In 
most cases, educational support is provided by academic counsellors, 
teachers and other staff members who work directly with students. Teachers 
and academic counsellors play an important role in helping students to 
integrate into a new school environment, which could have a positive 
influence on the students’ academic performance and their well-being 
(Stebleton & Soria, 2012). 

Several theorists and previous research emphasise how support should 
be tailored to fit different students’ needs and interests (Boesch, 2014; Crisp 
& Cruz, 2009; Engle & Tinto, 2008; Sinacore & Lerner, 2013). According to 
C.C. Lee (2008), those who provide support to culturally diverse student 
bodies must adopt a broader perspective on culture and understand all the 
specifics of cultural identity that go far beyond simply belonging to a racial or 
ethnic group. Engstrom and Tinto (2008) concluded that access to education 
without relevant support is not a real opportunity for students who are not 
from the dominant culture, including immigrants. Furthermore, they suggest 
that educational institutions offer both formal educational support and peer 
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support through promoting social activities and encouraging students to 
participate in them (Engstrom & Tinto, 2008). 

In many cases, students not from the dominant linguistic group 
experience language-related issues and need language support during their 
studies (Ecklon & Rønn, 2007; Erisman & Looney, 2007; Ragnarsdóttir & 
Blöndal, 2007; Sinacore & Lerner, 2013). Language support can include 
allowing students to bring dictionaries to exams, providing translations of 
examinations and assignment descriptions, allowing students to use 
different languages when they answer examination questions and write 
assignments, and encouraging students to ask for definitions of words that 
they do not fully understand (Keith-Spiegel, Whitley Jr, Balogh, Perkins, & 
Wittig, 2002). However, Hambleton and Patsula (1999) dispel the prevailing 
myth that anyone who knows two languages can provide a sufficiently good 
translation of assignments or exam questions. To produce an acceptable 
translation, a teacher should possess a deep understanding of the source and 
target languages and cultures and should be knowledgeable about designing 
examinations and assignments, something quite challenging for teachers 
(Hambleton & Patsula, 1999).  

Previous studies have indicated that immigrant students make an effort 
to improve their language skills and learn the local languages while studying 
(Ecklon & Rønn, 2007; Sinacore & Lerner, 2013). Hence, providing relevant 
language courses, where suitable teaching methods are applied, is very 
important in universities with diverse student populations.  

2.3 Second-language teaching and learning theories 
Limited language skills, a lack of support and insufficient language teaching 
for immigrant students can have a great impact on the students’ learning 
outcomes. This could also explain why the percentage of immigrants 
pursuing higher education is low (Erisman & Looney, 2007; Sinacore & 
Lerner, 2013; Thorud, 2019). Furthermore, knowledge of the dominant 
cultures’ languages is an important element in the integration process as 
languages are inseparable parts of cultures. This is particularly relevant in 
European settings, where high-level skills in the local language(s) are 
required to enter higher education and this could be hard to achieve for 
many immigrants (Geiger & Lund, 2010; Holmen, 2014; Kulbrandstad, 2017; 
Thorud, 2019; Thång & Larson, 2010).  

Language teaching and learning theories have been continuously 
developing, starting with Lado’s theories about contrastive analysis (Lado, 
1957). Chomsky’s universal grammar theory followed (Chomsky, 1957), with 
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the natural approach (Krashen & Terrell, 1983), input hypothesis (Krashen, 
1985) and output hypothesis (Swain, 1993) coming later. Subsequently, 
several other approaches to language teaching have been introduced, such 
as cognitive theories (Skehan, 1998), the multilingual turn (May, 2014), and 
usage-based theories (N. C. Ellis & Wulff, 2015). There are dozens of other 
theories and approaches that developed through decades of research in the 
field.  

Some approaches emphasise explicit language teaching, while others 
focus on implicit teaching. The terms explicit teaching and implicit teaching 
are antonyms, where the former implies intentional teaching approach, 
during which students are instructed to learn language rules and practice 
them through pattern drills and similar exercises (N. C. Ellis, 2015, pp. 3-4). 
Implicit teaching refers to teaching approaches based on the notion that 
students should acquire language skills, including linguistic competence, 
naturally through different classroom activities, such as group work and class 
discussion (N. C. Ellis, 2015, pp. 3-4). This chapter highlights four approaches: 
focus-on-forms, focus-on-form, communicative language teaching and task-
based instruction. These approaches have been chosen, because, according 
to the data collected, they are relevant to understanding the students’ views 
on the teaching of Icelandic as a second language at the universities. 

2.3.1 Focus-on-forms 

Early theorists of explicit teaching methods of grammar concluded that 
intensive exercises of grammar rules were an essential element in the 
language acquisition process (Harmer, 1987; Lado, 1964). Based on this 
belief, a special approach to language teaching has evolved. This approach 
was conceptualised by Long (1991) as focus-on-forms to describe explicit 
language teaching where the syllabus includes a predetermined list of 
linguistic forms of syntax and morphology that students are supposed to 
practice through a set of exercises (Long, 2011). Student involvement in the 
learning process is very limited. Thus, this approach is considered to be less 
motivating and not learner-centred (N. C. Ellis, 2015; Long, 1991, 2011).  

Norris (2011) concludes that focus-on-forms separates linguistic elements 
from their communicative functions and produces disappointing outcomes 
and dissatisfied students. Currently, focus-on-forms and other explicit 
teaching methods are considered to be less relevant (Long, 2011; Norris, 
2011). Still, some theorists of second language teaching do not deny the 
importance of applying such teaching methods and even point out how 
explicit teaching of grammar rules can speed the process of language 
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learning if explicit teaching methods are applied correctly (N. C. Ellis, 2015; 
Loewen, 2005). Focus-on-forms is usually opposed to the teaching approach 
called focus-on-form, which claims to produce better learning outcomes and 
motivates students to actively practice the target language (R. Ellis, 2012; 
Long, 2011).  

2.3.2 Focus-on-form 

The term focus-on-form was introduced by Long (1991) to describe a learner-
centred approach to language teaching where students’ attention is 
occasionally drawn to linguistic elements, including morphology and syntax, 
during lessons that are primarily focused on communication or meaning. 
Theorists argue that traditional grammar teaching has different negative 
side-effects that can be avoided by rejecting teaching full of grammar rules 
and pattern drills and by incorporating grammar teaching into 
communicative activities, that activate students (R. Ellis, 2012; Long, 2011). 
As stated by Doughty (2001), “the factor that distinguishes focus-on-form 
from other pedagogical approaches is the requirement that focus-on-form 
involves learners’ briefly and perhaps simultaneously attending to form, 
meaning and use during one cognitive event” (p. 211).  

According to Long (1991) and R. Ellis (2012), the focus-on-form approach 
serves two different purposes. It develops students’ communicative skills 
through applying meaning-focused communicative tasks, and it improves 
students’ linguistic accuracy. Furthermore, focus on linguistic elements is 
considered to be necessary during a communicative activity, because 
students “have limited capacity to process the second language and have 
difficulty in simultaneously attending to meaning and form. They are likely to 
prioritize meaning over form when performing a communicative activity” (R. 
Ellis, 2012, p. 227).  

There are different ways to implement focus-on-form. Students might be 
asked to have class discussions, role-play or perform information- or opinion-
gap tasks. In the course of doing these tasks, the students’ attention is 
occasionally focused on linguistic elements predetermined by a teacher or 
those that are causing the students problems (R. Ellis, Basturkmen, & 
Loewen, 2002). Focus-on-form can be divided into two types, incidental 
focus-on-form and planned focus-on-form. R. Ellis (2012) describes planned 
focus-on-form as the use of predetermined tasks with a focus on specific 
linguistic elements. On the other hand, the distinctive feature of incidental 
focus-on-form is that teaching of grammar is applied “spontaneously without 
prior planning in meaning-focused interaction” (Loewen, 2005, p. 361). 
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Incidental focus-on-form is supported by Swain’s (1993) output hypothesis 
that claims that second-language acquisition is more effective when students 
become aware of their knowledge gaps and learn something new about the 
target language by making an effort to modify their output. Furthermore, 
incidental focus-on-form is divided into reactive focus-on-form and pre-
emptive focus-on-form, where the former is regarded as a treatment of 
students’ errors arising during classroom activities, and the latter is described 
as teachers’ or students’ attempt “to make a particular form the topic of the 
conversation even though no error in the use of that form has occurred” (R. 
Ellis et al., 2002, p. 427). However, pre-emptive focus-on-form is considered 
to be less favourable because it could interrupt the communicative flow in 
the classroom (R. Ellis, 2001; R. Ellis et al., 2002).  

Despite differences between the types of focus-on-form, there is one 
distinctive element that is common to all types. Focus-on-form is applied 
while students perform communicative tasks in the classroom where the 
priorities are communication and meaning. Thus, it is important for teachers 
to create a communicative learning environment and apply tasks that 
activate students to take part in discussions. This can provide teachers and 
students with opportunities to focus on relevant linguistic elements that are 
either considered interesting or cause problems. 

2.3.3 Communicative language teaching 

Communicative language teaching emerged in the 1970s and 1980s. 
Originally, it was a reaction to traditional language teaching that emphasised 
explicit teaching of grammar (Richards, 2006). During its first years, 
communicative language teaching created enthusiasm and excitement. It 
was further developed by different theorist in the 1990s and became one of 
the most known approaches to second-language teaching (J. F. Lee & 
VanPatten, 1995; Lund, 1999; Richards, 2006; Tarone, 1981). Despite a 
relatively long tradition of communicative language teaching, many theorists 
agree that the whole concept and the term itself is vague and poorly defined 
(e.g. Hiep, 2007; Skehan, 2003; Wesche & Skehan, 2002).  

The main focus of communicative language teaching is on students’ 
involvement in the learning process and acquiring knowledge through active 
communication, discussions and collaborative work all using the target 
language (Lund, 1999; Tarone, 1981). Different classroom activities are 
suggested, such as group work, interviews, opinion sharing and role-play. 
These activities encourage students to participate in the learning process and 
develop all of the language skills of listening, reading, speaking and writing 
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(Ambjørn, 2012; Richards, 2006). Communicative language teaching has 
been criticised for lacking insight into linguistic elements of the target 
language, which leads to students’ level of grammatical accuracy being 
relatively low because “even very long periods of exposure to rich input in 
the target language, as in immersion settings, were insufficient for 
achievement nativelike ultimate attainment” (Norris, 2011, p. 580).  

Jacobs and Farrell (2003) discuss a paradigm shift in communicative 
language teaching and present several main changes. The teaching is 
constantly moving towards learner-centredness by granting students more 
control over their own learning, both in terms of content and managing the 
learning process. Furthermore, critical and creative thinking are more 
frequently promoted and new forms of assessment, such as formative 
assessment, are implemented in the curriculum. The social dimension of 
learning is highlighted, and the teacher acts as more of a facilitator. Last, but 
not least, understanding diversity and different learning styles has become 
an important element of communicative language teaching that encourages 
viewing “differences not as impediments to learning but as resources to be 
recognized, catered to and appreciated” (Jacobs & Farrell, 2003, p. 8). This 
paradigm shift presents clear parallels to both constructivist theory and 
multicultural education theory. 

R. Ellis (2012) provides definitions of two different versions of 
communicative language teaching, the weak and strong version. The 
characteristic element of the weak version is that “teaching content was 
defined in terms of the linguistic realizations of notions and functions but the 
methodology remained essentially the same as in the Audiolingual Method 
(i.e. it involved controlled production practice and was accuracy-oriented)” 
(R. Ellis, 2012, p. 60). On the other hand, the strong version does not specify 
content linguistically. Instead, it defines the tasks that students have to 
perform using whatever resources are available to achieve fluency (R. Ellis, 
2012). Furthermore, R. Ellis (2012) claims, that “[o]ver time, the strong 
version morphed into ‘task-based language teaching’” (p. 60), also 
conceptualised as task-based instruction.  

2.3.4 Task-based instruction 

Task-based instruction is a communicative, learner-centred approach to 
language teaching that claims to develop all language skills, listening, 
reading, speaking, and writing, as well as creating a productive learning 
environment by motivating students to participate in the learning process (R. 
Ellis, 2009; Norris, 2011; Pedersen, 2007). Task-based instruction emerged 
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from the strong version of communicative language teaching (R. Ellis, 2012). 
Furthermore, task-based instruction is related to focus-on-form approach to 
teaching in the way that task-based instruction triggers interactions in the 
classroom, it produces language content and forces students to focus on 
both linguistic elements and meaning (Loewen, 2005; Long, 2011; Pedersen, 
2007; Wesche & Skehan, 2002).  

There is no agreement on the definition of task-based instruction, and 
many theorists point out that the criteria and features are loosely 
formulated. In some cases, it is difficult to find characteristics that clearly 
distinguish tasks from other activities (R. Ellis, 2009; Richards, 2006; 
Robinson, 2001; Widdowson, 2003). Several key characteristics of a task are 
introduced by Richards (2006), who claims that a task requires students to 
use their existing language resources. Tasks focus on meaning and have “an 
outcome which is not simply linked to learning language, though language 
acquisition may occur as the learner carries out the task” (Richards, 2006, p. 
31). Additionally, Richards (2006) highlights how tasks that require pair or 
group work develop students’ interactional skills. According to these key 
characteristics, it is clear that task-based instruction shares some features 
with culturally responsive teaching, which also emphasises the importance 
of using of students’ previous knowledge and pays attention to 
communication and interaction in the classrooms (Gay, 2018). The role of the 
teacher is also widely discussed. It is claimed that the teacher plays the role 
of a manager or facilitator of a task-based activity rather than a source of 
knowledge, which creates an atmosphere of power-sharing and develops 
trust relationships between teachers and students (R. Ellis, 2009; Swain, 
2005). The dimensions of mutual trust and power-sharing are also regarded 
as significant features of the learner-centred approach to teaching and 
culturally responsive teaching (Gay, 2018; Nieto, 2010; Wright, 2011).  

Overall, task-based instruction is not a fixed teaching method but a set of 
principles that may be applied and adapted to different learning 
environments, aims and students. There are different design variables for 
tasks and these variables have different purposes and suit different groups 
of students. Tasks can be pedagogical, or focused, which means that the tasks 
are designed to require the use of some specific linguistic elements or types 
of language (Richards, 2006). Pedagogical tasks are opposed to real-world, or 
unfocused, tasks that are designed to trigger communication through 
classroom activities that are similar to real-world communication (Richards, 
2006).  
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Tasks can be also divided into input-providing tasks that develop students’ 
listening or reading skills and output-prompting tasks that engage students 
in speaking or writing (R. Ellis, 2012). Furthermore, tasks can be closed in that 
they require one or a limited number of outcomes or open by having a 
potentially unlimited number of outcomes, such as in an opinion sharing task 
(R. Ellis, 2012). Regardless of the design variables of a task, formative and 
continuous assessment should be provided throughout courses that involve 
task-based instruction (Norris, 2011). Formative and corrective feedback are 
crucial elements, as they trigger language modification and improvement in 
the learning outcome (Robinson, 2011; Russell & Spada, 2006).  

Theodorsdóttir and Friðriksdóttir (2013) studied Icelandic as a second 
language students’ experiences of a task-based assignment called 
Íslenskuþorpið (The Icelandic Village). Their theoretical framework was based 
on a paper by Wagner (2004), who suggests that adding a social dimension 
into task-based instruction by sending students out of the classroom and 
encouraging them to use their language resources could have benefits and 
develop students’ communicative competences. The task, Íslenskuþorpið, 
aimed to promote daily interaction in Icelandic to improve the students’ 
language skills by speaking Icelandic to Icelanders, recording and analysing 
the conversations. The findings presented by the researchers are highly 
positive and they report overwhelming satisfaction with the task 
(Theodórsdóttir & Friðriksdóttir, 2013). The task is described as an almost 
universal approach that could fit all students. Nevertheless, previous 
research shows that there is no single way of doing task-based instruction, 
so tasks must be thoroughly evaluated and tailored to particular students’ 
proficiency levels, interests and other circumstances before a task is applied 
(R. Ellis, 2009; Pedersen, 2007; Richards, 2006). Different theorists conclude, 
that task-based instruction is a promising approach to language teaching that 
can be useful in combining communicative teaching with teaching of 
linguistic elements of the target language. However, the teachers should 
always bear in mind that different tasks are designed for different purposes 
and relevant for different groups of students (R. Ellis, 2009; Norris, 2011; 
Swain, 2005).  

2.4 Summary 

The literature review showed the importance of paying particular attention 
to different students’ learning styles, personalities, cultures and other 
aspects of diversity. It is essential to provide everyone with equal 
opportunities and create an empowering learning environment where every 
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student feels welcomed and valued regardless of race, nationality, 
socioeconomic status or any other status. Researchers and theorists highlight 
educational shifts from mere knowledge acquisition to empowering 
experiences of knowledge exchange and knowledge construction (Banks, 
2016; Gay, 2015; Jabbar & Hardaker, 2013; Popov et al., 2012). Constructivist 
theory and multicultural education theory embrace learner-centredness and 
underscore how sharing power with students and improving their 
accessibility to managing the learning process can increase the equality in a 
classroom and make every student feel valued (Banks, 2016; Brooks & 
Brooks, 1993; Schiller, 2009).  

Research in the field of second-language teaching and learning 
corresponds with research conducted in the field of multicultural education 
and emphasises the benefits of applying learner-centred approaches to 
language teaching that grant students more control over their own learning 
(Jacobs & Farrell, 2003; Norris, 2011; Richards, 2006; Russell & Spada, 2006; 
Wesche & Skehan, 2002). Despite the advantages of learner-centred 
approaches to language teaching, such as communicative language teaching 
and task-based instruction, researchers underline the importance of tailoring 
specific tasks and communicative activities to different classrooms (R. Ellis, 
2009; Pedersen, 2007; Richards, 2006).  

A recent report titled Trends 2018: Learning and Teaching in the European 
Higher Education Area (Gaebel & Zhang, 2018) was published by European 
University Association. It emphasises the importance of adopting learner-
centred approaches as a mindset and a culture within institutions. 
Furthermore, previous research suggests that teachers should consider 
applying teaching and assessment methods suitable for diverse student 
populations, look for different ways of sharing knowledge and understand 
the need for individual support of students (e.g. R. Ellis, 2012; Gay, 2018; 
Todorovski et al., 2015; Webber, 2012). Students are encouraged to use their 
existing knowledge. They are expected to participate actively in classroom 
activities and discussions, while the role of teacher shifts from being a source 
of knowledge to being a facilitator and advisor (e.g. Banks, 2009; Brown, 
2003; Jacobs & Farrell, 2003). Among other teaching methods, group work is 
considered to be useful in the multicultural educational environment 
because it promotes interaction between students and might help to reduce 
existing prejudices (De Vita, 2005; Hassanien, 2006; Popov et al., 2012). 
Relevant assessment methods with clear criteria are claimed to be among 
the most significant elements that ensure fairness and equal opportunity 
(Medland, 2016; Padilla & Borsato, 2008). Earlier research highlights how 
formative and sustainable assessment, involving low-stakes examinations 
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and assignments, are fair and relevant in contemporary educational 
environments with diverse student populations because these assessment 
methods provide valuable feedback that motivates students and encourages 
further learning (e.g. Boud & Falchikov, 2006; Russell & Spada, 2006; Slee, 
2010).  

The literature review creates a solid base for the current research study 
and will help to analyse the findings from different perspectives. In the 
discussion chapter, the findings will be related to previous studies and 
discussed in light of the theories. In the next chapter, research design and 
methods will be presented in detail.  
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3! Research Design and Methods 

The data for this research comes from the umbrella project Educational 
Aspirations, Opportunities and Challenges for Immigrants in University 
Education in Iceland (2016-2018). The data for the umbrella project was 
collected by seven researchers, and each researcher had access to the data 
throughout the research period. The research group had regular meetings 
through the whole project period, where all essential steps of the research 
project were discussed and planned.  

The data was collected using qualitative techniques, such as focus group 
interviews and individual interviews. Qualitative techniques were chosen 
because the main goal of the research is to understand and analyse the 
participants’ personal experiences. The aim was not to generalize the results 
but to present the complexity of the phenomenon (Lichtman, 2013). 
According to Valdiviezo and Nieto (2015), “qualitative inquiry continues to 
serve the purpose of uncovering the obvious and making it explicit” (p. 104). 
Furthermore, qualitative research is often regarded as a culturally responsive 
methodology, especially when the researcher fosters holistic practices and 
considers research to be a knowledge sharing process that values diversity 
and respects different views and opinions (Nodelman, 2013). While 
preparing for the interviews, the research group reflected on both the 
participants’ and researchers’ cultural backgrounds and how these could 
affect communication during the interviews, as “both sides bring their 
collective resources and well-being together to construct a process of 
relevant and significant meaning making” (Berryman, Soohoo, & Nevin, 2013, 
p. 5). The researchers paid special attention to power issues during the 
research because there could be different complexities and contradictions 
involved in interviewing participants from diverse cultures.  

Previous experiences in the field revealed that misunderstanding the 
participants’ backgrounds or cultures could create a gap between the 
researcher and a participant (Gunaratnam, 2003). During the interviews, the 
researchers tried to create a friendly atmosphere and always treated the 
participants with respect. Before the interviews, the researchers introduced 
themselves, told about their cultural backgrounds and informally chatted 
with the participants. Further, the researchers offered the participants drinks 
and fruits before and during the interviews. The participants were always 
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given the choice to stop the interviews at any point or to skip answering any 
questions. 

The data collection was split into three phases:  

 Seven focus group interviews (Sept. 2016 – Jan. 2017) 

 Thirty-five individual, in-depth interviews (Sept. 2016 – May 2017) 

 Three focus group interviews repeated (Feb. 2018 – April 2018) 

The author of this dissertation (Artëm Ingmar Benediktsson) kept contact 
with all participants personally, primarily via e-mail, scheduled all interviews, 
and booked interview locations for the focus groups and individual 
interviews. He conducted five of seven group interviews in the project’s first 
phase together with a colleague, 24 out of 35 individual interviews in the 
second phase, and all three group interviews in the third phase together with 
a colleague. Additionally, he transcribed seven individual interviews 
verbatim and, during the analysis phase of the research, read and re-read all 
interview transcripts. In total, approximately 37 hours of group and 
individual interviews were transcribed verbatim and analysed during the 
analytical process.  

The data collection process of the umbrella project also included a fourth 
phase, which was 16 interviews with university staff members, such as 
student counsellors and staff at international offices or service desks. 
However, these interviews are not used in the present study because the 
main focus of this study is to explore students’ experiences. 

Before the first interview was conducted, the research group developed 
an interview guide (Lichtman, 2013) and conducted two individual pilot 
interviews to test the interview questions and estimate the length of the 
interviews. Piloting was a useful step during the data collection because, 
based on the results of the pilot interviews, the research group reviewed and 
corrected the interview guide to improve the flow of the interviews and to 
address research questions in a better way (Braun & Clarke, 2013). The 
participants of the pilot interviews were informed that the interviews were 
conducted to test the interview guide. 

3.1 Participants 

Several criteria for the selection of participants were determined in the grant 
application to Rannís before the project started. The participants should be 
first-generation immigrants in Iceland, who were pursuing full-time 
undergraduate studies (i.e. they were not exchange students) at one of the 
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three target universities: The University of Iceland, the University of Akureyri 
or Reykjavík University, for at least one year. The participants were recruited 
through maximal variation sampling. Creswell (2008) explains maximal 
variation sampling as “a purposeful sampling strategy in which the 
researcher samples individuals that differ on some characteristic or trait 
(e.g., different age groups)” (pp. 207-8). The predetermined characteristics 
for maximal variation sampling were age, gender, nationality, field of study, 
socioeconomic status, number of years in Iceland and language skills in 
Icelandic, English and any native language(s). The main goal of the maximal 
variation sampling was to present multiple perspectives of different 
participants on the learning environments and teaching methods used in the 
aforementioned universities.  

During the first stage of recruitment, the registrars of the universities 
were asked to provide contact information for students of foreign origin. The 
potential participants were contacted via e-mail; however, few responded. 
Later, snowball sampling (Flick, 2009) was used to recruit participants. 
Snowball sampling, or chain sampling, is a method used to identify potential 
participants by asking those already contacted or interviewed to name 
others who might meet the selection criteria for participants (Lichtman, 
2013). This method is the most widely applied method of finding participants 
in qualitative research, and it has proven to be effective when researchers 
need to recruit hidden or hard to reach participants (Flick, 2009; Lichtman, 
2013). 

Forty-one students agreed to participate in the project, twelve male and 
twenty-nine female students. This gender difference reflects gender 
proportions in the Icelandic Universities. According to Statistics Iceland 
(2018c), women comprise approximately 63% of undergraduate students. 
Their ages ranged from twenty to fifty-two. The participants have twenty-
one different native languages. They come from twenty-three different 
countries in Europe, Asia and North and South America and have lived in 
Iceland from two to eighteen years. Twenty-nine participants were students 
at the University of Iceland, nine participants at the University of Akureyri, 
and three participants studied at Reykjavík University. This reflects somehow 
the different sizes of the universities. The University of Iceland is Iceland’s 
biggest university and has approximately two times more students than the 
other two universities combined (Reykjavik University, 2017; University of 
Akureyri, 2018; University of Iceland, 2018). The participants studied 
different subjects, such as biomedical science, business administration, 
computer science, geology, languages, law, pedagogy, sociology etc. They 
had very different experiences of being university students. Some 



 

40 

participants had been studying for one year before the start of the project 
while others had been registered and active students for more than five 
years, simultaneously studying several different subjects. All participants 
were taught in Icelandic at some point. The majority of the participants had 
taken at least one course in Icelandic as a second language at the university 
level. Table 1 lists the participants countries of origin and in which of the 
three target universities they were pursuing their studies. Additionally, Table 
1 provides information on the participants’ level of engagement in the 
presented research study in the last three columns. The participants’ fields 
of study are not revealed in order to keep their identity secret.  

Table 1. Participants. Background and the level of engagement in the research 
study  

Nr. Participant 
(pseudonym) Gender Country of 

origin 
Focus 

groups 
Individual 
interview 

Focus 
groups 

repeated 

1 Kamilla F Russia       

2 Adriana F Germany       
3 Christian M Denmark       

4 Aðallín F Faroe Islands       
5 Samuelle F Philippines       
6 Andrzej M Poland       

7 Vladimir M Russia       
8 Gisele F Brazil       

9 Bojana F Serbia       
10 Linh F Vietnam       

11 Nikolaj M Ukraine       
12 Mohsen M Iran       
13 Laima F Lithuania       

14 Sabrina F Russia       
15 Marsanna F Faroe Islands       

16 Polina F Russia       
17 Ahmed M Turkey       
18 Jean M France       

19 Jamala F Ukraine       
20 Zinaida F Russia       

21 Patricia F Canada       
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Table 1 (continued). Participants. Background and the level of engagement in 
the research study 

Nr. Participant 
(pseudonym) Gender Country of 

origin 
Focus 

groups 
Individual 
interview 

Focus 
groups 

repeated 

22 Péter M Hungary       
23 Svjatoslav M Lithuania       

24 Hanh F Vietnam       
25 Martina F Slovakia       

26 Britney F USA       
27 Suriya F Afghanistan       
28 Long F Vietnam       

29 Virginia F Peru       
30 Carina F Philippines       

31 Lijun F China       
32 Isabel F Philippines       

33 Denis M Ukraine       
34 Nooh F Thailand       
35 Dong F Vietnam       

36 Eva F Philippines       
37 Cindy F Vietnam       

38 Monika F Lithuania       
39 Gérard M France       
40 Elina F Latvia       

41 Marcin M Poland       
  Total:     27 35 14 

 
The sample size of forty-one participants is enough to qualify this as a 

large-scale qualitative study (Johannessen, Tufte, & Christoffersen, 2016; 
Lichtman, 2013). Although the goal of qualitative research is to describe and 
understand individual participants’ experiences, the large scale of the study 
allows for the presentation of as many independent views and opinions as 
possible.  

For their participation in the research, all the participants received gift 
cards to university bookshops or gift cards with an equivalent money deposit 
valid for use in any store accepting the cards. Those students who 
participated in all three phases of the study received two gift cards.  
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3.2 Ethics 

Qualitative research is not a neutral practice as it involves personal 
experiences and, in some cases, very sensitive information is shared with the 
researchers during the hours of the interviewing process. According to Sikes 
(2006), “all research endeavours have, at least potential, implications for 
anyone touched in any way by them. These implications can reach far beyond 
those who are immediately and intimately involved in the research” (p. 105). 
These are the reasons why ethical decisions about research need to be taken 
seriously and any implications should be carefully considered before the first 
interview. 

This is especially relevant in Iceland, which has a relatively small 
population of approximately 350,000 people. Revealing even seemingly 
insignificant background information could result disclosing a participant’s 
identity. In universities, such as the University of Akureyri and Reykjavík 
University, the number of immigrant students is very low, and they can 
potentially be identified by simply revealing their fields of study. That is why 
special precautions need to be taken. While referring to the participants in 
the articles, conference presentations or any other publications, very little 
identifying information is given. Normally, their fields of study are identified 
without revealing the name of the university. In the cases where their 
nationality is revealed, neither field of study nor affiliation is identified. The 
participants’ real names are never used, and contact information is never 
shared. Pseudonyms are used to refer to the participants. The pseudonyms 
were chosen randomly out of the names common to the participants’ 
countries or areas of origin.  

The Icelandic Data Protection Authority was informed of the research and 
the Ethics Committee of the University of Iceland gave it a positive review. 
Before the project started, the administration of each of the three target 
universities was contacted and written permission for data collection was 
acquired. All privacy considerations were in compliance with Icelandic law nr. 
77/2000 about data protection.  

The participants were informed about the project and received 
participant information sheets that were available in both Icelandic and 
English with all important information about the project, the contact details 
for the researchers and the scope of their involvement in the research. 
Informed consent was received from all participants. Participants were 
notified that they could skip answering any question or could stop 
participating at any time and without having to explain (Appendix A). Such 
procedures served several purposes. They attended to ethics, improved the 
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credibility of the research and led to richer data, as “weak consent usually 
leads to poorer data: Respondents will try to protect themselves in a 
mistrusted relationship” (Tracy, 2010, p. 847). All interviews were recorded 
using an audio recording device after the participants gave permission to 
record the interviews and were notified of the recording starting. 

3.3 Focus group interviews 
The data collection started with seven focus group interviews. The focus 
group interviews were used to initiate a discussion around the main topics of 
the research study. The main advantage of focus groups was the opportunity 
to observe a large amount of interaction on a topic in a limited time frame 
(Creswell, 2008; Flick, 2009). The discussions triggered the participants’ 
thoughts; they could relate to each other’s experiences and highlighted the 
issues for the majority of them (Lichtman, 2013). 

The focus group interview phase was logistically difficult, as the majority 
of the participants had part-time jobs alongside their studies, and it was 
challenging to find a time and location that could fit all the participants of a 
particular focus group. Following Lichtman’s (2013) advice for preparing for 
focus group interviews, there were more participants scheduled for every 
interview to achieve minimum participation. This turned out to be useful 
because one to three participants dropped out every time for different 
reasons. Two to five students participated in each interview. The average 
duration of the focus group interviews was approximately one hour (Table 
2). The research group created an interview guide which included topics of 
the discussion (Appendix B).  

Table 2. Focus group interviews. Number of participants, dates and durations 

  Interview date 
Number of 
participants 

booked 

Number of 
participants 
showed up 

Duration 
(min) 

Focus group 1 12!"  October 2016 6 5 78 
Focus group 2 31#! October 2016 6 4 52 
Focus group 3 7!"  November 2016 5 4 60 
Focus group 4 9!"  November 2016 7 5 56 
Focus group 5 23$% November 2016 6 4 54 
Focus group 6 25!"  November 2016 5 2 54 
Focus group 7 26!"  January 2017 6 3 67 

Total 
!

41 27 7h01m 
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The directive interviewing approach was applied to the focus group 

interviews (Lichtman, 2013). Two researchers conducted each interview. 
One researcher was a moderator, who played a directive role, asked 
questions and led the groups towards specific topics. However, the 
researcher avoided leading the participants towards particular answers and 
tried to encourage all participants to become involved in the discussions. The 
second researcher noted the participants’ interactions and became involved 
in discussions only when needed.  

The groups were artificial (Flick, 2009), meaning that they were put 
together by the researchers for the research only. The participants, in many 
cases, were strangers. In some cases, they had taken the same courses during 
their studies. The groups were heterogeneous (Flick, 2009) in that the 
participants were different in characteristics such as age, sex, socioeconomic 
status, family status, field of study and Icelandic language proficiency. All 
participants were given the choice to speak Icelandic or English during the 
focus group interviews, and in most cases, both languages were actively used 
in the groups  

Although focus group interviewing has several advantages, it does not 
allow in-depth exploration of participants’ experiences, as focus groups can 
easily get off-topic and some participants’ experiences could be overlooked 
(Braun & Clarke, 2013). This is one reason that individual interviews with the 
same participants were conducted to elicit their views and unique 
experiences. 

3.4 Individual interviews 

The next phase of data collection was individual, in-depth interviews with the 
participants where their experiences were further explored. The in-depth 
interviewing technique allows the participants to share their experiences in 
their own words, which can add a unique dimension to the understanding of 
their situation (Lichtman, 2013).  

The findings from the focus group interviews were analysed and used to 
create an extended interview guide (Appendix C) for individual interviews 
with the same participants who participated in focus groups plus additional 
participants who did not take part in focus groups for various reasons. The 
interviews were semi-structured (Braun & Clarke, 2013). The interview guide 
included different types of questions, such as grand tour questions, i.e., 
introductory usually very broad questions that open the discussion; 
background questions; questions directly related to research topics; and 
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comparison/contrast questions (Lichtman, 2013). The participants were also 
asked to provide concrete examples to illustrate their experiences.  

Although the researcher had a list of questions, it was used as supporting 
material and not as an obligatory list of questions that every participant had 
to answer. The questions were, in most cases, altered to a particular 
participant during the course of the interview. Irrelevant questions were 
skipped, and additional questions were added depending on the situation. In 
all interviews, the participants’ opinions and views were valued, and the 
participants were welcome to discuss issues not covered by the interview 
guide.  

The participants could choose whether they wanted to be interviewed in 
Icelandic or English. A little less than half of the participants chose to be 
interviewed in Icelandic, while most of the rest chose English. A few 
participants used both Icelandic and English during the individual interviews. 
In total, 35 participants agreed to engage in individual interviews. The 
duration of each interview varied from approximately 30 to 70 minutes. 
Table 3 lists the exact durations of all individual interviews, the dates they 
were conducted and whether they were conducted and/or transcribed by 
Artëm Ingmar Benediktsson.  

Table 3. Individual interviews. Participants, dates and durations 

Nr. Participant 
(pseudonym) Interview date Duration 

(min) 

Interview 
conducted by 
Artëm Ingmar 
Benediktsson 

Interview 
transcribed by 
Artëm Ingmar 
Benediktsson 

1 Kamilla 13th September 2016 40     
2 Adriana 18th November 2016 41     
3 Christian 25th November 2016 48     
4 Aðallín 25th November 2016 54     
5 Samuelle 25th November 2016 51     
6 Andrzej 25th November 2016 32     
7 Vladimir 29th November 2016 61     
8 Gisele 30th November 2016 51     
9 Bojana 30th November 2016 51     
10 Linh 30th November 2016 28     
11 Nikolaj 2nd December 2016 69     
12 Mohsen 8th December 2016 60     
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Table 3 (continued). Individual interviews. Participants, dates and durations 

Nr. Participant 
(pseudonym) Interview date Duration 

(min) 

Interview 
conducted by 
Artëm Ingmar 
Benediktsson 

Interview 
transcribed by 
Artëm Ingmar 
Benediktsson 

13 Laima 12th December 2016 51     
14 Sabrina 17th December 2016 46     
15 Marsanna 28th December 2016 31     
16 Polina 14th January 2017 28     
17 Ahmed 30th January 2017 59     
18 Jean 1st February 2017 42     
19 Jamala 1st February 2017 40     
20 Zinaida 1st February 2017 43     
21 Patricia 1st February 2017 59     
22 Péter 2nd February 2014 48     
23 Svjatoslav 4th February 2017 33     
24 Hanh 8th February 2017 41     
25 Martina 8th February 2017 60     
26 Britney 10th February 2017 62     
27 Suriya 10th February 2017 53     
28 Long 13th February 2017 43     
29 Virginia 15th February 2017 48     
30 Carina 15th February 2017 35     
31 Lijun 28th February 2017 30     
32 Isabel 21st March 2017 37     
33 Denis 24th April 2017 55     
34 Nooh 28th April 2017 33     
35 Dong 12th May 2017 35     

 Total    26h38m 24 7 
 

The organization of individual interviews was less challenging than the 
focus groups. The participants, in most cases, came to the interview locations 
on-time. The participants could choose the location for their interviews. 
Available options were to meet at libraries, in one of the university buildings 
or in the participants’ homes. The majority of the interviews were conducted 
at the National and University Library of Iceland, where the researchers 
booked private meeting rooms. Several interviews were conducted at the 
School of Education, University of Iceland. In a few cases, the participants 
invited the researcher home to conduct the interview.  
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3.5 Focus group interviews repeated 

The third phase of data collection took place after the data collected from 
the focus group interviews and individual interviews were analysed, and the 
main themes were derived and discussed during research group meetings. 
Before the project started, it was decided that the researchers would 
conduct a third phase to meet the participants again to analyse their 
educational progress and find out if any changes had occurred in their 
experiences of being university students in Iceland since the previous 
interviews were conducted. 

During the third phase, data was collected through focus group 
interviews. The logistics were exceptionally difficult during this phase of the 
research. The confirmed group interview dates were cancelled and 
rescheduled several times due to several participants’ illnesses or schedule 
changes. Only 14 of the original 41 participants agreed to meet the 
researchers again. They were split into three groups. See Table 4 for the 
number of participants, interview dates and the duration of each focus group 
interview. A new interview guide (Appendix D) was created based on the 
results from the analysis of the data from the first two phases of the research. 

Table 4. Focus group interviews repeated. Number of participants, dates and 
durations 

  Interview date 
Number of 
participants 

booked 

Number of 
participants 
showed up 

Duration 
(min) 

Focus group 1 28th February 2018 7 6 69 

Focus group 2 2nd March 2018 5 4 62 

Focus group 3 25th April 2018 6 4 52 

Total  18 14 3h03m 

 
Despite the expectations for the repeated focus groups interviews, the 

data obtained from the last phase of the research did not add any completely 
new dimensions to the research findings. The participants’ experiences of the 
education process remained more or less the same, and the previous findings 
were confirmed. The corpus of the data produced after the three phases of 
the research study exceeds 1,500 pages of interview transcripts and 
researcher notes. 
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3.6 Processing of the data 

Analysis of the collected data began immediately after the first group 
interview was transcribed (Creswell, 2008). The data was analysed using a 
thematic analysis approach, which is a flexible method that fits well with 
analysing interview data (Braun & Clarke, 2013; Lichtman, 2013). Braun and 
Clarke (2013) describe this method as “a method for identifying themes and 
patterns of meaning across a dataset in relation to a research question; 
possibly the most widely used qualitative method of data analysis” (p. 175).  

At the beginning of the analytical process, members of the research group 
familiarised themselves with the data through reading and discussing 
preliminary findings. Later, all interviews were coded using the complete 
coding approach with researcher-derived codes being applied to the data 
(Braun & Clarke, 2013). The complete coding approach aims to identify 
everything that is relevant for answering the research questions within the 
entire dataset. The data is systematically coded in the initial stage and 
selection and categorisation is applied later in the analytical process (Braun 
& Clarke, 2013). The initial codes were evaluated and refined by adding new 
codes, subtracting irrelevant ones, and splitting and merging some of them. 
Thematically similar codes were assembled in several categories that were 
constantly compared and discussed during research group meetings. In the 
final stage of the analysis, the most relevant categories were developed into 
themes. 

To analyse the vast amount of data and keep codes and categories clearly 
registered, special analytical software was used. ATLAS.ti proved to be 
beneficial software for analysing the qualitative data (Franzosi, Doyle, 
McClelland, Putnam Rankin, & Vicari, 2013). The software was provided by 
the Division of Information Technology at the University of Iceland. It is 
especially advantageous for handling vast amounts of qualitative data and 
recommended for using in long-term-projects (Paulus & Lester, 2016). 
ATLAS.ti includes many useful tools, such as classic coding, quick coding and 
coding in vivo. The software facilitated the author’s collaboration by 
arranging and reassembling the quotations and codes within the themes. It 
also helped to visualise the findings by mapping them. Artëm Ingmar 
Benediktsson and Susan Rafik Hama had access to the software. During the 
research process, all data, including the ATLAS.ti dataset, was kept on a 
special cloud drive that was only accessible to the research group. 

Later in the analytical process, Artëm Ingmar Benediktsson created 
memos and code-networks to visualise the themes which later developed 
into the academic papers presented in this dissertation. The themes were 
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developed in relation to the research questions in each paper in this 
dissertation. The code networks (Appendix E) visualise the analytical process 
and present five different themes that emerged from the complete coding, 
categorizing codes and establishing links between the codes. Figure 2 shows 
the code network behind the first theme of the immigrant students’ 
reflections on the learning process.  

 

Figure 2. Code network. Immigrant students’ reflections on the learning process 

During the analytical process, the participants’ reflections on the learning 
process were coded and the codes were divided into four code clusters. The 
reader should start exploring the code network from the blue square towards 
the middle of Figure 2. Following that, the reader should look into the four 
clusters, starting from the largest labelled Teaching (highlighted with green 
and violet colours and consisting of the participants’ perspectives on 
teaching methods, communication with teachers, teaching materials and the 
workload). The next cluster is Learning environment (highlighted with grey 
colour and consist of the participants’ perspectives on the facilities within the 
universities, support services and the first impressions at the beginning of 
the studies). The third cluster is Teaching language (highlighted with brown, 
orange and yellow and consist of the participants’ positive and negative 
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experiences of usage of Icelandic and/or English during the education 
process). The third code cluster is associated with the first code cluster that 
reveals the participants’ experiences of teaching. However, this is presented 
independently because the language of teaching had a direct impact on the 
participants’ experiences of the learning process, while other codes included 
in the first cluster impacted their experiences indirectly by influencing their 
perspectives on teaching methods. Language-related issued form the 
smallest cluster that had a direct impact on the experiences of the learning 
process. They are highlighted in red and represent the issues and language 
barriers that the participants described during the interviews. These codes 
are associated with the third cluster, representing the issues that impacted 
the experiences of usage of different languages during the education 
process.  

The arrows and lines within the network represent the relations between 
the codes and show whether the specific codes are part of other codes, are 
associated with them or are a cause for particular experiences represented 
by codes. Additionally, the network has two boxes that are positive 
experiences of teaching methods (bright green) and negative experiences of 
teaching methods (red). Those boxes are connected to the codes that are 
associated with the participants positive or negative experiences of the 
learning process. 

All five code-networks can be found in Appendix E. They have a similar 
structure and also should be explored starting from the blue square in the 
middle. The red colour represents negative experiences, while different 
shades of green highlight positive experiences of teaching methods and/or 
communication with teachers. Together, the code networks provide a 
coherent picture of the patterns in the collected data and reveal different 
dimensions of the participants’ experiences of the learning environments 
and teaching methods in Icelandic universities.  

3.7 Main themes 
After the analytical process was complete, a final report of the findings was 
created which included the five main themes of immigrant students’ 
reflections on the learning process, culturally responsive teaching in Icelandic 
universities, immigrant students’ experiences of group work during the 
learning process, the students’ perspectives on the teaching methods of 
Icelandic as a second language, and the students’ perspectives on 
assessment methods. The number of each paper corresponds to the number 
of a theme, and each theme is central to one of the five papers. Additionally, 
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some themes, such as culturally responsive teaching, reappear in several 
papers, but they are presented and discussed from different perspectives 
depending on a particular paper’s focus. 

The first theme presents the participants general reflections on the 
learning process in Icelandic universities. This was one of the main topics of 
discussions during the focus groups and individual interviews. This theme is 
central in Paper I and appears in all the papers where immigrant students’ 
experiences of different teaching methods are explored from different 
perspectives. These perspectives are the participants’ experiences of 
learner-centred approach to teaching as opposed to the conventional 
lecture-based approach; the participants’ perspectives on workload and 
learning materials; and the participants’ experiences of class discussions and 
knowledge exchange between students and teachers.  

The second theme focuses specifically on culturally responsive teaching 
in Icelandic universities and presents arguments for why this teaching 
approach is relevant. The theme is widely discussed in Paper II, which has the 
term culturally responsive teaching in its title. Other papers reveal some 
findings related to immigrant students’ experiences of culturally responsive 
teaching, such as Paper III, where one section is dedicated to culturally 
responsive teaching and Paper IV, which, among other topics, explores how 
communicative language teaching corresponds to culturally responsive 
teaching. Paper V includes a discussion about culturally responsive 
assessment, which is an assessment approach derived from the theory of 
culturally responsive teaching. 

The third theme includes findings related to immigrant students’ 
experiences of group work during the learning process. This theme is central 
to Paper III, where the participants’ perspectives on communication with 
teachers and peers during multicultural group work are analysed. 
Additionally, Paper IV focuses specifically on several issues related to the 
group work applied in the Icelandic language courses, and Paper V includes 
a section that reveals immigrant students’ reflections on group assessment.  

The fourth theme reveals how immigrant students experience the 
teaching methods of Icelandic as a second language. In the initial stage of the 
analytical process, this theme was regarded as a sub-category of the first 
theme, which explores the participants’ experiences of the learning process. 
Due to its specific features, the sub-category developed into a full theme. 
The findings related to this theme are exclusively discussed in Paper IV. It 
analyses the participants’ perspectives on communicative language teaching, 
task-based instruction, group work and explicit grammar teaching. Special 
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attention is given to Icelandic language teaching because the majority of the 
participants took some courses in Icelandic as a second language, and their 
experiences of these programmes varied significantly.  

The fifth theme presents immigrant students’ perspectives on 
assessment, including summative, formative and group assessment. This 
theme is central to the Paper V. Besides the analysis of the participants’ 
experiences of assessment methods, Paper V brings to the discussion a 
question about standardisation of the rules and policies regarding language 
support and language usage in written assignments and during the 
examination periods.  

3.8 Summary 
The data collection and the analytical process produced an extensive dataset 
that became the basis of the five academic papers included in this 
dissertation. The papers explore immigrant students’ experiences of 
teaching methods and learning environments in the three target universities. 
The main findings have also been presented in conferences in Iceland and 
internationally. The five academic papers have been written for publication 
in different peer-reviewed journals. The papers present a coherent overview 
of the main findings and contribute significantly to the discussion about 
immigrant students’ experiences of university education in Iceland.  
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4! Main Findings 

This chapter gives an overview of the main findings from the interviews. The 
chapter is divided into sections that represent the five main themes and five 
papers. A comprehensive presentation of the findings is to be found in the 
papers that are part of this dissertation.  

4.1 Immigrant students’ reflections on the learning process 

This section answers the research questions that appear in Paper I: What are 
immigrant students’ experiences of the learning process in Icelandic 
universities? What are immigrant students’ perspectives on teaching 
methods and educational support? What challenges do immigrant students 
encounter during the learning process in Icelandic universities? The findings 
point out that the majority of the participants have positive experiences of 
the learning process and the teaching methods applied in Icelandic 
universities. They consider the learning environments and facilities to be 
modern.  

The participants were satisfied overall with the teachers and mentioned 
that the majority of the teachers were easily accessible, knowledgeable and 
that they came well prepared for the lectures and seminars. The participants 
emphasised the importance of teachers promoting active interaction in the 
classroom. They revealed that this had a positive impact on their sense of 
belonging in the classroom and created a productive learning environment 
based on communication and knowledge sharing. Furthermore, the 
participants highly valued those teachers who provided the necessary tools 
and guidelines to pursue education and allowed students to work 
independently. According to the participants’ experiences, the teacher’s role 
sometimes shifts from being merely a source of knowledge to becoming 
contributors to students’ development. These experiences were mainly 
reported by the students who were enrolled in the School of Education at 
the University of Iceland. 

In some cases, the students reported that the teachers applied a 
conventional, lecture-based approach to teaching, allowing little to no 
student involvement in the learning process. The students who experienced 
this did not find this approach motivating, and they felt like it did not 
encourage active knowledge construction in the classroom. In those cases, 



 

54 

the participants’ experiences were mostly negative, and they even concluded 
that this kind of approach has little to do with teaching.  

Language-related issues were among the most frequently discussed 
challenges. Those participants who took courses that were taught in English 
were appreciative of being able to take courses in English and wished that 
there were more such courses available. When it came to courses that were 
taught in Icelandic, the participants experienced several challenges. Many 
participants (though not everyone) revealed that it usually took more time 
to prepare for these courses and that they needed to have good language 
skills in academic English because the majority of the learning material was 
in English. Additionally, some participants used their native languages daily 
to translate academic terms and understand the learning material.  

New technologies are increasingly used in Icelandic universities. 
According to the participants, teachers often audio and/or video recorded 
the lectures and/or seminars and uploaded them to the intranet, so the 
students could access the recordings any time. Although this practice was 
originally intended for distance students, the participants highlighted how 
the recordings were very useful to them during exam preparation because 
they could listen to the lectures several times and stop the recordings when 
they needed time to translate some sentences or ask peers for the definition 
of academic terms. 

When it comes to educational support during the learning process, the 
Icelandic universities offer different support services, including service desks, 
international offices, student counselling, writing centres and orientation 
days for new students. In spite of the variety of the available support services, 
the participants reported finding it difficult to navigate through the services 
and find general information on what services are available to them. Many 
participants were neither aware of the existence of some services nor used 
them.  

The participants from the University of Akureyri, however, were better 
informed because the academic counsellors had short presentations of the 
support services during the first classes of the academic terms. The 
participants from the other two universities were poorly informed about the 
services. In some cases, they commented that it would have been helpful for 
them if they knew that they could receive professional help in resolving 
issues related to the learning process and examinations. Those participants 
who used some support services were highly positive towards service desks, 
writing centres and other services provided by the libraries.  
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Experiences of communication with the international offices were diverse. 
When the support sought was related to exchange studies, the international 
offices’ answers were accurate and relevant. However, when the students 
tried to seek help or advice regarding adaptation to the Icelandic educational 
system, their experiences were mostly negative because the international 
offices replied that they were only assisting exchange students or those who 
intended to enrol in an exchange programme. Experiences of the support 
provided by academic counsellors were also varied. Some participants highly 
appreciated the counselling services, while others considered them to be 
useless. Several participants connected their experiences to the counsellors’ 
differing levels of cultural responsiveness. The participants revealed that 
they even had favourite counsellors that they considered to be more open 
and aware of immigrant students’ challenges.  

Regardless of the lack of information on available support services and 
several other issues highlighted in this section, the participants’ overall 
experiences of the learning process in Icelandic universities were positive. 
The majority of the participants revealed that the university became a place 
where they had an opportunity to develop their strengths and acquire and 
exchange knowledge.  

4.2 Culturally responsive teaching in Icelandic universities 
This section covers immigrant students’ perspectives on culturally responsive 
teaching in Icelandic universities. This theme is central to Paper II, which 
argues that culturally responsive teaching matters based on the findings 
from the interviews with the immigrant students. The research questions, 
that are addressed in Paper II are: What are immigrant students’ experiences 
of culturally responsive teaching, applied to some extent by several 
teachers? What are immigrant students’ perspectives on the workload and 
language-related issues? What are immigrant students’ perspectives on the 
relations with teachers and why power-sharing and equality in the classroom 
are important for immigrant students?  

During the interviews and the analytical process, it became clear that 
teaching that would be categorised as being culturally responsive is still rare 
at the Icelandic universities. The participants reported that they were rarely 
encouraged to use their cultural background during the educational process 
and hardly ever used their native languages to read academic texts that are 
relevant to the subjects they studied.  

A pattern was discovered during analysis. The majority of the participants 
who experienced culturally responsive teaching were students at the School 
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of Education at the University of Iceland. More specifically, they either were 
students at the International Studies in Education programme or had taken 
courses included in this programme. This pattern could be explained by the 
programme’s focus on international students and students whose native 
language is not Icelandic. Further, the developers of the programme 
highlighted the importance of multicultural education and culturally 
responsive teaching methods (Books et al., 2011). The participants expressed 
positive attitudes about the courses where the teachers encouraged the 
students to relate new knowledge to their previous experiences.  

A single story shared by a student who was studying to become a primary 
school teacher showed how a supervisory teacher supported and motivated 
her during the teaching practice at a primary school. The student was 
insecure about her pronunciation of Icelandic and worried that the children 
would not understand her. The teacher understood the student’ concerns, 
but instead of criticising her and asking her to improve her language skills, 
the teacher encouraged her to overcome the fears and be open about her 
background and the challenges she experienced.  

The participants who studied business administration valued teachers 
who shared their own personal and professional experiences. By providing 
examples from personal experience, the teacher was not merely making the 
teaching more interesting for the students, but he or she encouraged the 
students to do the same.  

When it comes to negative experiences, several participants who were 
students in the humanities were clearly not satisfied with the teachers who 
did not pay attention to the principal elements of culturally responsive 
teaching, such as the importance of a personal approach to every student 
and constructive dialogue between students and teachers. In some cases, the 
participants expressed their dissatisfaction with the curriculum, workload 
and learning materials. They felt that the workload was too heavy and, 
according to their experiences, the number of ECTS (European Credit 
Transfer and Accumulation System) granted did not always reflect the 
amount of work required, especially those that included an extensive 
amount of the reading material in Icelandic.  

Despite several negative experiences, many participants from different 
departments and universities pointed out that they often enjoyed equality in 
the classroom and dialogue between teachers and students. Several students 
mentioned that it was unusual for them to call their teachers by their first 
names without adding titles. These kinds of relations between teachers and 
students were new to them because they had not experienced them in their 
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countries of origin. Developing a personal connection with immigrant 
students that is built on mutual respect, genuine concern for students, 
enjoyment of and commitment to teaching, and willingness to improve 
practice are the characteristics that the participants said were important. The 
participants revealed that encouragement to think critically and increased 
access to managing the learning process improved their sense of 
responsibility and empowered them.  

The findings revealed that, although culturally responsive teaching is still 
uncommon in Icelandic universities, it has a positive impact on the 
participants’ experiences of the learning process, even when culturally 
responsive teaching is applied unsystematically by some teachers. The 
participants revealed that they would appreciate more teachers making an 
effort to create a connection between the students’ cultures and previous 
experiences and newly acquired knowledge and encouraging students to use 
their cultural backgrounds. According to the participants, this way of 
teaching motivates them and improves their integration in the Icelandic 
learning environment.  

4.3 Immigrant students’ experiences of group work  

Group work was one of the most discussed teaching methods during the 
interviews. This section presents findings that reveal the participants’ 
experiences of group work, communication with peers during the work 
process and the challenges that participants had. This theme is central to 
Paper III. The main research question that Paper III addresses is: What are 
immigrant students’ perspectives on multicultural group work and what 
challenges do immigrant students encounter during the group work process?  

The participants’ experiences of group work varied from being positive to 
negative. The participants who were students in the social sciences and 
engineering were the most satisfied with the group work because they felt 
that the group work was a good preparation for their future carriers. They 
described the group work as an enriching and beneficial experience that 
expanded their horizons and provided an opportunity to enter into direct 
dialogue with their peers and participate in discussions.  

Language barriers were repeatedly reported as one of the main obstacles 
hindering active participation in group work and class discussions. During one 
of the group interviews, a participant described a case of code switching. A 
teacher noticed that several immigrant students were not participating in the 
class discussions with their peers. The teacher found out that this was due to 
the students’ limited Icelandic skills. In order to activate those students, the 
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teacher suggested carrying out the discussion in English instead of Icelandic. 
The student who shared this story reported increased engagement, and 
according to his observation, everybody took part in the discussion.  

Several participants highlighted a positive aspect of working in groups 
with local Icelandic students. Their Icelandic peers, they said, provided 
language support. They helped the immigrant students to understand the 
assignments and write final reports. The immigrant students wanted to 
compensate for this extra support and often tried their best to be active in 
group discussions and contribute verbally as much as they could. On the 
other hand, some participants expressed their concerns when the groups 
included several immigrant students, especially when the groups consisted 
of more than five members. They felt like this may put pressure on the few 
Icelandic peers that had to write and proofread the final reports.  

In a few cases, the participants worried about free-riding that might occur 
in the groups, especially if the groups were formed by the students 
themselves and the choice of group members was based on personal 
relations. In these cases, the students wanted to maintain friendship and 
turn a blind eye to a free-riding peer. Another issue related to the groups 
formed by the students is that occasionally the group work turned into time 
for the friends to chat. These are the reasons why some participants saw an 
advantage of groups being assigned by teachers, who could create more 
balanced groups. However, it is important to point out that these cases were 
very few, and the majority of the participants would still prefer to choose 
group members themselves.  

While many participants valued group work, some participants held 
negative attitudes toward this teaching method. Those who held negative 
attitudes towards group work were mostly students in the humanities. They 
explained that they had never or very seldom used group work in their 
countries of origin and that the concept and the aim of group work as a 
teaching method were unclear for them. Those students were clearly 
focussed on achievement and final grades and did not take account of the 
working process, which can be beneficial itself. This lack of understanding of 
the main advantages of group work was probably the reason behind their 
negative experiences.  

The findings related to the participants’ experiences of multicultural 
group work in the three Icelandic universities revealed some issues, mainly 
caused by the lack of clear explanations about its purpose, assessment 
criteria and the main advantages. In some cases, the issues appeared due to 
group members’ different learning styles, language skills and levels of 
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motivation. Despite the challenges, many participants were satisfied with 
group work and emphasised that the group work has a sustainable quality in 
that it will benefit in their future careers. 

4.4 Learning Icelandic as a second language 

According to language policies of Icelandic universities, Icelandic is the main 
language of instructions, especially on the undergraduate level. Exams and 
assignments are provided only in Icelandic in most cases. Having good 
Icelandic language skills is normally required to successfully complete 
university education at the undergraduate level, except for the International 
Studies in Education BA program that is taught in English and language 
degrees that are taught in the target languages.  

The University of Iceland and the University of Akureyri offer different 
courses in Icelandic as a second language. The University of Akureyri offers 
single courses in Icelandic both fall and spring terms. At the University of 
Iceland, there are two programmes available. One of them is a full bachelor’s 
programme called Icelandic as a Second Language (180 ECTS). The other is a 
one-year programme in Icelandic as a second language for practical purposes 
(60 ECTS). The existing knowledge on the students’ experiences of the 
learning environments in those two programmes is relatively low. It is 
important to highlight that the goal of this study is not to compare the 
Icelandic as a Second Language Practical Diploma Program (60 ECTS) with the 
Icelandic as a Second Language BA Program (180 ECTS). The main goal is to 
provide insight into students' perspectives on the Icelandic language 
teaching methods used in different courses and analyse the students’ 
experiences of the learning environment. 

This section explores findings related to the students’ experiences of 
learning Icelandic as a second language. Paper IV presents an extensive 
overview and analysis of the students’ reflections on the teaching methods 
used in the program and communication with teachers during the learning 
process. The main research questions that are addressed in the Paper IV are: 
How do immigrant students experience the teaching methods of Icelandic as 
a second language? What are the participants’ reactions to and reflections 
on implicit teaching methods that focus on developing communicative skills? 
What are the participants’ experiences of courses where explicit teaching of 
grammar is applied? What are the participants’ experiences of 
communication with teachers during the learning process?  

Although all participants of the study, excepting the three participants 
who were students at Reykjavík University, have taken courses in Icelandic 
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as a second language, only a few of them have Icelandic as their major. The 
majority of participants studied Icelandic alongside their major studies 
because they viewed it as an essential element for improving their language 
skills and ensuring better integration into the Icelandic learning environment 
and better access to social activities and education as a whole. In some cases, 
the participants pointed out that the courses are often too general and more 
focused on the linguistic elements, while some of the students were more 
interested in improving skills in academic Icelandic that might be relevant for 
those who write assignments and reports in Icelandic. Additionally, the 
participants revealed that Icelandic language courses are often scheduled at 
times that conflict with the schedule of their major programmes, so the 
students had to make a choice that was usually not in favour of Icelandic 
language courses. They wished that some Icelandic language courses were 
available in the afternoons or evening that would be more convenient.  

The participants expressed generally positive attitudes towards the 
courses where focus-on-form approaches and communicative language 
teaching were applied. They felt encouragement from teachers and enjoyed 
practising Icelandic in the classroom. Overall, communicative language 
teaching created a dynamic atmosphere that the participants enjoyed. 
According to the participants, many teachers were attentive facilitators. 
According to the participants’ observations, the teachers applied a reactive 
focus-on-form approach. They corrected students’ errors and focused on the 
linguistic elements that caused the problems during communicative 
classroom activities. However, one student shared that the teacher was not 
always aware of one particular problem during the classroom activities. The 
student pointed out that sometimes students switched into English during 
the discussions, especially when the group included native English speakers. 
According to the participant, it created a challenge and hindered her from 
practising Icelandic.  

Several participants specifically mentioned a task-based assignment that 
was applied as a part of one course for beginner students. The task was a 
real-world open task called Íslenskuþorpið (The Icelandic Village). The 
students were asked to work in pairs to practice Icelandic in their 
communities. They had to go together to a coffee shop or a bookstore and 
order a coffee or ask for assistance in Icelandic. Additionally, they had to 
audio-record the conversation of them speaking Icelandic with a shop 
assistant and then analyse the conversation together. Although the students 
understood that the task was meant to improve their communicative skills, 
the attitudes towards the task were mainly negative. The participants 
mentioned that they were poorly prepared for this particular task and did 
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not have the confidence to go out and start speaking Icelandic. They felt 
often uncomfortable and sometimes anxious while performing the task. They 
considered the idea behind the task to be good, but they wished that this 
particular task was applied later in the learning process.  

Additionally, the participants mentioned that they appreciated teachers 
supporting and facilitating language learning outside of the universities by 
setting up the Facebook groups and opening discussions to train students 
communicative and writing skills. Some teachers also promoted Café Lingua, 
a social language exchange event that is facilitated by the School of 
Humanities at the University of Iceland and highly valued by the immigrant 
students who participated in this study.  

During the interviews, the participants widely discussed their experiences 
of courses where explicit teaching of grammar was applied. Although the 
participants understood the positive benefits of focusing on linguistic forms, 
their experiences of this teaching method were mostly negative. The 
participants explained that the main reason behind their dissatisfaction was 
that they did not feel involved in the learning process and the learning 
process became a routine review of grammatical exercises and homework 
assignments. Further, some participants concluded that the workload in the 
courses where explicit teaching of grammar was applied was heavier than in 
other courses. The findings revealed that the participants would rather have 
the teachers more often incorporate the teaching of grammar rules in 
communicative teaching by applying incidental focus-on-form.  

Even though the study revealed several important issues related to the 
teaching methods used in Icelandic language courses, the participants 
generally held positive attitudes toward the learning environment. The 
teachers were often described as accessible and caring for their students. 
Further, the participants observed a tendency to increasing learner-centred 
approaches, such as communicative language teaching.  

4.5 Immigrant students’ perspectives on assessment methods 

Assessment is an inseparable part of the learning process, and the 
participants discussed their perspectives on assessment methods along with 
the teaching methods. The participants’ experiences of assessment methods 
are presented in Paper V. The goal of Paper V is to explore immigrant 
students’ experiences of summative, formative and group assessment and to 
analyse the students’ perspectives on special support offered during the 
examination periods. The research questions that Paper V addresses are: 
What are immigrant students’ experiences of assessment methods, including 
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summative, formative and group assessment, used in three different 
universities in Iceland? What are immigrant students’ perspectives on special 
support offered by the Icelandic universities during the examination periods?  

The majority of the participants revealed that summative assessment 
methods that involve high-stakes examinations or final projects dominate at 
the three target universities. The students’ attitudes towards summative 
assessment were mostly negative. They commented that these assessment 
methods did not encourage further learning. Instead, they were merely a 
measurement tool that, in some cases, were unfair towards the students. 
According to the participants, in most cases, the texts of the final 
examination papers were in Icelandic and usually teachers allowed students 
to answer in English if they felt more comfortable with that. However, the 
decisions about the usage of English completely lay in the hands of the 
teachers, and the students had to negotiate the usage of English with each 
teacher before examinations. Many participants from different departments 
generally considered summative assessment to be outdated, especially when 
students were expected to learn facts without reflecting on the learning 
material.  

The psychological aspects of high-stakes exams were also frequently 
mentioned by the participants. Two particular groups of participants 
experienced stress more often than others during the examination periods. 
The first group were participants who came from the countries outside the 
European Economic Area whose residence permits depend on the number 
of ECTS credits granted during every school term. The second group were 
participants who received student loans that require them to successfully 
finish a certain number of ECTS every school term. These participants 
revealed that they typically experience extensive stress during the 
examination periods. In one case, a participant’s health was affected by exam 
anxiety, which resulted in the participant being admitted to the hospital for 
treatment. 

When it comes to formative assessment methods that involved low-
stakes examinations and assignments, the students’ experiences were 
predominantly positive. The participants highlighted that these assessment 
methods motivated them and encouraged active learning. Furthermore, they 
stated that formative assessment helped them to identify knowledge gaps, 
and feedback provided by the teachers played an important role in their 
development. The students valued teachers who provided organised course 
syllabi that included assignments evenly divided throughout the academic 
term and transparent assessment criteria. Further, the participants 
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appreciated narrative feedback from their teachers, especially when it was 
received before the next assignment was due.  

The analysis of the interviews revealed that sustainable assessment to 
develop students’ sense of responsibility and empowerment, such as peer 
and self-evaluation, was rarely used, so the participants could not comment 
on their experiences of these. When it comes to the assessment of group 
assignments, the participants mentioned that they scarcely ever got a chance 
to formally assess each other’s performance in group work. The grades were, 
in most cases, assigned by teachers. Furthermore, several participants lacked 
information about assessment criteria. This made them feel like grades were 
assigned unsystematically and were solely based on the teachers’ subjective 
opinions.  

Participants also revealed that a few teachers applied some dimensions 
of culturally responsive assessment by identifying students’ personal 
strengths, encouraging them to develop them, pointing out knowledge gaps 
and motivating students to close these. This approach to assessment was 
valued by those few participants who experienced it. They commented that 
this type of assessment promoted independent studying habits and a sense 
of responsibility for their own learning.  

Several participants revealed that sometimes they felt like some teachers 
had lower academic expectations toward immigrant students and 
approached immigrant students as if they were children. This teaching 
approach contributed to the participants’ further alienation from the group 
and created negative attitudes towards these particular teachers. The 
participants revealed that the teachers should have offered relevant 
educational support that would help students to fill up the knowledge gaps.  

When it comes to available support, in order to reduce the inequalities 
associated with language-related issues, immigrant students can apply for 
special support during examination periods, usually in the form of extended 
examination time, translation of examination questions, allowing students to 
use dictionaries and/or allowing them to answer questions in English. The 
main issue is that special support for students whose native language is not 
Icelandic is not clearly regulated and required students to undergo rounds of 
negotiation with teachers, academic counsellors or departmental offices. 
Some participants have applied for such support and described the 
application and negotiation process as confusing.  

In many cases, the easiest support to obtain is permission to use a 
dictionary during the exams. However, this type of support is not regarded 
as very useful by those participants who received it because it takes time to 
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find and translate academic terms using printed dictionaries. Extended 
examination time is currently possible at the University of Akureyri and 
several departments at the University of Iceland. The students who received 
extra time during the examination highly valued this type of support and 
considered it to be fair, since they reported spending a relatively long time 
on understanding the questions and, in some cases, translating them for 
themselves.  

Translating examination questions and using English or other languages 
to answer questions are the least regulated forms of special support and 
always requires negotiations with particular teachers. Many participants 
repeatedly noted that, in most cases, they did not need full translations of 
the examinations, but they always appreciated when they were given the 
choice of answering exam questions in English. They considered it the most 
effective form of support to compensate for a lack of language skills in 
academic Icelandic. Although the participants were generally very grateful 
for any type of support that could help them to overcome language-related 
issues, they wished that the universities would develop clear policies and 
regulations regarding special support during examination periods for 
students whose native language is not Icelandic.  

4.6 Summary 
Despite all the challenges that the participants faced during the learning 
process at the Icelandic universities, when there were asked to summarize 
their experiences, they were invariably positive and said that overall, they 
are satisfied with the learning environments and teaching methods. In most 
cases, language-related issues negatively impacted their experiences. This 
included practical difficulties related to reading and writing in academic 
Icelandic and difficulties in communicating with teachers and peers. 
Additionally, the inherited learning styles from the participants’ cultures 
occasionally created challenges that the students had to deal with, such as 
adapting to unfamiliar teaching methods especially group work and 
understanding different assessment criteria.  

The participants always valued the teachers who encouraged them to use 
their cultural backgrounds and previous experiences during the learning 
process. This approach motivated and empowered the immigrant students 
and had a positive influence on their sense of belonging. The participants 
appreciated the opportunity to be able to participate in this research study. 
They were very optimistic that the teachers, policymakers, academic 
counsellors and other staff members will reflect on the described issues and 
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challenges and take steps towards improving the learning environment and 
making university education accessible to everyone.  
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5! Discussion  

This is the first extensive study on immigrant students’ experiences of the 
learning environments and teaching methods used in Icelandic universities. 
As such, it will possibly have high value for teachers, policymakers, units of 
service and support and other university staff members. This research is also 
important for the participating immigrant students because they had the 
opportunity to share their experiences and make an important contribution 
to the discussion about immigrant students’ status in higher education in 
Iceland. The results of the study revealed that, although the participants have 
encountered several issues during the learning process, they remained 
positive about the education process. This study goes along with several 
trends in European higher education. Findings from a report on learning and 
teaching in the European Higher Education Area emphasised the significance 
of further research on diverse groups of students’ experiences of the learning 
process and generally call on teachers and university staff members to focus 
their attention on providing relevant support and to shift toward learner-
centred approaches to teaching and assessment (Gaebel & Zhang, 2018).  

This dissertation explores and analyses the participating immigrant 
students’ experiences of the learning environments and teaching methods 
used in Icelandic universities. This chapter starts with a discussion of the 
participants’ experiences of culturally responsive teaching and argues that it 
is important to implement culturally responsive teaching in Icelandic 
universities where student diversity is gradually increasing. Later, the 
participants’ perspectives on group work are discussed and related to 
previous research in the field. The participants’ perspectives on group work 
are highlighted because it was one of the most frequently discussed teaching 
methods. According to the participants, it is being applied by the majority of 
teachers in Icelandic universities. The discussion continues with a section on 
the participants’ experiences of learning Icelandic as a second language and 
their reflections on the teaching methods, including explicit and implicit 
language teaching. This is relevant because all, but three participating 
students took courses in Icelandic at some stage of their studies, and a few 
of them even majored in Icelandic. The section after that discusses the 
importance of the relevant educational support for immigrant students, 
based on the participants’ experiences and challenges. Following sections 
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explore the question of why it is important to create an empowering 
university culture where all students feel valued and respected regardless of 
their origin. Additionally, this chapter includes sections that reveal and 
discuss the surprises and limitations of the presented study as well as ideas 
for further research. 

5.1 Bridging cultures in universities  
Student populations are becoming more diverse in universities around the 
globe. According to previous research, the most important characteristic of 
teachers who are working with diverse student populations is being open and 
caring towards their students regardless of the students’ origin or any other 
status (Boesch, 2014; Gaebel & Zhang, 2018; Parekh, 2006). The question 
that one might ask is: Why does culturally responsive teaching matter and in 
which ways do the Icelandic immigrant students’ views correspond with 
findings from other research projects about culturally responsive teaching? 
This question is very relevant in Icelandic universities, where the diversity of 
the student body is growing along with the increasing diversity in Icelandic 
society (Statistics Iceland, 2018a, 2018b).  

Culturally responsive teaching contributes to the students’ sense of 
belonging in the learning environment (Gay, 2018; Nieto, 2010; Villegas & 
Lucas, 2002). The findings of the current study reveal that culturally 
responsive teaching as a fully established approach to teaching is a rare 
phenomenon in Icelandic universities. The participants felt like the teachers 
may start dialogues with immigrant students out of curiosity, thus exploring 
their cultures, which is an element of culturally responsive teaching. Several 
theorists within multicultural education have repeatedly emphasised the 
importance of exploring students’ cultures and introducing the school 
culture through dialogue and knowledge exchange (Gay, 2001; Nieto, 2010). 
In this way, students feel valued and welcomed into their new environments. 
The participants in the current study who experienced this dimension of 
culturally responsive teaching mentioned that it was challenging and unusual 
to share previous experiences, cultural backgrounds and knowledge and to 
be involved in the discussions in the beginning. Once they got used to it, they 
saw the benefits of this approach.  

Culturally responsive teaching aims to eliminate cultural prejudices 
existing within the dominant culture and prejudices that immigrant student 
hold towards themselves (Banks, 2016; Gay, 2001, 2015). The participants of 
this study mentioned that sharing cultural backgrounds and previous 
experiences improved their communication with both teachers and peers, 
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who became more open to working with them regardless of language 
barriers and cultural differences. However, some participants shared that 
they often felt stressed about their language skills, especially Icelandic 
pronunciation. These negative attitudes towards themselves impacted the 
participants’ well-being and made them less active in the learning process. A 
clear example of this was a participant who was insecure about her 
pronunciation of Icelandic during practical training. A caring teacher offered 
relevant support to help eliminate the internal worries. Once the participant 
overcame the anxiety, the practical training at a primary school became an 
enjoyable and enriching experience for both the participant and her pupils.  

Creating an inclusive and multicultural curriculum is not merely an 
attempt to integrate students with diverse backgrounds into the learning 
environment. It also creates a unique learning experience for local students, 
who will have the opportunity to learn about different cultures and discuss 
them with their peers (Gay, 2001, 2018; Parekh, 2006). A multicultural 
curriculum is, according to the findings, a rare phenomenon in Icelandic 
universities. The participating students who were enrolled in the 
International Studies in Education programme were acquainted with a 
multicultural curriculum. These students shared how the curriculum was 
positive for them, and they learned a lot about their own and their peers’ 
cultures.  

On the other hand, several other participants tried to contact their 
teachers and suggest some changes in the curriculum. Their suggestions 
were rejected. This created negative attitudes towards those teachers and 
general dissatisfaction with the courses. Earlier research points out that it 
takes time for teachers to adjust to new teaching methods, and “[i]t takes 
honesty and self-reflection to admit that one’s courses do not currently 
incorporate non-mainstream perspectives” (Quaye & Harper, 2007, p. 38). 
Only after self-reflection and re-evaluation of his or her own teaching can a 
teacher see the benefits of the extra work that he or she would need to do 
while adjusting the curriculum to the needs of a diverse group of students. 
Furthermore, creating a learning environment that activates all students is 
beneficial to everyone. For example, a teacher deciding to temporarily 
change the language of instruction into English made a difference according 
to the participant who experienced it. The dynamics in the classroom 
changed and the previously mute students started to participate in 
discussions that also activated local students.  

Besides Icelandic and English, the participants very seldom used their 
native languages during the education process. They revealed that the 
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teachers hardly ever encouraged them to look for supporting learning 
materials in the students’ native languages. These findings correspond to the 
findings presented by Holmen (2014), who revealed similar patterns at 
Danish universities, where students’ linguistic competences in other 
languages than Danish and English “are not put actively into use in their 
academic life at Danish universities” (p.22). According to Cummins (2012), 
encouraging students to use their native languages during the education 
process empowers the students and affirms their identities i.e. cultural, 
linguistic and student identities. 

Culturally responsive teaching aims to establish a link between school and 
the outside world (Gay, 2018; Nieto, 2010). According to the theory, teaching 
how to apply existing knowledge in the learning process and later how to 
relate the acquired knowledge to the real world are the goals of education 
(Banks, 2016; Boud & Falchikov, 2006).  Some theorists suggest adding 
sustainability to the theory of culturally responsive teaching (Paris, 2012; 
Paris & Alim, 2014). In other words, the focus is gradually shifting towards 
teaching the students how to sustain cultural competence and use it to their 
advantage in the future. Although the notion of culturally sustaining 
pedagogy has many benefits, it is even more uncommon than culturally 
responsive teaching in the Icelandic universities. Some evidence of 
experiences of culturally sustaining teaching were only found in two 
interviews with the students enrolled in the International Studies in 
Education programme.  

Culturally responsive teaching builds an atmosphere of trust in the 
classroom and promotes critical thinking (Gay, 2018; Nieto, 2010). The ideas 
of promoting critical thinking and changing the traditional role of teachers 
are central to the constructivist theory, which emphasises learner-
centredness in education (Brown, 2003; Cornelius-White, 2007). Several 
participants mentioned that teacher-student relationships built on trust had 
a positive impact on their well-being and allowed them to be more open and 
critical during the learning process. According to the participants, the best 
teachers are those who act as facilitators to guide the students through the 
learning process and encourage them to examine theories and previous 
research critically.  

When it comes to the assessment methods, the analysis of the interviews 
revealed that many participants were concerned that the majority of the 
assessment methods that they experienced were summative assessments. 
These often included final examinations or final assignments essays or final 
reports that counted for their full grade in the course. The majority of the 
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participants felt like summative assessment did very little to promote further 
learning. Instead, it caused high amounts of stress during examination 
periods, resulting in some people developing exam anxiety. Culturally 
responsive teaching promotes holistic assessment methods that are non-
biased and applied with equity in mind (Montenegro & Jankowski, 2007; 
Slee, 2010). Those participants who experienced formative assessment, 
based on low-stakes examinations and assignments, were very positive 
towards them. The participants mentioned that formative assessment 
facilitated learning by pointing out knowledge gaps and that narrative 
feedback was much more useful than a single grade assigned after a final 
exam. These experiences go along with previous research in the field that 
highlights the importance of applying non-biased assessment methods that 
involve both oral and written low-stakes assignments and examinations with 
narrative feedback that encourages further learning (Lloyd et al., 2015; 
Montenegro & Jankowski, 2007; Padilla & Borsato, 2008; Struyven et al., 
2003).  

According to the interviews, the participants were hardly ever given the 
chance to discuss and/or adjust assessment criteria, and in some cases, they 
even lacked a clear explanation of the assessment methods. These factors 
contributed to the participants’ negative experiences and, in a few cases, 
resulted in failing exams. Earlier research emphasises the fact that teachers 
should take time to explain all the assessment criteria in detail, even those 
that are seemingly known, and allow students to discuss and/or select the 
assessment criteria (Boesch, 2014; Carless, 2007; Falchikov, 2005; Moore & 
Hampton, 2015; Struyven et al., 2003). In some cases, teachers should adjust 
the assessment if students provide an argument for the adjustment (Boesch, 
2014; Moore & Hampton, 2015).  

The analysis of the findings of the current study revealed a clear pattern 
in the participants’ answers. Although they seldom experienced culturally 
responsive teaching, their experiences of it were so positive that they were 
the highlights of their learning process. The participants shared that it was 
enjoyable to be active contributors to the learning process, share previous 
experiences and cultural backgrounds and exchange knowledge with 
teachers and peers.  

5.2 Group work: An opportunity or a challenge? 

During the interviewing process, it became obvious that the experiences of 
the group work were going to evolve into a separate theme. Group work is a 
teaching method that requires collaboration and active communication 
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between peers. All participants understood why group work is amongst the 
most frequently used teaching methods in the Icelandic universities, since it 
is both contemporary and relevant. Although the benefits of group work are 
widely discussed in both constructivist and multicultural education theories, 
the reality is still rather ambiguous. While some students praised and 
genuinely enjoyed group work, others tried to avoid it and held highly 
negative attitudes towards it.  

Overall, the findings are similar to the findings presented in earlier 
research in the field that revealed students’ contradictory experiences of 
group work (e.g. De Vita, 2002; Moore & Hampton, 2015; Popov et al., 2012). 
There is, however, a detail that makes the current study unique. During the 
analytical process, a clear pattern was discovered. It became apparent that 
the students in the humanities held negative attitudes towards group work, 
while students in social sciences and engineering held positive attitudes. 

During further analysis, it became evident that the majority of the 
participants who studied social sciences and engineering were immigrants 
who had resided in Iceland for relatively long periods, and many of them had 
finished their primary and/or secondary education in Icelandic schools. Thus, 
they had better Icelandic skills, in some cases close to native proficiency, and 
they were familiar with the majority of teaching methods, including group 
work. On the other hand, the participants who studied the humanities were 
often newcomers who had finished primary, secondary and, in some cases, 
higher education in their countries of origin. Many of them were unfamiliar 
with group work and had not experienced it earlier. Previous research 
suggests that teachers can prevent negative attitudes towards group work 
by properly introducing it as a teaching method, clearly explaining the 
assessment criteria and highlighting the benefits of group work (De Vita, 
2002, 2005; Forehand et al., 2016; Hassanien, 2006; Popov et al., 2012). The 
participants whose experiences were negative revealed that they were not 
introduced to group work and, in some cases, were not even informed about 
the assessment methods and criteria. This created several negative 
preconceptions and made the whole process difficult and stressful for them.  

In some cases, the participants worried about the free-riding that might 
occur during group work, mainly because some group members might have 
lower language skills than others. Previous research suggests that free-riding 
can be eliminated or significantly reduced if teachers apply more advanced 
assessment methods, such as combining teachers’ professional assessment 
with peer assessment, because this can activate students and stimulate 
learning (Carless, 2007; Forehand et al., 2016; Hassanien, 2006; Maiden & 
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Perry, 2011; Yang & Carless, 2013). This type of assessment has also been 
reported to have sustainable quality. According to the interviews, the 
participants scarcely ever got the chance to formally assess each other’s 
performance in group work assignments to take an active part in the 
assessment. The grades were, in almost all cases, assigned by teachers, which 
contradicts one of the main principles of sustainable assessment, that of 
involving students in the assessment process as much as possible.  

Despite several challenges described by the participants, approximately 
half of them regarded group work as a unique opportunity to exchange 
knowledge, learn about different cultures and learning styles and generally 
learn how to work in groups. Both empirical and theoretical literature state 
that group work, and especially multicultural group work, has many benefits 
for all students (De Vita, 2002; Falchikov, 2005; Forehand et al., 2016; 
Hassanien, 2006; Kimmel & Volet, 2010; Popov et al., 2012; Sweeney et al., 
2008). However, group work should not be considered as a universal method 
that suits all students. Especially when it comes to communication between 
peers with the groups that is a significant part of group work, many other 
different aspects must be considered, such as personality conflicts, different 
learning styles and other personal and psychological issues (Almond, 2009; 
Popov et al., 2012).  

The participants of this study admitted that group work plays a significant 
role in contemporary higher education in Iceland. They wished for teachers 
to bear in mind that this teaching method can be new and challenging for 
some immigrant students. That is why it is important to provide relevant 
support, particularly to those students whose attitudes towards group work 
are negative or those who are less familiar with this teaching method.  

5.3 Icelandic: Breaking down the barriers 
Language is one of the most frequently discussed barriers that immigrants 
around the world need to break in order to be integrated into their new 
society. Many participants in the current study revealed that breaking down 
the language barrier took several years. In fact, they reported that they are 
still struggling when required to write essays or reports using academic 
Icelandic. Almost all participants took Icelandic language courses to improve 
their skills. In spite of mostly positive experiences, many of the participants 
revealed that they experienced some challenges and wished for 
improvements in the teaching methods and the structure of the courses.  

The contrasting experiences of teaching of Icelandic were recently 
presented by Sölvason and Meckl (2019), who studied immigrants’ 
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adaptation to Iceland. Their study involved approximately 2,200 immigrants 
residing in different parts of Iceland. The study revealed that only 25% of the 
participants were happy with the quality of teaching Icelandic in language 
schools and community centres in Iceland, while 59% were rather or very 
dissatisfied (Kyzer, 2019; Sölvason & Meckl, 2019). The results of this study 
suggest significant issues with the methods used to teach Icelandic in 
language schools that teachers and programme-makers should address. 
Although, that study did not focus on university students, the results may be 
applicable here. The issues related to the teaching methods of Icelandic 
described by Kyzer (2019) and Sölvason and Meckl (2019) are similar to those 
shared by the immigrant students in this study, including student 
dissatisfaction with teaching approaches that are not tailored to immigrant 
students and the teachers’ lack of experience in second language teaching.  

According to the findings from the current study, communication with 
teachers played a very important role in the participants’ experiences of the 
learning process. When they felt a connection to their teachers and could 
clearly see that teachers are passionate about teaching and applying 
different teaching methods, the participants’ experiences were highly 
positive. These practices and approaches go along with constructivist theory, 
multicultural education theory and communicative language teaching 
theories that emphasise the importance of establishing a productive learning 
environment that can trigger communication in the classrooms to develop 
students’ language skills (Richards, 2006; Wesche & Skehan, 2002).  

Explicit language teaching can be an essential element of second language 
teaching, especially when it comes to Icelandic. The language has a very 
complicated grammatical system, including complex verb conjugations and 
declensions of nouns, adjectives and articles. However, the participants’ 
negative experiences were very often related to the courses explicitly 
training students’ linguistical competence, i.e., grammar courses. The 
participants felt less involved in the learning process. They complained about 
workload, especially about the extensive amount of grammatical exercises 
and pattern drills. Previous research suggests that, in order to avoid these 
side-effects of explicit grammar teaching, teachers should consider applying 
incidental focus-on-form (R. Ellis et al., 2002; Loewen, 2005) supported by 
output hypothesis theory (Swain, 1993). Specifically, reactive incidental 
focus-on-form is regarded as very beneficial for developing both 
communicative and linguistic competences by focusing students’ attention 
on linguistic elements when questions or errors naturally arise during 
communicative classroom activities (R. Ellis, 2001; R. Ellis et al., 2002).  
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During the interviewing process, several participants mentioned the real-
world open task called Íslenskuþorpið (The Icelandic Village) applied in one 
of the courses offered to the students at the University of Iceland. A pattern 
was discovered in the participants’ answers. Their experiences were 
ambivalent in that they clearly understood the benefits of the idea behind 
the task but the experiences of doing the task were mostly negative. The 
participants felt that they were poorly prepared for the task and this resulted 
in extensive stress and generally negative attitudes towards the whole 
process. These experiences contradict the findings from Theodorsdóttir and 
Friðriksdóttir (2013), who studied students’ experiences with Íslenskuþorpið. 
The researchers reported that students had highly positive attitudes towards 
Íslenskuþorpið and generally considered the task to be a success 
(Theodórsdóttir & Friðriksdóttir, 2013). According to the interview guide in 
their study and an extended interview guide found in an unpublished work 
by one of the students who conducted the survey, the students were 
specifically asked to describe the advantages of the task and its value 
(Theodórsdóttir & Friðriksdóttir, 2013). However, they were not specifically 
asked about disadvantages or failures. The differences between the 
students’ experiences in Theodorsdóttir and Friðriksdóttir’s (2013) study and 
the students’ experiences in the current study could be explained by the 
different focuses of the studies. The earlier study specifically focused on this 
particular task and particularly looked for positive experiences 
(Theodórsdóttir & Friðriksdóttir, 2013). While the current study did not 
include any questions about this task, the participants revealed their 
experiences when they were asked to comment on teaching methods 
applied by the teachers of Icelandic as a second language. Additionally, the 
differences between these two studies could be explained by the students’ 
different learning styles, personalities or levels of language proficiency. 
Further, the task probably was not adapted to new groups of students. The 
literature review shows that there is no single way of doing task-based 
instruction. This creates challenges for teachers, because the same task can 
be highly relevant for one particular group of students but absolutely 
irrelevant for another group. That is why tasks must be thoroughly evaluated 
and tailored to students’ proficiency levels and interests and other 
circumstances (R. Ellis, 2009). The participants in the current study 
mentioned that some other assignments and tasks were applied too early in 
the learning process. They felt like they were not ready to complete such 
assignments. While the students’ fears may be understandable, R. Ellis (2009) 
points out that low proficiency levels alone are not grounds for dismissing 
tasks or other communicative assignments as “engaging in such interaction 



 

76 

[context-bound, inexplicit] might in fact be beneficial, encouraging them to 
develop the capacity to make use of their limited resources and thus helping 
them to develop their strategic competence” (p. 229). 

According to the findings, the participants wished to see improvements 
and changes mainly in courses where explicit teaching of grammar is applied. 
Further, the participants would appreciate the teachers considering tailoring 
tasks and assignments to every group of students and adjusting them to the 
students’ interests, aspirations and language levels. 

5.4 The importance of relevant educational support 

Relevant support during the education process had repeatedly been shown 
to be one of the most important elements in multicultural education (e.g. 
Arredondo et al., 1996; Engstrom & Tinto, 2008; Jabbar & Hardaker, 2013; 
Sambell et al., 2006). A study conducted by Stebleton and Soria (2012) 
comparing experiences and challenges of first-generation and non-first-
generation immigrant students revealed that first-generation immigrant 
students more frequently encounter obstacles during the learning process, 
thus requiring more attention and support. What is included in relevant 
support varies depending on the learning environment, student populations, 
university culture, etc.  

The participants in the current study were often not aware of the support 
services available at the universities. Thus, they never or seldom used them. 
During the interviewing process, several participants realised that some of 
the issues that they encountered could potentially have been resolved by 
academic counsellors. The most frequently highlighted issues were language-
related. This corresponds to the findings from earlier research, which, in 
most cases, emphasise language-related issues and ranked them as one of 
the primary obstacles that immigrant students encounter during the learning 
process (Ecklon & Rønn, 2007; Erisman & Looney, 2007; Sinacore & Lerner, 
2013; Stebleton & Soria, 2012). Previous research has also shown that 
students not from the dominant culture often held a weaker position caused 
by the prevalence of written, high-stakes examinations that require an 
advanced level of academic language skills, making language support during 
the examination periods particularly relevant (Padilla & Borsato, 2008; 
Sinacore & Lerner, 2013; Slee, 2010).  

The study participants described spending a lot of time on understanding 
examination and assignment questions and sometimes translating them. The 
universities tried to compensate for inequalities caused by differing levels of 
academic Icelandic by offering special support during examination periods, 
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usually in the form of extended examination time, translation of examination 
questions, allowing students to use dictionaries and/or allowing them to 
answer questions in English. As it is presented in the findings chapter and 
discussed in Paper V, the application process for the special support during 
the examination periods is very confusing and involves rounds of 
negotiations. Because of this, many participants hope that universities will 
develop clear policies and straightforward application guidelines that will 
eliminate confusion and save time for students and staff. 

It is very important for university staff to work collaboratively to provide 
relevant and tailored support for immigrant students at Icelandic 
universities. After language-related issues, several participants mentioned 
family challenges and socioeconomic barriers standing in their way towards 
obtaining their degrees. In some cases, the students are even forced to make 
a choice between family and work and university studies. When it came to 
seeking support, some participants felt like they fell into a grey area between 
local students and exchange students. They often lacked relevant support 
tailored to immigrant students who are residing in Iceland and pursuing 
higher education. 

5.5 Towards the empowering university culture 

Creating an empowering culture where every student feels valued and 
supported within educational institutions is one of the most important 
dimensions of multicultural education (Banks, 2009). Although every 
university staff member’s efforts count, an educational institution should act 
as a whole in order to transform the existing culture and create a truly 
empowering learning environment that will make higher education an 
enjoyable and enriching experience of knowledge exchange and personal 
development (Banks, 2009, 2016; Guy, 1999; Quaye & Harper, 2007). During 
the interviews, several participants pointed out that they valued equality in 
the classroom and the dialogue between teachers and students. Some 
participants expressed how this democratic way of teaching, where the 
majority of teachers were easily accessible and the educational process was 
an exchange of knowledge between students and teachers, was totally new 
to them because they had not experienced it in their countries of origin. 
Equality and power sharing in educational institutions in Iceland go along 
with the democratic views and general equality that prevails in modern 
Icelandic society (Stjórnarskrá lýðveldisins Íslands [Constitution of the 
Republic of Iceland], 1944).  
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Developing a personal connection with immigrant students that is built 
on mutual respect, genuine concern for students, enjoyment of and 
commitment to teaching, and willingness to improve are the characteristics 
that participants highlighted as being important in their teachers. The 
participants wish that more teachers would use these approaches to 
teaching and communication as would be beneficial to everyone and create 
a positive atmosphere in the classroom. On the other hand, misguided 
empathy resulting in holding immigrant students to lower standards and 
expecting less from them was considered to be the least motivating method 
according to the participants. Several participants revealed that some 
teachers had lower expectations towards the immigrant students and 
generally approached them as if they were children. This approach resulted 
in negative attitudes and made the participants feel uncomfortable. These 
participants’ experiences are supported by various studies that show that 
teachers should maintain equally high academic expectations for all students 
because lowering expectations based on students’ backgrounds could lead 
to lower well-being for immigrant students, making them feel invisible and 
less valued (Banks & Banks, 2016; Boesch, 2014; Swaminathan & Alfred, 
2001). 

The findings of this study revealed many different challenges and issues 
that the participants shared during hours of interviews. Nevertheless, the 
majority of the participants were grateful for the opportunity to pursue 
higher education in Iceland, and they were generally optimistic about the 
future. The participants shared that they feel like university staff members 
are open to critique and are genuinely willing to work on resolving issues and 
creating an empowering learning environment that will celebrate diversity 
and support students throughout their journeys. 

5.6 Surprises and limitations 

The study revealed 41 immigrant students’ experiences of learning 
environments, education processes, teaching methods and communication 
with teachers and peers. The participants were surprisingly open and willing 
to share their experiences, opinions, challenges and suggestions. They were 
very grateful to have the opportunity to speak out and contribute to the 
development of the education system. In this section, several surprising 
findings and patterns discovered during data gathering and analysis are 
highlighted along with the limitations of the study.  

Surprisingly, the majority of the participants were aware of the fact that 
there is very little research that has been done on immigrant students’ 
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experiences of higher education in Iceland. Several participants shared that 
they found themselves in a grey zone in several respects. First, due to the 
relatively large amount of studies on immigrant children and teenagers, the 
findings from those studies were often used to describe and generalise 
immigrants’ experiences of education and life in Iceland, sometimes taking 
little notice of the differences between compulsory and higher education. 
Second, the participants sometimes felt like they did not belong to any of the 
categories of the students in the universities. That is, they fell somewhere 
between local and exchange students. When they sought assistance, they 
were often provided with information intended for exchange students that 
was irrelevant to immigrant students, which demonstrates the lack of 
knowledge and understanding on behalf of the institutions.  

Findings related to the experiences of the group work were rather 
unexpected too. The participants’ perspectives were diametrically opposed, 
as was especially evident in the group interviews. Additionally, there were 
very apparent differences in students’ experiences in different departments 
and schools within the universities.  

When teaching methods were discussed during the interviews, it was 
interesting to observe the participants’ physical reactions to some of the 
methods. For instance, when lecture-based teaching methods were 
discussed, many participants started to answer with an audible sigh, 
indicating that the following comments would be negative. On the other 
hand, their body postures and voice tones changed when they were talking 
about their experiences of culturally responsive teaching, indicating their 
positive attitudes towards these methods.  

There are several limitations to the study. The fact that the presented 
study is included in a larger project can be considered to be both an 
advantage and a limitation. It was beneficial to learn about the participants’ 
backgrounds, their aspirations, the details of their family lives and previous 
education, their experiences in Icelandic labour market and other things. This 
gave more insight into the participants’ lives and provided the researcher 
with an opportunity to reflect on the findings from a broader perspective. 
Additionally, being able to meet many participants for both group and 
individual interviews was an advantage, as it created a better connection to 
the participants that made the interviewing process generally smoother. On 
the other hand, the interview guides (Appendices B, C and D) covered many 
different themes, limiting the time the researcher could spend discussing the 
participants’ experiences of the learning environments and teaching 
methods.  
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The interviewing process included three phases: focus groups, individual 
interviews and repeated focus groups. The third phase was considerably less 
successful. Only 14 out of 41 participants agreed to participate in the third 
phase. The aim of the additional round of the focus group interviews was to 
explore the participants’ educational progress and to find out if any changes 
had occurred since the earlier interviews. The three focus groups produced 
very little new data, as the participants gave almost the same answers 
regarding their experiences of the teaching methods and learning 
environments at the target universities. Still, the third phase was useful 
because it confirmed previous findings. The weakness of the repeated focus 
groups can be explained by the fact that there were only approximately nine 
months between the second and the third phase of the study. Had the 
interviews been taken after the participants’ graduation, the data could have 
been richer. This was unfortunately not an option due to the time limitation 
of completing the project within three years.  

One of the practical limitations of the present study could be that the 
interviews with participants were not conducted in the participants’ native 
languages. Occasionally during interviews, the researchers became aware of 
certain language-related issues when participants could not explain their 
thoughts or experiences clearly. In some cases, it was obvious that the 
participants were saying what they could say but not what they wanted to 
say. In the early stages of the project, the research group considered the 
possibility of using interpreters during the interviews. Using an interpreter 
during the qualitative interviews has proven to be useful when conducting 
qualitative research with a homogeneous group of participants sharing the 
same native language that is different from the researcher's (Squires, 2009). 
In those cases, the researcher can introduce the research topic to an 
interpreter who will be engaged in the project and will be working with all 
the participants. In the present study, the participants had 21 different native 
languages. Thus, finding and working with professional interpreters of these 
languages would have been a challenge. Moreover, the researchers wanted 
to avoid the presence of a third person who was not related to the project in 
the interviews. After discussing the pros and cons of using an interpreter, the 
final decision was made to conduct the interviews without interpreters.  

Another practical limitation of the study was the lack of representation of 
certain ethnic groups among the participants. The research group failed to 
find immigrant students of African origin to participate in the project. This 
may be because the percentage of students of African origin is very low in 
Icelandic universities. Those students who were contacted did not show 
interest in participating in the project.  
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The research presents the views of those immigrant students who shared 
their experiences with the researchers. Thus, the results cannot be 
generalised and applied to all immigrant students who pursue higher 
education in Iceland. The study revealed some patterns in the participants’ 
answers that may indicate some common challenges that other students 
with similar characteristics might experience as well. However, 
generalisation was never the goal of the research because it aimed to provide 
a deeper understanding of the experiences of individuals.  

5.7 Further studies 
Despite the value of the current research study, it cannot explore all different 
aspects of the complexities of individual experiences of higher education. 
There is always a place for further research inspired by and building on the 
findings from this study. It could be highly relevant to explore immigrant 
students’ experiences of the whole education process from the first day of 
university studies until graduation. This kind of project would require 
recruiting several students who would be willing to meet with researchers 
regularly and potentially keep a journal to be used for data and analysis. This 
would produce rich data in the form of individual narratives that could be 
explored and analysed using various approaches.  

Further, it could be very advantageous to study teachers and other 
university staff members’ experiences of working with students from a 
variety of cultures, including immigrants. Additionally, their experiences of 
implementing and applying culturally responsive teaching and culturally 
responsive assessment could be analysed. This would add an important 
perspective and make a significant contribution to the discussion about 
multicultural education in Iceland.  

Potentially, it could be beneficial to conduct a quantitative study on 
immigrant students’ experiences of higher education in Iceland. This would 
produce statistical data that could possibly be generalised. A mixed-method 
study could also be an option, including interviews with the students, who 
represent the most common groups according to the quantitative data, as 
well as interviews with the students whose answers significantly deviate 
from other participants. There are many possibilities for further research 
studies. Hopefully, the current study could serve as a source of knowledge 
and inspiration for other researchers and open the door into exploring 
immigrant students’ experiences of higher education in Iceland.  
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6! Conclusion 

Working on this research project has been an interesting, exciting and 
empowering experience. The data collection process turned into a 
knowledge exchange between the researchers and the participants. During 
hours of interviews, the participants shared their experiences, challenges 
and perspectives. This became valuable information for this dissertation. 
Some participants learned about available support services within the 
universities from the researchers, and they were given some tips on how to 
better integrate into the Icelandic learning environment.  

 Although some clear patterns in the participants’ answers were 
determined and discussed, it is impossible to argue that there is one 
universal approach that would solve all the issues and make the learning 
process an unimpeded journey towards a degree. This was never the goal. 
Some students prefer working alone; some enjoy group work. Some are 
outstanding writers while others are brilliant speakers. Some students 
encounter practical and economic challenges, while others confront personal 
and psychological issues. The challenges, preferences and learning styles are 
very diverse and reflect the diversity of the student population. The most 
important thing is to be able to provide reliable and relevant support that 
will help and guide the students through the education process. The goal of 
contemporary education should be to acknowledge the great diversity within 
the student population by applying relevant teaching methods, creating 
empowering learning environments and providing everyone with equal 
opportunities, access and support regardless of nationality or other status.  

 
 





 

85 

References 

 

Almond, R. J. (2009). Group assessment: comparing group and individual 
undergraduate module marks. Assessment & evaluation in higher 
education, 34(2), 141-148. doi:10.1080/02602930801956083 

Altbach, P. G., Reisberg, L., & Rumbley, L. E. (2009). Trends in global higher 
education: Tracking an academic revolution. Retrieved from 
https://unesdoc.unesco.org/ark:/48223/pf0000183168 

Ambjørn, L. (2012). Anvendelsesorienteret kommunikativ undervisning: 
Fokus på spansk samtalefærdighed. Aarhus Universitet: School of 
business and social sciences, Department of business communication. 

Arredondo, P., Toporek, R., Brown, S. P., Jones, J., Locke, D. C., Sanchez, J., 
& Stadler, H. (1996). Operationalization of the multicultural counseling 
competencies. Journal of multicultural counseling and development, 24, 
42-78. doi:10.1002/j.2161-1912.1996.tb00288.x 

Banks, J. A. (2009). Multicultural education: Dimensions and paradigms. In J. 
A. Banks (Ed.), The Routledge international companion to multicultural 
education (pp. 9-32). London: Routledge. 

Banks, J. A. (2016). Multicultural education: Characteristics and goals. In J. 
A. Banks & C. A. M. Banks (Eds.), Multicultural education: Issues and 
perspectives (9th ed., pp. 2-23). Hoboken, NJ: John Wiley & Sons. 

Banks, J. A., & Banks, C. A. M. (Eds.). (2016). Multicultural education: Issues 
and perspectives (9th ed.). Hoboken, NJ: John Wiley & Sons. 

Berryman, M., Soohoo, S., & Nevin, A. (2013). Culturally responsive 
methodologies from the margins. In M. Berryman, S. Soohoo, & A. 
Nevin (Eds.), Culturally responsive methodologies (pp. 1-31). Bingley: 
Emerald. 



 

86 

Birenbaum, M. (2003). New insights into learning and teaching and their 
implications for assessment. In M. Segers, F. Dochy, & E. Cascallar (Eds.), 
Optimising new modes of assessment: In search of qualities and 
standards (pp. 13-36). Dordrecht: Kluwer Academic Publishers. 

Boesch, B. (2014). The importance of the professor in college classroom 
climate for immigrant students. College quarterly, 17(4).  

Books, S., Ragnarsdóttir, H., Jónsson, Ó. P., & Macdonald, A. (2011). A 
university program with “the whole world as a focus”: An Icelandic 
response to globalization. Innovative higher education, 36(2), 125-139. 
doi:10.1007/s10755-010-9163-7 

Boud, D. (2000). Sustainable assessment: Rethinking assessment for the 
learning society. Studies in continuing education, 22(2), 151-167. 
doi:10.1080/713695728 

Boud, D., & Falchikov, N. (2006). Aligning assessment with long-term 
learning. Assessment & evaluation in higher education, 31(4), 399-413. 
doi:10.1080/02602930600679050 

Braun, V., & Clarke, V. (2013). Successful qualitative research. London: Sage. 

Brooks, J., & Brooks, M. (1993). The case for the constructivist classrooms. 
Alexandria, VA: ASCD. 

Brown, K. L. (2003). From teacher-centered to learner-centered curriculum: 
Improving learning in diverse classrooms. Education, 124(1), 49–54.  

Buddington, S. A. (2002). Acculturation, psychological adjustment (stress, 
depression, self esteem) and the academic achievement of Jamaican 
immigrant college students. International social work, 45(4), 447–464. 
doi:10.1177/00208728020450040401 

Carless, D. (2007). Learning-oriented assessment: conceptual bases and 
practical implications. Innovations in education and teaching 
international, 44(1), 57-66. doi:10.1080/14703290601081332 

Carless, D., & Boud, D. (2018). The development of student feedback 
literacy: enabling uptake of feedback. Assessment & evaluation in 



 

87 

higher education, 43(8), 1315-1325. 
doi:10.1080/02602938.2018.1463354 

Chomsky, N. (1957). Syntactic structures. The Hague: Mouton. 

Cornelius-White, J. (2007). Learner-centered teacher-student relationships 
are effective: A meta-analysis. Review of educational research, 77(1), 
113–143. doi:10.3102/ 003465430298563 

Creswell, J. W. (2008). Educational research: Planning, conducting, and 
evaluating quantitative and qualitative research (3rd ed.). Upper Saddle 
River, NJ: Pearson. 

Crisp, G., & Cruz, I. (2009). Mentoring college students: A critical review of 
the literature between 1990 and 2007. Research in higher education, 
50(6), 525-545. doi:10.1007/s11162-009-9130-2 

Cummins, J. (2012). Empowerment and bilingual education. In C. A. 
Chapelle (Ed.), The encyclopedia of applied linguistics. 
doi:10.1002/9781405198431.wbeal0368 

De Vita, G. (2002). Does assessed multicultural group work really pull UK 
students' average down? Assessment & evaluation in higher education, 
27(2), 153-161. doi:10.1080/02602930220128724 

De Vita, G. (2005). Fostering intercultural learning through multicultural 
group work. In J. Carroll & J. Ryan (Eds.), Teaching international 
students: Improving learning for all (pp. 75-83). New York: Routledge. 

Doughty, C. (2001). Cognitive underpinnings of focus on form. In P. 
Robinson (Ed.), Cognition and second language instruction (pp. 206-
257). Cambridge: Cambridge University Press. 

Ecklon, T., & Rønn, M. (2007). Nydanskeres oplevelser i mødet med en 
dansk sundhedsuddannelse. Klinisk Sygepleje, 1, 54-60.  

Ellis, N. C. (2015). Implicit and explicit language learning: Their dynamic 
interface and complexity. In P. Rebuschat (Ed.), Implicit and explicit 
learning of languages (pp. 3-24). Amsterdam: John Benjamins. 



 

88 

Ellis, N. C., & Wulff, S. (2015). Usage-based approaches to SLA. In B. 
VanPatten & J. Williams (Eds.), Theories in second language acquisition 
(2nd ed., pp. 75-93). New York: Routledge. 

Ellis, R. (2001). Introduction: Investigating form-focused instruction. 
Language learning, 51(1), 1-46. doi:10.1111/j.1467-
1770.2001.tb00013.x 

Ellis, R. (2009). Task-based language teaching: Sorting out the 
misunderstandings. International journal of applied linguistics, 19(3), 
221-246. doi:10.1111/j.1473-4192.2009.00231.x 

Ellis, R. (2012). Language teaching research and language pedagogy. 
Hoboken, NJ: Wiley-Blackwell. 

Ellis, R., Basturkmen, H., & Loewen, S. (2002). Doing focus-on-form. System, 
30(4), 419–432. doi:10.1016/S0346-251X(02)00047-7 

Engle, J., & Tinto, V. (2008). Moving beyond access: College success for low-
income, first-generation students. Washington, DC: The Pell Institute. 

Engstrom, C., & Tinto, V. (2008). Access without support is not opportunity. 
Change: The magazine of higher learning, 40(1), 46-50. 
doi:10.3200/CHNG.40.1.46-50 

Erisman, W., & Looney, S. (2007). Opening the door to the American dream: 
Increasing higher education access and success for immigrants. 
Washington, DC: Institute for Higher Education Policy. 

European Commission/EACEA/Eurydice. (2015). The European higher 
education area in 2015: Bologna process implementation report. 
Luxembourg: Publications Office of the European Union. 

Falchikov, N. (2005). Improving assessment through student involvement. 
New York: Routledge. 

Falchikov, N., & Goldfinch, J. (2000). Student peer assessment in higher 
education: A meta-analysis comparing peer and teacher marks. Review 
of educational research, 70(3), 287–322. 
doi:10.3102/00346543070003287 



 

89 

Flick, U. (2009). An introduction to qualitative research (4. ed.). London: 
Sage. 

Forehand, J. W., Leigh, K. H., Farrell, R. G., & Spurlock, A. Y. (2016). Social 
dynamics in group work. Teaching and learning in nursing, 11(2), 62-66. 
doi:10.1016/j.teln.2015.12.007 

Franzosi, R., Doyle, S., McClelland, L. E., Putnam Rankin, C., & Vicari, S. 
(2013). Quantitative narrative analysis software options compared: PC-
ACE and CAQDAS (ATLAS.ti, MAXqda, and NVivo). Quality and quantity, 
47(6), 3219-3247. doi:10.1007/s11135-012-9714-3 

Gaebel, M., & Zhang, T. (2018). Trends 2018: Learning and teaching in the 
European higher education area. Retrieved from 
https://eua.eu/resources/publications/757:trends-2018-learning-and-
teaching-in-the-european-higher-education-area.html 

Gay, G. (2001). Preparing for culturally responsive teaching. Journal of 
teacher education, 53(2), 106-116. doi:10.1177/0022487102053002003 

Gay, G. (2015). The what, why, and how of culturally responsive teaching: 
International mandates, challenges, and opportunities. Multicultural 
education review, 7(3), 123-139. doi:10.1080/2005615X.2015.1072079 

Gay, G. (2018). Culturally responsive teaching: Theory, research, and 
practice (3rd ed.). New York: Teachers College Press. 

Geiger, T., & Lund, K. (2010). Integration gennem voksen- og 
efteruddannelse. Landerapport Danmark. København: Nordisk 
Ministerråd. 

Gerdy, K. B. (2002). Teacher, coach, cheerleader, and judge: Promoting 
learning through learner-centered assessment. Law library journal, 
94(1), 59-88.  

Gielen, S., Dochy, F., & Dierick, S. (2003). Evaluating the consequential 
validity of new modes of assessment: The influence of assessment on 
learning, including pre-, post-, and true assessment effects. In M. 
Segers, F. Dochy, & E. Cascallar (Eds.), Optimising new modes of 



 

90 

assessment: In search of qualities and standards (pp. 37-54). Dordrecht: 
Kluwer Academic Publishers. 

Gorski, P. C. (2006). Complicity with conservatism: The de-politicizing of 
multicultural and intercultural education. Intercultural education, 17(2), 
163-177. doi:10.1080/14675980600693830 

Grant, M. M., & Hill, J. R. (2006). Weighing the rewards with the risks? 
Implementing student-centered pedagogy within high-stakes testing. In 
R. Lambert & C. McCarthy (Eds.), Understanding teacher stress in the 
age of accountability (pp. 19-42). Greenwich, CT: Information Age 
Publishing. 

Gunaratnam, Y. (2003). Researching ‘race’ and ethnicity: Methods, 
knowledge and power. London: Sage. 

Gundara, J. S. (2000). Interculturalism, education and inclusion. London: 
Paul Chapman. 

Gunnþórsdóttir, H., Barillé, S., & Meckl, M. H. (2017). Nemendur af 
erlendum uppruna: Reynsla foreldra og kennara af námi og kennslu. 
Tímarit um uppeldi og menntun, 26(1-2), 21-41. 
doi:10.24270/tuuom.2017.26.2 

Guy, T. C. (1999). Culture as context for adult education: The need for 
culturally relevant adult education. New directions for adult and 
continuing education(82), 5-18. doi:10.1002/ace.8201 

Harmer, J. (1987). Teaching and learning grammar. New York: Longman. 

Hassanien, A. (2006). Student experience of group work and group 
assessment in higher education. Journal of teaching in travel & tourism, 
6(1), 17-39. doi:10.1300/J172v06n01_02 

Hawkins, D. (1994). Constructivism: Some history. In P. Fensham, R. 
Gunstone, & R. White (Eds.), The content of science: A constructivist 
approach to its teaching and learning (pp. 9-13). New York: Routledge. 

Henson, K. T. (2003). Foundations for learner-centered education: A 
knowledge base. Education, 124(1), 5–16.  



 

91 

Hiep, P. H. (2007). Communicative language teaching: Unity within 
diversity. ELT Journal, 61(3), 193–201. doi:10.1093/elt/ccm026 

Hill, I. (2007). Multicultural and international education: Never the twain 
shall meet? International review of education, 53(3), 245–264. 
doi:10.1007/s11159-007-9048-x 

Holm, G., & Zilliacus, H. (2009). Multicultural education and intercultural 
education: Is there a difference? In M.-T. Talib, J. Loima, H. Paavola, & S. 
Patrikainen (Eds.), Dialogs on diversity and global education (pp. 11-28). 
Bern: Peter Lang AG. 

Holmen, A. (2014). ”Being bilingual means being a foreigner”. Categorizing 
linguistic diversity among students in Danish higher education. 
HERMES-Journal of language and communication in business, 27(53), 
11-24. doi:10.7146/hjlcb.v27i53.20947 

Jabbar, A., & Hardaker, G. (2013). The role of culturally responsive teaching 
for supporting ethnic diversity in British University Business Schools. 
Teaching in higher education, 18(3), 272-284. 
doi:10.1080/13562517.2012.725221 

Jacobs, G. M., & Farrell, T. S. C. (2003). Understanding and implementtng 
the CLT (Communicative language teaching) paradigm. RELC Journal, 
34(1), 5–30. doi:10.1177/003368820303400102 

Johannessen, A., Tufte, P. A., & Christoffersen, L. (2016). Introduksjon til 
samfunnsvitenskapelig metode (5th ed.). Oslo: Abstrakt forlag. 

Jones, M. G., & Brader-Araje, L. (2002). The impact of constructivism on 
education: Language, discourse, and meaning. American 
communication journal, 5(3), 1-10.  

Kailin, J. (2002). Antiracist education: From theory to practice. Lanham: 
Rowman & Littlefield. 

Karpouza, E., & Emvalotis, A. (2019). Exploring the teacher-student 
relationship in graduate education: A constructivist grounded theory. 
Teaching in higher education, 24(2), 121-140. 
doi:10.1080/13562517.2018.1468319 



 

92 

Keith-Spiegel, P., Whitley Jr, B. E., Balogh, D. W., Perkins, D. V., & Wittig, A. 
F. (2002). The ethics of teaching: A casebook (2nd ed.). Mahwah: 
Lawrence Erlbaum Associates. 

Kimmel, K., & Volet, S. (2010). Significance of context in university students' 
(meta) cognitions related to group work: A multi-layered, multi-
dimensional and cultural approach. Learning and instruction, 20(6), 449-
464. doi:10.1016/j.learninstruc.2009.05.004 

Krashen, S. (1985). The input hypothesis: issues and implications. London: 
Longman. 

Krashen, S., & Terrell, T. (1983). The natural approach: Language acquisition 
in the classroom. San Francisco: The Alemany Press. 

Kulbrandstad, L. I. (2017). Integration and language education in Norwegian 
immigration policy documents 1980–2016. Apples – Journal of applied 
language studies, 11(3), 101-120. 
doi:10.17011/apples/urn.201712104586 

Kyzer, L. (2019). Majority of immigrants dissatisfied with quality of Icelandic 
instruction. Iceland Review. Retrieved from 
https://www.icelandreview.com/news/majority-of-immigrants-
dissatisfied-with-quality-of-icelandic-instruction/ 

Lado, R. (1957). Linguistics across cultures. Ann Arbor: University of 
Michigan Press. 

Lado, R. (1964). Language teaching: A scientific approach. New York: 
McGraw-Hill. 

Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy. 
American educational research journal, 32(3), 465-491. 
doi:10.3102/00028312032003465 

Ladson-Billings, G. (2014). Culturally relevant pedagogy 2.0: aka the remix. 
Harvard educational review, 84(1), 74-84. 
doi:10.17763/haer.84.1.p2rj131485484751 



 

93 

Lau, K., & Lin, C.-Y. (2017). Internationalization of higher education and 
language policy: the case of a bilingual university in Taiwan. Higher 
education, 74(3), 437-454. doi:10.1007/s10734-016-0055-3 

Lee, C. C. (2008). Elements of culturally competent counseling. Alexandria, 
VA: American counseling association. 

Lee, E. (2009). Taking multicultural, anti-racist education seriously. In W. Au 
(Ed.), Rethinking multicultural education: Teaching for racial and 
cultural justice (pp. 9-17). Wisconsin: Rethinking schools. 

Lee, J. F., & VanPatten, B. (1995). Making communicative language teaching 
happen. Vol. 1: Directions for language learning and teaching. Blacklick: 
McGraw-Hill. 

Lichtman, M. (2013). Qualitative research in education (3 ed.). Thousand 
Oaks, California: SAGE Publications. 

Lloyd, N. J., Lewthwaite, B. E., Osborne, B., & Boon, H. J. (2015). Effective 
teaching practices for Aboriginal and Torres Strait Islander students: A 
review of the literature. Australian journal of teacher education, 40(11), 
1-22. doi:10.14221/ajte.2015v40n11.1 

Loewen, S. (2005). Incidental focus on form and second language learning. 
Studies in second language acquisition, 27(3), 361-386. 
doi:10.1017/S0272263105050163 

Long, M. H. (1991). Focus on form: A design feature in language teaching 
methodology. In K. De Bot, R. B. Ginsberg, & C. Kramsch (Eds.), Foreign 
language research in cross-cultural perspective (pp. 39-52). Amsterdam: 
John Benjamins. 

Long, M. H. (2011). Methodological principles for language teaching. In M. 
H. Long & C. Doughty (Eds.), The handbook of language teaching (pp. 
373-394). Chichester: Wiley-Blackwell. 

Lund, K. (1999). Sprog, tilegnelse og kommunikativ undervisning. In A. 
Holmen & K. Lund (Eds.), Studier i dansk som andetsprog. København: 
Akademisk forlag. 



 

94 

Maiden, B., & Perry, B. (2011). Dealing with free-riders in assessed group 
work: results from a study at a UK university. Evaluation in higher 
education, 36(4), 451-464. doi:10.1080/02602930903429302 

Maramba, D. C. (2008). Immigrant families and the college experience: 
Perspectives of Filipina Americans. Journal of college student 
development, 49(4), 336-350. doi:10.1353/csd.0.0012 

Marchesani, L., & Adams, M. (1992). Dynamics of diversity in the teaching-
learning process: A faculty development model for analysis and action. 
New directions for teaching and learning, 9-20. 
doi:10.1002/tl.37219925203 

May, S. (Ed.) (2014). The multilingual turn. Implications for SLA, TESOL and 
bilingual education. New York: Routledge. 

Medland, E. (2012). Assessment in curriculum change. In P. Blackmore & C. 
Kandiko (Eds.), Strategic curriculum change (pp. 92-108). London: 
Routledge. 

Medland, E. (2016). Assessment in higher education: drivers, barriers and 
directions for change in the UK. Assessment & evaluation in higher 
education, 41(1), 81-96. doi:10.1080/02602938.2014.982072 

Misseyanni, A., Papadopoulou, P., Marouli, C., & Lytras, M. (2018). Active 
learning stories in higher education: Lessons learned and good practices 
in STEM education. In A. Misseyanni, M. Lytras, P. Papadopoulou, & C. 
Marouli (Eds.), Active learning strategies in higher education (pp. 75-
105). Bingley: Emerald. 

Montenegro, E., & Jankowski, N. A. (2007). Equity and assessment: Moving 
towards culturally responsive assessment. Urbana, IL: University of 
Illinois and Indiana University, National Institute for Learning Outcomes 
Assessment (NILOA). 

Moore, P., & Hampton, G. (2015). ‘It’s a bit of a generalisation, but …’: 
participant perspectives on intercultural group assessment in higher 
education. Assessment & evaluation in higher education, 40(3), 390-
406. doi:10.1080/02602938.2014.919437 



 

95 

Nicol, D. J., & Macfarlane-Dick, D. (2006). Formative assessment and self-
regulated learning: a model and seven principles of good feedback 
practice. Studies in higher education, 31(2), 199-218. 
doi:10.1080/03075070600572090 

Nieto, S. (2010). The light in their eyes: Creating multicultural learning 
communities. New York: Teachers College Press. 

Nodelman, D. J. (2013). Culturally responsive methodology within an 
aesthetic framework. In M. Berryman, S. Soohoo, & A. Nevin (Eds.), 
Culturally responsive methodologies (pp. 149-173). Bingley: Emerald. 

Norris, J. M. (2011). Task-based teaching and testing. In M. H. Long & C. 
Doughty (Eds.), The handbook of language teaching (pp. 578-594). 
Chichester: Wiley-Blackwell. 

OECD/European Union. (2015). Indicators of Immigrant Integration 2015: 
Settling In. doi:10.1787/9789264234024-en 

Ólafsdóttir, G., Ragnarsdóttir, H., & Hansen, B. (2012). Hvað má læra af 
farsælli reynslu þriggja grunnskóla af fjölmenningarlegu starfi? Uppeldi 
og menntun, 21(1), 29-51. 

Open Doors. (2004). Terms and methodology for Open Doors. Retrieved 
from http://opendoors.iienetwork.org/?p=25092#faq4  

Owens, J., & Lynch, S. M. (2012). Black and Hispanic immigrants’ resilience 
against negative-ability racial stereotypes at selective colleges and 
universities in the United States. Sociology of education, 85(4), 303-325. 
doi:10.1177/0038040711435856 

Padilla, A. M., & Borsato, G. N. (2008). Issues in culturally appropriate 
psychoeducational assessment. In L. A. Suzuki & J. G. Ponterotto (Eds.), 
Handbook of multicultural assessment: Clinical, psychological, and 
educational applications (3 ed., pp. 5-21). San Francisco: Jossey-Bass. 

Parekh, B. (2006). Rethinking multiculturalism: Cultural diversity and 
political theory (2nd ed.). New York: Palgrave Macmillan. 



 

96 

Paris, D. (2012). Culturally sustaining pedagogy: A needed change in stance, 
terminology, and practice. Educational researcher, 41(3), 93–97. 
doi:10.3102/0013189X12441244 

Paris, D., & Alim, H. S. (2014). What are we seeking to sustain through 
culturally sustaining pedagogy? A loving critique forward. Harvard 
educational review, 84(1), 85-100. 
doi:10.17763/haer.84.1.982l873k2ht16m77 

Paulus, T. M., & Lester, J. N. (2016). ATLAS.ti for conversation and discourse 
analysis studies. International journal of social research methodology, 
19(4), 405-428. doi:10.1080/13645579.2015.1021949 

Pedersen, M. S. (2007). Tjáskiptaverkefni: Árangursrík leið í 
tungumálakennslu. In A. Hauksdóttir & B. Arnbjörnsdóttir (Eds.), Mál 
málanna: um nám og kennslu erlendra tungumála (pp. 201-233). 
Reykjavík: Háskólaútgáfan. 

Popov, V., Brinkman, D., Biemans, H. J. A., Mulder, M., Kuznetsov, A., & 
Noroozi, O. (2012). Multicultural student group work in higher 
education: An explorative case study on challenges as perceived by 
students. International journal of intercultural relations, 36(2), 302-317. 
doi:10.1016/j.ijintrel.2011.09.004 

Quaye, S. J., & Harper, S. R. (2007). Faculty accountability for culturally 
inclusive pedagogy and curricula. Liberal education, 93(3), 32-39.  

Ragnarsdóttir, H., & Blöndal, H. (2007). Háskólastigið í ljósi hnattvæðingar: 
Rannsókn á stöðu og reynslu erlendra nemenda við Kennaraháskóla 
Íslands. Uppeldi og menntun, 16(2), 161-182.  

Ragnarsdóttir, H., & Blöndal, H. (2014). Fjölmenningarlegt námssamfélag: 
Reynsla nemenda af alþjóðlegu námi í menntunarfræði við Háskóla 
Íslands. Uppeldi og menntun, 23(1), 27-45.  

Rego, M. A. S., & Nieto, S. (2000). Multicultural/intercultural teacher 
education in two contexts: Lessons from the United States and Spain. 
Teaching and teacher education, 16(4), 413-427. doi:10.1016/S0742-
051X(00)00003-2 



 

97 

Reykjavik University. (2017). University. Retrieved from https://en.ru.is/the-
university/ 

Richards, J. C. (2006). Communicative language teaching today. New York: 
Cambridge University Press. 

Robinson, P. (2001). Task complexity, cognitive resources, and syllabus 
design: a triadic framework for examining task influences on SLA. In P. 
Robinson (Ed.), Cognition and second language instruction (pp. 287-
318). Cambridge: Cambridge University Press. 

Robinson, P. (2011). Task-based language learning: A review of issues. 
Language learning, 61(1), 1-36. doi:10.1111/j.1467-9922.2011.00641.x 

Russell, J., & Spada, N. (2006). The effectiveness of corrective feedback for 
the acquisition of L2 grammar: A meta-analysis of the research. In J. M. 
Norris & L. Ortega (Eds.), Synthesizing research on language learning 
and teaching (pp. 133-154). Amsterdam: John Benjamins. 

Sambell, K., McDowell, L., & Sambell, A. (2006). Supporting diverse 
students: Developing learner autonomy via assessment. In C. Bryan & K. 
Clegg (Eds.), Innovative assessment in higher education (pp. 158-168). 
New York: Routledge. 

Schiller, S. Z. (2009). Practicing learner-centered teaching: Pedagogical 
design and assessment of a Second Life project. Journal of information 
systems education, 20(3), 369-381.  

Shull, P. J. (2005). Collaborative learning and peer assessment to enhance 
student performance. Journal of engineering technology, 22(1), 10-15.  

Sikes, P. (2006). On dodgy ground? Problematics and ethics in educational 
research. International journal of research & method in education, 
29(1), 105-117. doi:10.1080/01406720500537502 

Sinacore, A. L., & Lerner, S. (2013). The cultural and educational 
transitioning of first generation immigrant undergraduate students in 
Quebec, Canada. International journal for educational and vocational 
guidance, 13(1), 67–85. doi:10.1007/s10775-013-9238-y 



 

98 

Skehan, P. (1998). A cognitive approach to language learning. Oxford: 
University Press. 

Skehan, P. (2003). Task-based instruction. Language teaching, 36(1), 1-14. 
doi:10.1017/S026144480200188X 

Slee, J. (2010). A systemic approach to culturally responsive assessment 
practices and evaluation. Higher education quarterly, 64(3), 246-260. 
doi:10.1111/j.1468-2273.2010.00464.x 

Smart, K. L., Witt, C., & Scott, J. P. (2012). Toward learner-centered 
teaching: An inductive approach. Business and professional 
communication quarterly, 75(4), 392 - 403. 
doi:10.1177/1080569912459752 

Sölvason, Ó. H., & Meckl, M. H. (2019). Samfélag án aðgreiningar? Viðhorf 
innflytjenda á Íslandi til símenntunar og íslenskunámskeiða 2018. 
Retrieved from 
https://www.unak.is/static/files/Frettir/2019/mai/islenskukennsla-
innflytjenda.pdf 

Squires, A. (2009). Methodological challenges in cross-language qualitative 
research: A research review. International journal of nursing studies, 
46(2), 277-287. doi:10.1016/j.ijnurstu.2008.08.006 

Statistics Iceland. (2018a). Fjöldi nýnema á háskólastigi hefur tvöfaldast á 
tuttugu árum. Retrieved from 
https://hagstofa.is/utgafur/frettasafn/menntun/nynemar-i-haskolum-
2010-2017/ 

Statistics Iceland. (2018b). Innflytjendum heldur áfram að fjölga. Retrieved 
from https://hagstofa.is/utgafur/frettasafn/mannfjoldi/mannfjoldi-eftir-
bakgrunni-2018/ 

Statistics Iceland. (2018c). Nemendur eftir skólastigi, tegund náms, almennu 
sviði og kyni 1997-2018. Retrieved from 
https://px.hagstofa.is/pxis/pxweb/is/Samfelag/Samfelag__skolamal__4
_haskolastig__0_hsNemendur/SKO04103.px 



 

99 

Stebleton, M., & Soria, K. (2012). Breaking down barriers: Academic 
obstacles of first-generation students at research universities. The 
learning assistance review, 17(2), 7-20.  

Stjórnarskrá lýðveldisins Íslands [Constitution of the Republic of Iceland]. 
(1944). Retrieved from 
https://www.althingi.is/lagas/nuna/1944033.html 

Struyven, K., Dochy, F., & Janssens, S. (2003). Students’ perceptions about 
new modes of assessment in higher education: A review. In M. Segers, 
F. Dochy, & E. Cascallar (Eds.), Optimising new modes of assessment: In 
search of qualities and standards. Innovation and change in professional 
education (pp. 171-224). Dordrecht: Kluwer academic publishers. 

Struyven, K., Dochy, F., & Janssens, S. (2005). Students’ perceptions about 
evaluation and assessment in higher education: A review. Assessment & 
evaluation in higher education, 30(4), 325-341. 
doi:10.1080/02602930500099102 

Struyven, K., Dochy, F., & Janssens, S. (2010). ‘Teach as you preach’: the 
effects of student-centred versus lecture-based teaching on student 
teachers’ approaches to teaching. European journal of teacher 
education, 33(1), 43-64. doi:10.1080/02619760903457818 

Swain, M. (1993). The output hypothesis: Just speaking and writing aren't 
enough. Canadian modern language review, 50(1), 158-164. 
doi:10.3138/cmlr.50.1.158 

Swain, M. (2005). Legislation by hypothesis: The case of task-based 
instruction. Applied linguistics, 26(3), 376-401. 
doi:10.1093/applin/ami013 

Swaminathan, R., & Alfred, M. (2001). Strangers in the mirror: Immigrant 
students in the higher education classroom. Adult Learning, 13(1), 29-
32. doi:10.1177/104515950101200408 

Sweeney, A., Weaven, S., & Herington, C. (2008). Multicultural influences 
on group learning: A qualitative higher education study. Assessment & 
evaluation in higher education, 33(2), 119-132. 
doi:10.1080/02602930601125665 



 

100 

Tarone, E. (1981). Some thoughts on the notion of communication strategy. 
TESOL quarterly, 13(3), 285-295. doi:10.2307/3586754 

Thång, P. O., & Larson, M. (2010). Integration genom vuxenutbilding och 
vidareutbildning. Landrapport Sverige. København: Nordisk Ministerråd. 

Theodórsdóttir, G., & Friðriksdóttir, K. (2013). Íslenskuþorpið. Leið til 
þátttöku í daglegum samskiptum á íslensku. Milli mála, 5, 13-44.  

Thorud, E. (2019). Immigration and Integration 2017-2018. Report for 
Norway to the OECD. Retrieved from 
https://www.regjeringen.no/en/dokumenter/immigration-and-
integration-20172018/id2624233/ 

Todorovski, B., Nordal, E., & Isoski, T. (2015). Overview on student-centered 
learning in higher education in Europe: Research study. Brussels: 
European Students’ Union. 

Tønnessen, E., & Larsen, H. (2018). Andelen av innvandrere som tar høyere 
utdanning går ned. Khrono.no. Retrieved from https://khrono.no/ntnu-
uio-unik5/andelen-av-innvandrere-som-tar-hoyere-utdanning-gar-
ned/217837 

Topping, K. (2003). Self and peer assessment in school and university: 
Reliability, validity and utility. In M. Segers, F. Dochy, & E. Cascallar 
(Eds.), Optimising new modes of assessment: In search of qualities and 
standards (pp. 55-87). Dordrecht: Kluwer Academic Publishers. 

Tracy, S. J. (2010). Qualitative quality: Eight “Big-Tent” criteria for excellent 
qualitative research. Qualitative inquiry, 16(10), 837-851. 
doi:10.1177/1077800410383121 

University of Akureyri. (2018). HA í tölum. Retrieved from 
https://www.unak.is/is/haskolinn/um-ha/ha-i-tolum 

University of Iceland. (2018). Lykiltölur Háskóla Íslands. Retrieved from 
https://www.hi.is/kynningarefni/hi_i_tolum 

Valdiviezo, L. A., & Nieto, S. (2015). Culture in bilingual and multilingual 
education: Conflict, struggle, and power. In W. E. Wright, S. Boun, & O. 



 

101 

García (Eds.), The handbook of bilingual and multilingual education (pp. 
92-108). Chichester: Wiley-Blackwell. 

Villegas, A. M., & Lucas, T. (2002). Preparing culturally responsive teachers 
rethinking the curriculum. Journal of teacher education, 53(1), 20-32. 
doi:10.1177/0022487102053001003 

Wagner, J. A. (2004). The classroom and beyond. The modern language 
journal, 88(4), 612-616.  

Webber, K. L. (2012). The use of learner-centered assessment in US colleges 
and universities. Research in higher education, 53(2), 201–228. 
doi:10.1007/s11162-011-9245-0 

Wesche, M. B., & Skehan, P. (2002). Communicative, task-based, and 
content-based language instruction. In R. B. Kaplan (Ed.), The Oxford 
handbook of applied linguistics (pp. 207-228). New York: Oxford 
University Press. 

Widdowson, H. G. (2003). Defining issues in English language teaching. 
Oxford: Oxford University Press. 

Wright, G. B. (2011). Student-centered learning in higher education. 
International journal of teaching and learning in higher education, 
23(1), 92-97.  

Yang, M., & Carless, D. (2013). The feedback triangle and the enhancement 
of dialogic feedback processes. Teaching in higher education, 18(3), 
285-297. doi:10.1080/13562517.2012.719154 

Yorke, M. (2011). Summative assessment: dealing with the ‘measurement 
fallacy’. Studies in higher education, 36(3), 251-273. 
doi:10.1080/03075070903545082 





 

103 

Paper I 

!
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96..1,.#@d*+6$5K#ABBDG:#M-+&,i#@CjjYK#ABBCG#062-+#*4#2*2.+7/.-.#)%&'(96..-.2*+)+?4-#0 6/#6$$-#<*+*#
L*4#*4#=-4,+$6..*#9-09,.#&2#01*4*(3/97.8-+#069#06/,#1-(#01*4*+#3/#0*9) 6/(&'2,9#56(8,+#6-..-2##

#

;" "

"
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*4#+67.*#*4#0$-(%*#&2#(3/1*#2*2.+7/.,9#*,2,9# */#L*4#069#<(*0-#=-4#&2#1*$*#=-+$*.#L*/11#3/#*4#,9<+671*#
&'((,9#<-+1-.2*+97.8,9#)&+8&/9*#&2#9-09,.*+K#6-.$,9#3/#96..1*01&).,.,9:#P4#9*1-#d*+6$5#@ABBDG#
6+#96..-.2*+(62,+#)%&'(<+671-(6-$-#&+4-..#01*4+67.8#3/#. ,/ 13/9*0*9) 6/(&'2,9#&2#*(L%&/4(621#=-4)*.206).-#
&2#5*..#16(,+#*4#01,4(*#=6+4-#*4#*,$.,9#%&').,4-#3/#)%&'(96..-.2*+0*9) 6/(&'2,9:#!"#5=6+%,#0*9)6/(*2-#)7+-+#
0-2#L,+)-#*4#(6-1*#%*).=?2-0#964#=-+$+-#0*9+?4,#5&/J*#&2#6-.01*$(-.2*:#I*+$9-4-4#06/#*4#=-+$%*#*((*#
6-.01*$(-.2*#3/#)%&'(96..-.2*+0*9) 6/(&'2,9#1-(#*4#5?21#06/#*4#1+722%*#%*).1#*426.2-#&2#1?$-)?+-#)7+-+#*((*:##

U..# )+69,+# =*+# 5,297.8*)+?4-# 96..-.2*+9-4*4+*+# $6..0(,# @6:# ^,(1,+*((7# +60J&.0-=6# J68*2&27G#
.&1,4#1-(#*4#0$&4*#$6..0(,E#&2#.*/90,95=6+)-#-..)(71%6.8*#3/#5*/0$&/(*. */9-K#6.#0,/#5,297.8*)+?4-#26),+#
$6..*+*.,9#$&01#*/#+*99*#1-(#*4#.*/#9*+$9-4,9#2*2.+ 7/.-..*#)%&'(96..-.2*+)+?4*:#I6..-.2*+9-4,4#
$6..0(*#16$,+#1-((-1#1-(#L6$$-.2*+K#+67.0(,#&2#<*$2+,..0#.696.8*#069#.&1,4#6+#069#,.8-+01*4*#)7+-+#
. */9#@a*80&.Ec-((-. 20K#Cjj_[#>-((62*0#&2#a,^*0K#ABBA[#](&8$&g0$-#&2#M-.0<6+2K#Cjj_G:#M*7#@ABCBG#
062-+#*4#0(3/$#$6..0(*#.7/1-#)%&'(<+6711*.#<*$2+,..#&2#017+$(6-$*#.696.8*:#M,7#@CjjjG#)%*((*+#06/+01*$(62*#
,9# 96..-.2*+9-4*4*# $6..0(,# )7+-+# ),((&+4.*# @6:# ^,(1,+*((7# +6(6=*.1# *8,(1#68,^*1-&.G# &2# ,9#
9-$-(=?2-#L600#*4#$6..*+*+#3/#),((&+4-.0)+?40(,#0$&4-#&2#3/2+,.8-#5=&+1#.*/90,95=6+)-#&2#L*+#964#
0*90$-J1*1?$.-K#$6..0(,*4)6+4-+K#+62(,+#&2#=?.1-.2*+#1-(#.69E#6.8*#069#&2#9*101?$-#&2#9*10=-49-4#
6.8,+0J62(-#96..-.2,#.696.8*#L6-++*:#I*+^560 *.-#&2#P8*90#@CjjAG#5*)*#0611#)+*9#(3/$*.#069#261,+#
*401&4*4#$6..*+*#=-4#*4#3/2+,.8*#. */90,95=6+)-#,/ 1#)+*/#96..-.2*+(62,#0%&/.*+5&+.-#&2#L*..-2#$&9*#
1-(#9&/10#=-4#*((*#.696.8,+K#6.#(3/$*.-4#6+#<7221#*/#6)1-+)*+*.8-#*1+-4,9W#CG#96..-.2*+(62+-#0%*/()097.8#
$6..*+*#@6:#156#-.01+,^1&+k0#^,(1,+*(#-86.1-17GK#AG#96..-.2*+(62+-#0%*/()097.8#.696.8*#@6:#156#(6*+.6+0k#
^,(1,+*(#-86.1-17GK#YG#.*/90$+*/#069#16$,+#1-((-1#1-(#L*+)*#&2#<722-+#*/#+67.0(,#&2#017+$(6-$,9#*((+*#@6:#
-.^(,0-=6#^,++-^,(,9G#&2#NG#$6..0(,*4)6+4,9#&2#E)6+(,9#@6:#-.01+,^1-&.*(#9615&80#*.8#J+&^60060G:##

S,((&+4.-+#.696.8,+#6+,#0*24-+#L,+)*#96-+*#)+6(0-#3/#$6..0(,)7+-+$&9,(*2-.,K#L6-+#261*#7)-+(6-11#0%*/()-+#
01%&/+.*4#56-9*. */9-#&2#261*#0611#06/+#9*+$9-4#&2#6-.<(3/.1#*/#L*..#5(,1*#. */90-.0#069#6+#9601#$+6)%*.8-#
&2#9-$-(=?2*01,+#)7+-+#L*/#@c+&&$)-6(8K#Cjj_G:#;600#=62.*#6+#9-$-(=?21#3/#$6..0(,#),((&+4-..*#*4#86-(*#
=*(8-#964#.696.8,9#&2#.&1*#)%&'(<+6711*+#*4)6+4-+#1-(#*4#1+722%*#L*/111&'$,#*((+*#.696.8*:#O*)*#L*+)#
%*).)+*91#3/#5,2*#*4#)%&'(<+6711-+#.696.8,+K#<*$2+,..,+#L6-++*K#+67.0(*#&2#96..-.2#261,+#5*)1#*/5+-)#*/#
L*/111&'$,# L6-++*#3/#. */9-# &2#*/#=-45&+)# L6-++*# 1-(# 5(,1=6+$0# &2#*/<7+24*+# $6..*+*.0# &2# .69*.8*.0#
@c+&&$)-6(8K#Cjj_K#ABCY[#e&(-.#&2#d+6^-J50K#CjjCG:#M,7#@CjjjG#,.8-+01+-$*+#9-$-(=?2-#%*).=?2-0-.0#
9 -((-#$6..*+*#&2#.696.8*#3/#5*/0$&/(,9K#6.8*#06/#L*4#(7$-(*1+-4-#1-(#*4#0$*J*#2&11#*.8+,/90(&)1#3/#$6..0(,:#
O-.0#=62*+#<6.8-+#5*..#*/#*4#L&/#*4#%*).=?2-#&2#=*(88+6-)-.2#06/,#*/+3/4*.8-K#5*)-#$6..*+-..#*/)+*9#L*/#
06/+01&'4,#*4#01%&/+.*#$6..0(,#&2#1+722%*#*4#*((-+#.696.8,+#1*$-#=-+$*.#L*/11#3/#,9+?4,9#&2#5*)-#2&/4*.#
0$-(.-.2#*/#$6..0(,6).-.,:# #

;*4# 069# 6+# 6-..*# 6+)-4*01# -..)(71%6.8,9#3/#5*/0$&/(*. */9-# 6+# 1,.2,9 */(-4# 069# $6..1# 6+#*/#&2#&/(3/$#
$6..0(,96..-.2K#6.#)7++-#+*..0&/$.-+#07/.*#)+*9#*/#9-$-(=?2-#1,.2,9 */(0#&2#$6..0(,6).-0#069#.&1*4#6+#
=-4#5*/0$&/(*#=-4#*4#5%*/(J*#-..)(71%6.8,9#*4#0-2+*01#*/#1,.2,9 */(*&'+4,2(6-$,9#@c&60^5K#ABCN[#U+-09*.#
&2#a&&.67K#ABBlG:#c&60^5#@ABCNG#56(8,+#L=3/#)+*9#*4#$6..*+*+#L,+)-#*4#$7..*#.*/906).-4#*/#0$-J,(62*.#
5*/11#&2#L*4#L,+)-#*4#=6+*#0$-J,(*21#L*..-2#*4#.696.8,+#*)#6+(6.8,9#,JJ+,.*#261-#*,4=6(8(62*#2+6-.1#
9-$-(=?2,01,#*1+-4-.#L=3/#*4#.696.8,+#*)#6+(6.8,9#,JJ+,.*#069#(?+*#*/#&'4+,#1,.2,9 */(-#5*)*#9*+2-+#
6$$-#6..#&'4(*01#)?+.-#3/#$6..0(,1,.2,9 */(-.,#&2#6-2*#L=3/#6+)-4*+*#964#*4#*42+6-.*#(7$-(*1+-4-#3/#. */9-.,:#
;*+# *4# *,$-# L*+)# $6..0(,6).-4# *4# =6+*# 5*2.7/11# &2# 6+# L=3/#9-$-(=?21# *4# $6..*+*+# 0174%-01# =-4#
+*,.=6+,(62# 8?9-# &2# ,9+?4,+#3/#$6..0(,# )%&'(<+6711+*# .696.8*5&/J*:# R$-(.-.2,+#*/#5,20*.(62,9#
1,.2,9 */(*&'+4,2(6-$,9# &2# 96..- .2*+9,.# 6+# 6-..-2# 9-$-(=?2,+# L62*+# $69,+# *4#7/90,9#
$6..0(,*4)6+4,9K# 0=&# 069# 5&/J*=-..,K# &2# 9*1-#*/#5*/0$&/(*. */9-# -..)(71%6.8*K# 6.# 0,9# =6+$6).-K#
$6..0(,*4)6+4-+# 64*# 9*101?$-# 069# 1*(-.# 6+,# 0$7/+# &2# 0*..2%&'+.# 261*# =6+-4#&/(%&/0# .696.8,9# *)#
6+(6.8,9# ,JJ+,.*# @c&60^5K# ABCNG:# ;*4# 6+# L&/#9-$-(=?21# *4# $6..*+*+# 0(*$-# 6$$-#*/#$+&'),9# 1-(#
-..)(71%6.8*K#L=3/#0(3/$1#261,+#(6-11#1-(#=*.(3/4,.*+#.696.8*#&2#%*4*+061.-.2*+#@Rg*9-.*15*.#&2#P()+68K#
ABBYG:#f*/$=?11#=-45&+)#$6..*+*#1-(#<*$2+,..0K#96..-.2*+#&2#1,.2,9*/(0#.696.8 *#=-+4-01#5-.0#=62*+#
=6+*# =6-2*9-$-((# L*/11,+#3/#L=3/#3/#L=3/#*4# 6)(*# =6()6+4# .696.8*# &2# 0$*J*# 01,4.-.2# &2# 1+*,01#3/#
$6..0(,01&),..-#@c&60^5K#ABCN[#m*=-80&.K#CjjD[#Rg*9-.*15*.#&2#P()+68K#ABBYG:#

#
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!"#+*..0 &/$.-..-#=*+#01,401#=-4#5,297.8*)+?4-#96..-.2*+9-4*4+*+#+*/42%*)*+#@6:#^,(1,+*((7#^&9J616.1#
^&,.06(-.2G#1-(#*4#$*..*#+67.0(,#L600*+*#5*/0$&/(*.69*#*)#)&+9(62,9#01,4.-.2-K#0=&#069#. */90+*/42%&')#
&2#&'4+,9#01,4.-.2-#*/#=62,9#5*/0$&/(*K#&2#&/)&+9(62,9#01,4.-.2-#=-.*K#0*9.696.8*#64*#)%&'(0$7(8,#069#
L6-+#)*/#64*#0?$%*01#6)1-+:#H*..0&/$.-+#5*)*#07/.1#*4#-..)(71%6.8,+#5*)*#1-(5.6-2-.2,#1-(#*4#07/.*#9-$-..#
961.*4# &2# L+*,106-2%,#3/#5*/0$&/(*. */9-# L+*/11# )7+-+# .*/90 E#&2# )6/(*20(62*+# 5-.8+*.-+# @M+*7K# H&(J5# &2#
I6(*9-8K#CjjD[#Tg6.0#&2#a7.^5K#ABCAG:#O-.0#=62*+#=*.1*+#L*/#&)1#06/+01*$*.#01,4.-.2#1-(#*4#1*$*01#*/#
=-4#*.8(62*+K#)6/(*20(62*+#&2#96..-.2*+(62*+#*401?4,+#@6:#J07^5&0&^-&^,(1,+*(#-00,60G#069#5*)*#*/5+-)#
*/#=-45&+)K#L6$$-.2,#&2#)?+.-#L6-++*#-..*.#5*/0$&/(*,95=6+)-0-.0#@P++68&.8&#&:)(:K#CjjDG:#R$-(.-.2,+#*/#
L600,9#)%&'(<+6711,#*401?4,9#.696.8*#*)#6+(6.8,9#,JJ+,.*#6+#9-$-(=?2,+#1-(#*4#5?21#06/#*4#=6-1*#
L6-9#=-46-2*.8-#&2#96..-.2*+9-4*4*#L%&/.,01,#&2#+*/42%&')#@M(&+-*#&2#H&8+-2,6\K#ABBB[#O6+1\<6+2K#
ABClG:#U.201+&9#&2#Z-.1&#@ABBFG#5*(8*#L=3/#)+*9#*4#)7+-+#5*/0$&/(*.69*# ,/+#9-..-5(,1*5 &/J,9K#&2#L*+#
964#)7+-+#-..)(71%6.8,+K#06/#*4E#2*.2,+#*4#.*/9-#*/.#01,4.-.20#6$$-#1?$-)?+-:#;6-+#<6.8*#*/#*4#L*4#06/#
5(,1=6+$#5*/0$&/(*#*4#*,4=6(8*#5*/0$&/(*2&'.2,#L600*+*#.69*K#964*(#*..*+0#964#L=3/#*4#5=61%*#L*/#1-(#
L*/111&'$,# 3/# 7/90,9# =6+$6).,9# */# 5*/0$&/(*0=?4-.,# &2# <%&/4*# ,JJ# */# 9*+$=-00*# +*/42%&')# &2#
%*).-.2%*01,4.-.2K# 6.# )(6-+-# +*..0&/$.-+# 07/.*# *4# 0(3/$#,/++?4-# =-+4*01# 0$-(*#*/+*.2+-# 5%*/#L600,9#
.696.8,9# &2# &'4+,9# 9-..-5(,1*5 &/J,9# @e+-0J# &2# e+,\K# ABBj[# U.2(6# &2# Z-.1&# ABBF[# ]-(0&.# &2#
P+6.8*(6K#ABCCG:##

R16<(61&.#&2#R&+-*#@ABCAG#(622%*#*/56+0(,#*/#*4#$6..*+*+K#+*/42%*)*+#&2#*4+-+#069#6-2*#0*90$-J1-#=-4#
-..)(71%6.8,+#262.-#9-$-(=?2,#5(,1=6+$-#3/#*4#0174%*#L*/#=-4#*4#.*/K#6$$-#*46-.0#*$*8693/0$,9K#56(8,+#
(3/$*# J6+0&/.,(62,9# 9*+$9-4,9# &2# L,+)-# L= 3/#*4# =6+*# 964=-1*4-+# ,9#*/0$&+*.-+# 069# 16.2%*01# .*/9-#
L600*+*#.696.8*:#m*88&.*#@ABCCG#<6.8-+#*/#*4#L6-+#069#6-2*#0*90$-J1-#=-4#.696.8,+K#&2#L*+#964#
=-4# .696.8,+# *)# 6+(6.8,9# ,JJ+,.*K# L,+)-# *4# 5*)*# 9-$(*# 0*90$-J1*5?)-(6-$*# &2# $7..*# 06/+# =6(#
L%&/.,01,#&2#,/++?4-#069#01*.8-#&'((,9#.696.8,9#1-(#<&4*:#;*+#*4#*,$-#L,+)-#$6..*+*+#&2#+*/42%*)*+#*4#
=6+*#964=-1*4-+#,9#)%&'(96..-.2*+(6 2#9*/(6).-#069#16.2%*01#5*/0$&/(*$6..0(,#&2#+*/42%&')#&2#L*+#964#,9#
5,20*.(62*#1+624,#-..)(71%6.8*#1-(#*4#(6-1*#*401&4*+#@m*88&.*K#ABCCG:##

/*0-&*' '

I*+$9-4#+*..0 &/$.*+-..*+#069#2+6-.-.# )%*((*+#,9#6+#*4#&'4(*01#0$-(.-.2#*/#+67.0(,#&2#,JJ(-),.# -.. E#
)(71%6.8*#*)# $6..0(,*4)6+4,9K#*/0$&+,.,9# &2# 01,4.-.2-#3/#L+69,+# 01?+01,#3/0(6.0$,# 5*/0$&/(,.,9K#
O*/0$&/(*#!"0(*.80K# O*/0$&/(*.,9# 3/#H67$%*=3/$# &2# O*/0$&/(*.,9# */#P$,+67+-:# R1,401# =*+# =-4# 6-2-.8(62*#
*4)6+4*)+?4-#3/#+*..0 &/$.-..-:#U-2-.8(62#*4)6+4*)+?4-#6+#.&1,4#1-(#*4#0$-(%*#<61,+#L*/#96+$-.2,#069#
L*/111*$6.8,+#+*..0&/$.*+-..*+#(622%*#3/#+67.0(,#03/.*#&2#*401?4,+#@a-^519*.K#ABBjG:#H*..0&/$.-.#6+#
=-41*(*+*..0&/$.# &2# +7/.-5 &/J*=-41&'(# &2# 5*/()0$-J,(&'24# 6-.01*$(-.20=-41&'(# =&+,# .&1,4# 1-(# *4# )*/#)+*9#
0$&4*.-+#&2#+67.0(,#L*/111*$6.8*:##

! " ###$%&'()*++

P((-+#L*/111*$6.8,+#6+,#-..)(71%6.8,+#*)#6+(6.8,9#,JJ+,.*#&2#6+,#<,/0611-+#*/#!"0(*.8-:#;6-+#0$-J1,01#3/#1=&#
5&/J*K#*..*+0#=62*+#.,/=6+*.8-#5*/0$&/(*.69*# 3/#2+,... */9-#&2#5-.0#=62*+#.69*#069#5&')4,#5?11#.*/9-#
6)1-+# 6-11#*/+:# U$$-# 6+# ,9# 0$-J1-.69*# *4# +?4*:# O6-(8*+)%&'(8-# L*/111*$6.8*# 6+# NC# &2# 6+,# L6-+# )+*/#AY#
9-09,.*.8-#( &'.8,9#U=+&/J,K#P03/,K#Q&+4,+E#&2#R,4,+EP96+3/$,:#; */111*$6.8,+#5*)*#AC#9-09,.*.8-#
1,.2,9 */(#*4#9&/4,+9 */(-#&2#5*)*#<,/ -4#*/#!"0(*.8-#)+*/#1=6-9,+#&2#,JJ#3/#CF#*/+:#;6-+#=&+,#=*(8-+#964#L=3/#*4#
5*)*#0*9<*.8#=-4#.696.8*0$+*/#5*/0$&/(*..*#L+-22%*:#>-4#=*(#*/#L*/111*$6.8,9#=*+#6-..-2#01,401#=-4#
0.%&/<&(1**4)6+4# @e+60g6((K# ABBF[# S(-^$K# ABBjGK# 6.# (6-1*01# =*+# =-4# *4# 5*)*# 069# %*).*01*# 8+6-)-.2,#
L*/111*$6.8*#6)1-+#,JJ+,.*(*.8-K#*(8+-K#$7.-K#(6.28#<,/061,#*/#!"0(*.8-K#3/0(6.0$,$,.. */11,#&2#.*/900=-4-:##

'

!

!
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,$-'$. / 0')' 		
M*2.*0&').,.#) &/(01#*..*+0#=62*+#3/#0%&'#+7/.-5 &/J*=-41&'(,9#&2#=&+,#L*/111*$6.8,+#L+3/+#1-(#)-99#3/#5=6+%,#
=-41*(-:#Z=6-+#+*..0*$6.8,+#0*/,#,9#+7/.-5 &/J*=-41&'(-.#&2#01%&/+.*4-#*..*+#=-41*(-.,#&2#5-..#=*+#+-1*+-:#
O-.0#=62*+#=&+,#16$-.#Y_#6-.01*$(-.20=-41&'(#=-4#0&'9,#L */111*$6.8,+#&2#1&/$,#L*/11#3/#+7/.-5 &/J*=-41&'(,.,9:#
U$$-# =-(8,# L&/#*((-+# L*/111*$6.8,+# $&9*#3/#6-.01*$(-.20=-41*(K# &2# L600# =62.*# 6+# 9-0+?9-# 9-((-# )%&'(8*#
6-.01*$(-.20=-41*(*#&2#56-(8*+)%&'(8*#L*/111*$6.8*:#>-41&'(-.#=&+,#16$-.#*/#13/9*<-(-. ,#)+*/#06J169<6+#ABCD#
1-(#9*3/#ABCl:#I*+$9-4-4#964#+7/.-5 &/J*=-41&'(,.,9#=*+#*4#0$*J*#+7/9-#)7+-+#)%&'(<+6711*#&2#&/)&+9(62*#
,9+?4,#-..*.#( 3/1-(0#5&/J0#5*/0$&/(*.69*#964#0=-J*4*#+67.0(,#,9#=-4)*.206).-#+*..0&/$.*+-..*+#@R&/(67#
R:# c6.86+K# ABBYG:# X&01,+# +7/. -5&/J*=-41*(*# 6+# *4# ,9+?4*# ,9# 0*96-2-.(62*# +67.0(,# 261,+# 5=*11#
=-49?(6.8,+#1-(#)+6$*+-#L*/111&'$,#3/#=-41*(-.,#@I&+2*.K#CjjlG:#O*/()0$-J,(&'24#6-.01*$(-.20=-41&'(#=&+,#
L=3/#.?01#.&1,4#1-(#*4#)*/#)+*9#0$&4*.-+#6-.01*$+*#L*/111*$6.8*#6-.0#3/1*+(62*#&2#5?21#=*+#@c+-.$9*..#&2#
X=*(6K# ABC_G:# R1,401# =*+# =-4# =-41*(0+*99*# 1-(# *4# 1+722%*# *4# 962-.0J,+.-.2,9# &2# 9*+$9-4,9#
+*..0 &/$.*+-..*+# =?+-# )7(21K# *,$# L600# 069# 0$&4,4# =&+,# *)+-1# *)# +7/.-5 &/J*=-41&'(,.,9# )7+-+#
6-.01*$(-.20=-41&'(-.#1-(#)+6$*+-#,.8-+<,/ .-.20#)7+-+#0*9+?4,+#=-4#5=6+.#&2#6-..#=-49?(*.8*#@S(-^$K#
ABBD[# X=*(6K# CjjDG:# >-41&'(-.# =&+,# 16$-.#*/#3/0(6.0$,# 64*# 6.0$,# &2# 1&/$,# *4# 964*(1*(-# ,9# 6-.*#
$(,$$,01,.8#5=6+1:#;*,#=&+,#5(%&/4+-1,4#&2#*)+-1,4#&+4+6/11:##

,$-'$-*&1'1'- 	 
M*2.*2+6-.-.2#5&/)01#01+*i#6)1-+#)7+01,#*)+-1*.-+#@e+60g6((K#ABBFG:#M&'2.-.#=&+,#9*+2(60-.:#S7+01#(*/0,#
+*..0*$6.8,+#L*,#5=6+#,/1#*)#)7+-+#0-2#6.#03/4*.#=&+,#L*,#(60-.#3/#5&/J-#0%&'#+*..0*$6.8*K#&2#*/56+0(*#=*+#
(&'24#*/#*4#2+6-.*#069#<601#)%&'(<+6711*#+67.0(,# -..)(71%6.8*#*)#5*/0$&/(*. */9-#*/#!"0(*.8-:#>-4#,/+=-..0(,#
2*2.*# =*+# .&1,4# L69*2+6-.-.2# @c+*,.# &2# e(*+$6K# ABCYGK# 2&'2.-.# =&+,# $&/4,4# &2# 03/4*.# <%&/#
+*..0 &/$.*+5 &/J,+-..#1-(#)(&$$*#069#L+&/,4,01#*4#(&$,9#3/#L+%,/#*4*(L69,#069#$7..1#6+,#3/#L600*+-#2+6-.#
&2#6+,W#$6..0(,*4)6+4-+#&2#.*/90,95=6+)-K#01,4.-.2,+#&2#*/0$&+*.-+:##

2130&*314&-+" 41#$5" 4++

d6+0&/.,=6+.8#=*+#1-($7..1#,9#+*..0&/$.-.*#&2#=3/0-.8*0-4*.6).8#O*/0$&/(*#!"0(*.80#2*)#,90&'2.#,9#5*.*#
069#<+,24-01#=*+#=-4:#H*..0&/$.-.#6+#3/#0*9+?9-#=-4#*((*+#=3/0-.8*0-4*+62(,+#O*/0$&/(*#!"0(*.80#@ABCNG:#
P)(*4# 56),+# =6+-4# (67)*# 1-(# 2*2.*&')(,.*+# )+*/#01%&/+.6.8,9# 5 */0$&/(*..*:# T"0$*4# =*+# 6)1-+# ,JJ(7/01,#
0*9L7$$-#)+*/#&'((,9#L*/111*$6.8,9K#*,$#L600#069#J6+0&/.,=6+.8*+0%&/.*+9-4*#=*+#2?11#*4#),((,#=-4#
964)6+4K# =-..0(,# &2# 674-.2,# )+,92*2.*#3/#0*9+?9-# =-4# 2-(8*.8-# (&'2# @a&'2# ,9# J6+0&/.,=6+.8# &2#
964)6+4#J6+0&/.,,JJ( 7/0-.2*#.+:llVABBBG:#;*/111*$6.8,+#2*/1,#)7+-+=*+*(*,01#&2#*/.#,/ 10$7/+-.2*#5*).*4#
64*#5?11#L*/111&'$,:#!"#+*..0 &/$.-..-#6+,#6-.2 &'.2,#.&1,4#26+=-.&').#&2#6+#L600#2?11#*4#6$$-#06/#5?21#*4#
+6$%*#0=&'+#1-(#.696.8*..*:##

1+*%&234*%&	!
;600,9#$*)(*#6+#0$-J1#3/#,.8-+$*)(*K#L*+#069#56(01,#.-4,+01&'4,+#,/+#=-41&'(,.,9#6+,#$7..1*+# 3/#L+69#
962-.L69,9#&2#+?88*+:#!"#)7+01*#,.8-+$*)(*#6+#*/56+0(*#(&'24#*/#$6..0(,*4)6+4-+#&2#.*/90,95=6+)-#&2#
,JJ(-)*.-+#.696.8*#*)#L= 3/:#Q?01#6+#,.8-+$*)(-#,9#)&+9(62*.#&2#&/)&+9(62*.#01,4.-.2K#L*+#069#L=3/#6+#
(7/01#5=6+0#$&.*+#01,4.-.2,+#6+#3/#<&4-#)7+-+#-..)(71%6.8,+#3/#3/0(6.0$,9#5*/0$&/(,9K#5=*4#L*/111*$6.8,+#
=-1*#,9#01,4.-.2-..#&2#5=6+.-2#L6-+#.&1*#5*..:#!"#L+-4%*#,.8-+$*)(*.,9#6+#)%*((*4#,9#*/0$&+*.-+#&2#
5-.8+*.-+#069#9?1*#L*/111*$6.8,9#&2#5*)*#*/5+-)#*/#. */9#L6-++*:##

6&''.4)$30&*31*+7-+' " 5.)589&*01+ +

Q-4,+01&'4,+# <6.8*# 1-(# L600# *4# )(601-+# L*/111*$6.8,+# ,JJ(-)-# *4# $6..0(,*4)6+4-+#3/#5*/0$&/(,.,9# &2#
. */90,95=6+)-# L6-++*# 06/#. ,/ 13/9*(621# &2#3/#0*9+?9-# =-4# 9*+$9-4# .*/90$6-4*:# ;*/111*$6.8,+# 16(%*#
$6..*+*# =6+*# =6(# ,.8-+<,/ .*# )7+-+# $6..0(,# &2# *4# 7)-+(6-11# 06/#6-.)*(1# *4# )7(2%*01# 964# $6..0(,#3/#
$6..0(,01&),9:#U)1-+)*+*.8-#8?9-#,/+#=-41&'(,9#(7/0*#L600,9#=-45&+),9#5*/0$&/(*.69*..*W# #

#
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#$%%&'(")*"&+,-%.%*,/"01"01&'$%&2,3"4(1&2)1',35"6$7%&'(".%%8'7+9$%:(""

n;7/4-.2#,/+#6.0$,o#R1,.8,9#6+#6/2#*(=62#8&()*((-..#7)-+#L=3/#5=6+0,#9-$-4#L611*#)&/($#=6-1:#
;*4#6+#&/1+,/ (621#L=3/#L*4#6+,#9*+2-+#$6..*+*+#069#$6..*#_pD#.*/90$6-4#&2#L6-+#5*)*#
9-$(*#&2#8%,/ J*#L6$$-.2,#*/#6).-.,#069#L6-+#$6..*#3/#5=6+%,#.*/90$6-4-#)7+-+#0-2#&2#3/#
(3/))+?4-# 6+# L*4# 9-$-4K# L,/#=6-01K# )-99# 9-09,.*.8-# 0=-4# -..*.# (3/))+?4-# &2# L6-+# 6+,#
06/+)+?4-.2*+#3/#L6-9#&'((,9#0=&#964#1-((-1-#1-(#96..1,.*+#L*/#6+,#L6-+#)3/.-+#@d6/16+G:##

n;7/4-.2#,/+#6.0$,o#!"#L600,9#5*/0$&/(*#6+,#*4)&'.2-.#.&$$,4#2&/4K#L,/#=6-01#L*4#6+#6-.0#
&2K#%*/K#96/+#)*..01#0$&/(-..#=6+*#)+6$*+#. ,/ 13/9*(62,+#9-4*4#=-4#L*4#069#6/2#6+#=&'.#0=&#
6/2#=*+#0J6..1#*4#(?+*K#*4#<7+%*#.*/9#56/+#@I*+1-.*G:##

; */111*$6.8,+#6+,#*/.?24-+#964#L*4#L62*+#$6..*+*+#5=61%*#L*/#1-(#*4#.&1*#L6$$-.2,#,/+#)7++*#.*/9-#03/.,#
64*#)7++-#+67.0(,#)+*/#,JJ+,.*(*.8-#L */111*$6.8*:#;*/111*$6.8,+.-+#16(%*#L*4#6-..-2#=6+*#2&/4*#(6-4#1-(#*4#
16.2%*01#)&/($-#3/#$6..0(,01&),#*4#062%*#8*/(3/1-4#)+*/#+67.0(,#0-..-#&2#<*$2+,..-:#U-..#L*/111*$*.8-#(7/01-#
L600,#964#6)1-+)*+*.8-#5?11-W##

I%&'2# 2&11# *4# )*+*#3/#=611=*.20.*/9# n:::o#6/2# 0*24-# =-4# $+*$$*# *4#6/2# 6+# )+*/#6+(6.8,9#
,JJ+,.*#&2#56/+.*#)+*9<,+4,+-..#9-..#6+#6$$-#6-.0#&2#!"0(6.8-.2,+#6.#9-2#(*.2*+#*4#
(60*#)7+-+#7$$,+#n:::o#&2#$6..*+-#9-..#=*+#*4#0174%*#9-2#(3/$*#n:::o#,90%&/.*+$6..*+-#9-..#
0*24-#<*+*#qR624,#L*4#<*+*K#=6+1,#<*+*#&J-.r#n:::o#;*4#6+#<*+*#9%&'2#0=&.*#%*/$=?11#
=-4<+&'24#@!0*<6(G:##

!"#.&$$+,9# 1-()6((,9# 6+,# L*/111*$6.8,+.-+#&/*/.?24- +# 964# $6..0(,*4)6+4-+# 6-.01*$+*# $6..*+*K# 06/+E#
01*$(62*#L62*+#$6..*+*+#.&1*#2(?+,+#&)#9-$-4#&2#(60*#6-.)*(8(62*#2(?+,16i1*#,JJ:#!"#0(3/$,9#1-()6((,9#
)-..*#.696.8,+#6$$-#J6+0&/.,(62*#16.2-.2,#=-4#$6..*+*#&2#,JJ(-)*#$6..0(,01,.8-+.*+#069#,JJ(601,+#
6.#6$$-#069#$6..0(,#6-.0#&2#6)1-+)*+*.8-#8?9-#07/.-+W##

n;7/4-.2#,/+#6.0$,o#R=&K#L*,#6+,#6$$-#<6-.1#*4#$6..*#56/+#0=&#*4#062%*K#L*,#5*)*#L7/11#
<&/$E#-.*K#$*)(*#,/+#<&/$-..-#069#=-4#6+,9#*4#(60*K#L*,#5*)*#0611#5*..#-..#3/#J&g6+#J&-.1E
07/.-.2,#0=&#*4#L*4#6+#0*9*.16$-.#L7/4-.2#*/#<&/$-..-#&2#01,.8,9#(60*#$6..*+*+.-+#
<6-.1#,JJ#*)#2(?+,.,9K#0=&#*4#L*4#6+#6$$-#9-$-(#$6..0(*#@M-06(6G:##

; */111*$6.8,+#6+,#06/+01*$(62*#%*/$=?4-+#2*2.=*+1#L6-9#.*/90$6-4,9#069#$6..8#6+,#*/#6.0$,#&2#&/0$*#
L600#*4#L*,#=6+4-#)(6-+-:#!"#. */90$6-4,9#069#6+,#$6..8#*/#3/0(6.0$,#L,+)*#)(601-+#L*/111*$6.8,+#*4#(622%*#
96-+*#*/#0-2#1-(#*4#)7(2%*01#964#$6..0(,..-:#;6-+#<6.8*#6-..-2#*/#*4#L6-+#L,+)-#*4#=-..*#96-+*#56-9*#&2#
)*+*#=6(#7)-+#(606).-#1-(#*4#)7(2%*01#<61,+#964#$6..0(,..-:#Q7/#1?$.-#$69,+#*4#2*2.-#3/#56-9*=-..,#&2#3/#
,.8-+< ,/ .-.2-#)7+-+#J+&/)#&2#L*/111*$6.8,+#6+,#*/.?24-+#964#*4#0,9-+#$6..*+*+#1*$*#)7+-+(601+*#,JJ#&2#
5(*4*#L6-9#*/#-..+*#.61-4#I&&8(6#01+*i#6)1-+#13/9*:#;611*#26),+#-..)(71%6.8,9#9&'2,(6-$*#*/#*4#5(,01*#*/#
)7+-+(601+*#*)1,+K#01&JJ*#,JJ1&'$,+#L62*+#L6-+#L,+)*#13/9*#1-(#*4#L7/4*#5,21&'$#069#$6..*+-..#.&1*+#&2#
16.2%*#)7+-+(601+*#=-4#(606).-K#6-.0#&2#6)1-+)*+*.8-#8?9-#(7/0-+W##

U"2#2*1#*((1*)#5(,01*4#*/#,JJ1 &'$,K#L*4#=*+#6$$6+1#9*/(K#&2#6/2#*/11-#2(?+,+#)+*/#$6..,+,9#
069#6/2#2*1#(3/$*#*((1*)#5&+)1#*/#@d&(-.*G:##

I*+2-+#L*/111*$6.8,+#<6.8*#*/#*4#96-+-5(,1-#=-..,#&2#.*/90#)*+-#)+*9#56-9*#&2#L=3/#L,+)-#$6..*+*+#*4#
(6-4<6-.*#&2#5%*/(J*#L6-9K#6-..-2#*4#=6(%*#=-46-2*.8-#(606).-#&2#$&9*#964#8?9-#069#0174%-#$6..0(,.*:##

R,9-+#L*/111*$6.8,+#$&9,#964#*15,2*0698-+#=*+4*.8-#0*90$-J1-#=-4#$6..*+*K#069#L6-9#)-..01#5*)*#
2&/4#*/5+-)#*/#$6..0(,:# ; */111*$6.8,+# 062%*# *4# %*).+?4-# +3/$-# 9-((-# $6..*+*# &2#.696.8*# 3/#3/0(6.0$,9#
5*/0$&/(,9:#; */111*$6.8,9#)+*/#P,01,+EU=+&/J,#&2#P03/,#(3/$*+#06/+01*$(62*#=6(#*4#5*)*#1?$-)?+-#1-(#*4#5*)*#
0*9<*.8#<6-.1#=-4#$6..*+*#&2#)*/#0$%&/1*#6.8,+2%&')K#6.8*#5*)*#L6-+#6$$-#,JJ(-)*4#L600#$&.*+#0*90$-J1-#
3/#03/.,9#56-9*( &'.8,9 W##

n;7/4-.2#,/+#6.0$,o#I6/+#(3/$*4-#9%&'2#=6(#5=6+0,#&/)&+9(62-+#$6..*+*+.-+#6+,K#L,/#=6-01K#
&2#L6-+#=6-1*#9*..-#L*4#1+*,01#*4#9*4,+#261,+#(3/$*#(*21#1-(#9*/(*..*#L*..-2#*4#L*4#
6+,#6$$-#<*+*#$6..*+*+.-+#069#1*(*K#L*4#6+,#0*90$-J1-#@>-+2-.-*G:##

#
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<$+'("=>$8+013(/.+",3",??$':.")*"3$%%+,%" "

O&/J*=-..*# 6+# $6..0(,*4)6+4# 069# &)1# 6+# .&1,4#3/#3/0(6.0$,9# 5*/0$&/(,9:# R$&4*.-+# .696.8*#*/#5,2 E#
=3/0-.8*0=-4-#@06/+01*$(62*#.696.8*#3/#3/0(6.0$,#069#&'4+,#9*/(-G#6+,#&)1*+#.6-$=?4*+#*/#5&/J*=-..,#6.#
*..*++*#.696.8*:#R,9-+ #L*/111*$6.8,+#16(%*#5&/J*=-..,#L*..-2#=6+*#13/9*0 &/,.#&2#0%*/#(3/1-4#2*2.#3/#56..-:#
;6-+#.6).*#9:*:#9*/(-#03/.,#1-(#01,4.-.20#*4#L62*+#.696.8,+#)*/-#*4#=6(%*#0%*/()-+#5=6+%-+#=6+4-#0*9*.#3/#5&/J-#
97.8-01#=-.*5&/J*+#)+6$*+#6.#=-..,5&/J*+:#!"#L600,9#1-()6((,9#)*+-#9-$-((#13/9-#3/#*(96..1#0J%*((#@%*).=6(#*/#
9 &/4,+9 */(-#L*/111*$6.8*K#6)#L*/111*$6.8,+#3/#5&/J.,9#6+,#964#0*9*#9 &/4,+9 */(GK#&2#L*4#(6.2-#=-..,13/9*#
&2#1+,)(-#=6+$6).*=-..,:#U-..-2#6+,#0&'9,#L */111*$6.8,+#&/*/.?24-+#964#6-.$,..-+#5&/J*#&2#16(%*#*4#L6-+#
56)4,#261*4#26+1#<61,+#6)#L6-+#56)4,#,..-4#=6+$6).-.#,JJ#*/#6-2-.#0J7/1,+:##

U"2#)6/$$#<*+*#0*9*#6-.$,..#6-.0#&2#5-.-+#3/#5&/J-s#T2#96/+#)*..01#L611*#0$+3/1-4#=62.*#
L600#*4#6/2#:::#=-4#6+,9#&'((#0*99*/(*#*4#6/2#=*+#<*+*#<601,+#3/#5&/J-#&2#96/+#)*..01#L*4#
0$+3/1-4#@>(*8-9-+G:##

O-.0=62*+# 5*)*# L*/111*$6.8,+# 069# 01,.8*# .*/9# =-4# =6+$)+?4-86-(8# &2# =-40$-J1*)+?4-86-(8# %*/$=?4*#
+67.0(,#*)#5&/J*=-..,#&2#16(%*#5*.*#=6+*#2&11#1?$-)?+-#1-(#*4#=3/$$*#0%&/.86-(8*+5+-.2-..K#(?+*#*4#=-..*#
3/#5&/J-#&2#)?+*#+&'$#)7+-+#9*/(-#03/.,:#;6-+#16(%*#6-..-2#*4#5&/J*=-..*.#9,.-#5% */(J*#L6-9#3/#)+*913/4*+=-..,:#
; */111*$6.8,+#069#01,.8*#)%*+.*/9#5*)*#6-..-2#%*/$=?4#=-45&+)#1-(#5&/J*=-..,K#L&/#*4#5,/ .#)*+-#&)1#)+*9#3/#
262.,9#.61-4:#;600-+#L*/111*$6.8,+#062%*#*4#5&/J*=-..*#26)-#L6-9#1?$-)?+-#1-(#*4#,JJ(-)*#$6..0(,*4)6+4#
069#=-+$*+#&2#(-)*.8-#,9+?4,+K#L*+#069#L6-+#261-#+?11#.*/906).-4#&2#(6701#=6+$6).-#0*9*.:##

n;7/4-.2#,/+#6.0$,o#;*4#6+#9-$(,#<61+*#)7+-+#9-2#&2#26+-+#96/+#5(,1-.*#*,4=6(8*+-#L=3/#
01,.8,9# 97.8-# 6/2# 9-00$-(%*# =6+$6).-# 64*# 5=*4# ?11-# *4# 26+*# 64*# 6-115=*4#3/#
,JJ( 7/0-.2,.,9#,9#=6+$6).-4:#R=&#6)#L*4#6+,#!"0(6.8-.2*+#069#6/2#6+#*4#=-..*#964K#
L6-+#9-00$-(%*#5(,1-.*#J&11L6/11#6$$-#&2#261*#(6-4+6/11#9-2:#U.#L*4#56),+#(3/$*#26+01#&)1#
*4#6/2#L*+)#*4#(6-4+6/11*#L*,#*)#L=3/#6/2#=*+#*4#)7(2%*01#<61,+#964#3/#13/9*K#*)#L=3/#6/2#L*+)#*4#
5*)*# *1572(-.*#3/#(*2-# 1-(# *4# 0$-(%*# *((1# &2# L*4# 56),+# &)1# 26+01# *4# L*4# 06/,# 6-.5=6+#
09 */*1+-4-#069#6/2#L*+)#*4#(6-4+6/11*#*)#L=3/#L*,#56/(8,#*4#L*4#?11-#*4#=6+*#&'4+,=3/0-:#S7+-+#
9-2# 6+# L*4# L*..-2# 9%&'2# 5%*/(J(621# *4# =-4# L,+),9# *4# =-..*# =6+$6).-# &2# 0$7/+0(,+#3/#
5&/J,9#&2#6/2#6+#8*/(3/1-4#5+?88,+# ,9#*4#)*/#6-..#8*2#=6+$6).-#069#6/2#L*+)#*4#26+*#
0%*/(),+#*/#3/0(6.0$,#L=3/#6/2#261#3/#+*,.#&2#=6+,#6$$-#0$+-)*4#3/0(6.0$,#*(96..-(62*#@d6/16+G:##

U$$-#03/01#56),+#$6..0(,1,.2,9 */(-4#=6+,(62#*/5+-)#*/#,JJ(-)*.-+#-..)(71%6.8*:#S(601#.*/90$6-4#*/#2+,..01-2-#
3/#3/0(6.0$,9#5*/0$&/(,9#6+,#$6..8#*/#3/0(6.0$,K#069#26+-+#L*4#6+)-4*+*#)7+-+#L*/111*$6.8,+#*4#)7(2%*01#964#
$6..0(,:#U-.01*$*+#.*/90(6-4-+#6+,#$6..8*+#*/#6.0$,#@P(L%&/4(621#.*/9#3/#96..1,.*+)+?4-#cP#&2#U.0$*#
cPGK#6-..-2#)6+#1,.2,9*/(*. */9#@6-.0#&2#8*.0$*K#0?.0$*K#)+*.0$*#&:)(:G#7)-+(6-11#)+*9#*/#9*+$1,.2,9 */(-:#
P4#&'4+,#(671-#L,+)*#.696.8,+#*4#5*)*#2&/4#1&'$#*/#3/0(6.0$,#1-(#*4#261*#01,.8*4#.*/9#3/#0$&/(,.,9:# !"#)(601,9#
=-41&'(,9#$69,+#L600-#L*/11,+#0$7/+1#)+*9K#*4#.696.8,+#L,+)-#*4#.&1*#*4#9-..01*#$&01-#1=&'#1,.2,9 */(#p#
6.0$,#&2#3/0(6.0$,K#6.8*#6+#9601*((1#(606).-#*/#6.0$,K#*/#964*.#$6..0(*#)6+#)+*9#*/#3/0(6.0$,:#U-..-2#6+,#
2(?+,+K#1-($7..-.2*+#)+*/#$6..,+,9#&2#=6+$6).*(7/0-.2*+#&)1*01#*/#3/0(6.0$,:#;*/111*$6.8,+#5*)*#9*+2-+#
),((*.#0$-(.-.2#*/#L=3/#*4#3/0(6.0$*#06/#.&1,4#96-+*#6.#6.0$*#6.8*#6+,#L6-+#3/#. */9-#*/#!"0(*.8-#&2#<%,22,01#
=-4#L600,:#O-.0#=62*+#97.8,#0,9-+#L6-++*#=-(%*#*4#L*4#=?+,#*46-.0#)(6-+-#.*/90$6-4#3/#<&4-#069#$6..8#
=?+,#*/#6.0$,:##

n;7/4-.2#,/+#6.0$,o#R,9#.*/90$6-4#069#6+,#$6..8#6+,#1:8#*/#3/0(6.0$,#6.#<?$,+.*+#6+,#
*/#6.0$,#6.#0=&#:::#6+,#J+&/)-.#*/#3/0(6.0$,K#6/2#<*+*#0$-(#L*4#6$$-#&2#+67.0(*#93/.#6+#*4#
L62*+#9*4,+#<-4,+#,9#J+&/)#6+#6$$-#*((1*)#5?21#*4#)*/#J+&/)#*/#6.0$,K#0=&#*4#L611*#6+#
8*/(3/1-4#+,2(-.20(621#*)#L=3/#*4#L62*+#9*4,+#L*+)#*4#=6.%*01#9-09,.*.8-#.*/906).-#*/#
9-09,.*.8 -#1,.2,9 */(,9#&2#6)#*4#9&/4,+9 */(-4#L-11#6+#5=&+$-#6.0$*#.6/#3/0(6.0$*#26+-+#
L*4#L611*#6i1+*#6+)-11:#R=&#*4#6/2#56(8#*4#L*4#06/#56(01#*/5722%,6).-4#069#6/2#56)#=*+4*.8-#
J+&/)#@R=%*1&0(*=G:##

; */111*$6.8,+#6+,#7)-+(6-11#0*/11-+#=-4#.*/909*1#&2#9*10*4)6+4-+K#L6-9#)-..01#$+&'),+#=6+*#0$7/+*+#&2#
6-.$,..*2% &')#0*..2%&'+.:#!"#)(601,9#1-()6((,9#)*/#L*/111*$6.8,+#,.8*.L */2,#&2#261*#0$-(*4#=6+$6).,9#*/#
6.0$,#&2#0=*+*4#J+&/)0J,+.-.2,9# */#6.0$,#@6-..#L*/111*$*.8-K#a-%,.K#)?+#01,.8,9#(67)-#1-(#*4#0=*+*##

D""
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#$%%&'(")*"&+,-%.%*,/"01"01&'$%&2,3"4(1&2)1',35"6$7%&'(".%%8'7+9$%:(""

J+&/)0J,+.-.2,9# */#$3/.=6+0$,G:# ;*4#=-+4*01#L&/#6$$-#=6+*#0$7/+*+#+62(,+#=*+4*.8-# .&1$,.#6.0$,#@&2#
*..*++*# 1,.2,9 */(*G#3/#J+&/),9# &2#L*4# 6+# *((1*)# 0*9.-.20*1+-4-# 9-((-# $6..*+*# &2# .696.8*# 5=&+1#
.696.8,+# ) */#*4# .&1*# *..*4# 1,.2,9 */(# 6.#3/0(6.0$,:#!"#.&$$+,9# 1-()6((,9# )*/#.696.8,+# *4# .&1*#
&+4*<?$,+#3/#J+&/)-K#6.#L6-+#=-4,+$6..*#*4#L611*#5%*/(J-#L6-9#6$$-#9-$-4#&2#L6-+#1*$-#&+4*<?$,+#)+6$*+#
964#3/#J+&/)#1-(#*4#+&/*#0-2#6.#069#5%*/(J*+1?$-:##

n;7/4-.2#,/+#6.0$,o#U"2#=6-1#6$$-#5=&+1#L*4#)6+#6)1-+#86-(8-..-#64*#6$$-K#6.#0*9*.<&+-4#
=-4#=6+$)+?4-E#&2#.*/11,/+,=3/0-.8*0=-4K#6)#9*4,+#<-4,+#,9#(&$*J+&/)#*/#6.0$,#L*/#)?+#
9*4,+#*((1*)#J+&/)#*/#6.0$,#0=&#*4#L*4#6+#*/01?4*.#)7+-+#L=3/#*4#6/2#(-)4-#*)#)7+01*#*/+-4:#
O-.2*4#1-(#56),+#*((1#=6+-4#*/#6.0$,#)7+-+#9-2K#6.#=-.$&.*#93/.#069#6+#.,/ .*#*4#(?+*#3/#
=-40$-J1*)+?4-86-(8K#5,/ .#56),+#<64-4#,9#(&$*J+&/)#*/#6.0$,#&2#$6..*+*+.-+#062%*#<*+*#
qL,/#261,+#6$$-#)6.2-4#L*4r#@a&.2G:##

R1,4.-.2,+#56),+#(3/$*#=6+-4#9-$-(=?21#,9+?4,6).-#3/#=-41&'(,.,9#=-4#.696.8,+#&2#.?01#=6+4,+#)%*((*4#
,9#)&+9(62*.#&2#&/)&+9(62*.#01,4.-.2#069#.696.8,+#)*/#3/#5*/0$&/(,9# */#!"0(*.8-:##

2#)3'1'-)*+ +

>-4#2+6-.-.2,#=-41*(*..*#$&9#3/#(%&/0#*4#L*/111*$6.8,+#.7/1*#06/+#<?4-#)&+9(62*.#&2#&/)&+9(62*.#01,4.-.2#
3/#. */9-#03/.,:#S&+9(62,+#01,4.-.2,+#6+#*4*((62*#=6-11,+#*)#.*/90+*/42%&'),9K#01*+)0)&/($-#L%&/.,01,<&+40#&2#
0$+-)01&),#*(L%&/4*0*90$-J1*:#Q-4,+01&'4,+#07/.*#L&/#*4#)(601-+#L*/111*$6.8,+#.&1*#)&+9(62*.#01,4.-.2#
03/4,+# &2# +67.*# *((1*)# *4# )*+*#&/)&+9(62*+# (6-4-+# )7+01:#T")&+9(62,+# 01,4.-.2,+# 6+# =6-11,+# *)#
0*9.696.8,9K#=-.,9#&2#)%&'(0$7(8,964(-9,9#L */111*$6.8*:##

:7*54&-)*+.#)3'1'-)*+ +

O*/0$&/(*+.-+#<%&/4*# ,JJ#*/#9-09,.*.8-#L% &/.,01,#&2#01,4.-.2# )7+-+#5*/0$&/(*.69*:#P((-+#L*/111*$6.8,+#
5*)*#0&/11#L%&/.,01,#L%&/.,01,<&+40#5*/0$&/(*..*#&2#6+,#(*.2)(601*+#,90*2.-+#L6-++*#,9#L600*#L%&/.,01,#
%*/$=?4*+:#;*/111*$6.8,+#)*/#*)2+6-88#*((0#$&.*+#=&11&+4K#)*/#*401&4#=-4#16.2-.2,#=-4#5*/0$&/(*.61#&2#)*/#
,JJ( 7/0-.2*+#,9#)+6$*+-#L%&/.,01,:#R*9$=?91#L*/111*$6.8,9#6+#*)2+6-40(*#L%&/.,01,<&+40-.0#5+&'4#&2#
01*+)0)&/($#6+#*((1*)#&J-4#&2#5%*/(J0*91:##

n;7/4-.2#,/+#6.0$,o#;62*+#6/2#<-4#,9#6-115=*4#069#=*+#J+*$13/0$1#L*/#=*+#0=*+-4#*((1*)#
9%&'2# .*/$=?91# &2# 9%&'2# 5+*11# n:::o# R6/+01*$(62*# L62*+K# 1:8:# 9*4,+# )6+# <*+*#*/#
L%&/.,01,<&+4-4# 6-.0# &2# L62*+# 9*..# =*.1*+# $&+1-4# 0-11K# 01,/86.1*$&+1-4# 64*# 9*+2*#
J*JJ 3/+*#=62.*#8=*(*+(67)-0#*/#06i#9*/.*4*#)+601-#n:::o#;*4#=*+#*((1*)#9%&'2#=-.*(621#&2#
0$-(=-+$1#&2#*((1#@d*1+-^-*G:##

S*/,9#L */111*$6.8,9#=*+#L&/#$,..,21#,9#01*+)069-#. */90 E#&2#01*+)0+*/42%*)*..*#&2#7/90*#L%&/.,01,#&2#
,/++?4-#)7+-+#5*/0$&/(*.69*:#I-..-5(,1-#L */111*$6.8*#1&/$#L*/11#3/#5*/0$&/(*=-4<,+4,9K#0=&#069#$7..-.2,9#
)7+-+#.7/.69*K#L*+#069#L6-+#)6.2,#1?$-)?+-#1-(#*4#$7..*01#5*/0$&/(*,95=6+)-.,:#O-.0#=62*+#1&/$,#)(601-+#
L*/111*$6.8*..*# 7)-+(6-11# (3/1-..# L*/11#3/#0(3/$,9# =-4<,+4,9# &2# L6-+# (6-1,4,# 03/4,+# 1-(# .*/90 E#&2#
01*+)0+*/42%*)*K#6-.)*(8(62*#=62.*#0$&+10#*/#,JJ( 7/0-.2,9#,9#5(,1=6+$#.*/90+*/42%*)*:##

H*..0*$*.8-W#T"$6-K#6.#.*/90+*/42%*)*+K#56),+4,#6-.5=6+.#13/9*..#)*+-4#3/#=-41*(h##

; */111*$*.8-W#U"2h#Q6-K#6/2#=6-1#6$$-#5=*4#6+#3/#+*,.#&2#=6+,#L611*#&2#6/2#=6-1#6$$-#5=6+.-2#
261,+#+*/42%*)-#5%*/(J*4#96/+#@>(*8-9-+G:##

U-..-2#$&9#)+*9#*4#L*/111*$6.8,+#<7+%,4,#*/#*4#(6-1*#*4#,JJ(7/0-.2,9# */#=6)03/4,9#5 */0$&/(*..*K#&2#16(8,#
6$$-#*4#L6-+#L7+)1,#*4#)*/#=-4<&/1*+*401&4:#R,9-+#L*/111*$6.8,+#5*)*#L&/#0&/11#06/+#*401&4#.*/90+*/42%*)*#&2#
6+#+67.0(*.#*)#L=3/#9-09,.*.8-:# !"#0,9,9#1-()6((,9#L,+)1,#.696.8,+.- +#*4#,.8-+<,/ *#0-2#=6(#)7+-+#),.8#
964#+*/42%*)*#64*#1*(*#=-4#*4+*#+*/42%*)*#0=&#*4#L6-+#2?1,#)6.2-4#=-46-2*.8-#*401&4:#!"#6-.,#=-41*(-#$&9#
)+*9#*4#.69*.8-..#) &/+#1-(#.*/90+*/42%*)*#1=-0=*+#&2#,JJ(-)*.-+#=&+,#26+&/(3/$*+:##

n;7/4-.2#,/+#6.0$,o#;62*+#6/2#=*+#*4#0?$%*#,9#3/#O!"K#6/2#56)#(3/$*#9-09,.*.8-#+67.0(,#*)##

E"
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<$+'("=>$8+013(/.+",3",??$':.")*"3$%%+,%" "

. */90+*/42%&'),.,9#L= 3/#3/#)7+01*#0$-J1-#069#6/2#)&/+#0J,+4-#6/2#*(96..+*#0J,+.-.2*#&2#
)6/$$#*(96..#0=&'+K#qT"K#L*4#6+#*/#.61-.,K#L,/#261,+#),.8-4#L*4#L*+K#L611*#6+#L611*#&2#5-11r:#
R=&#*4#96/+#)*..01#6/2#<*+*#=6+*#*4#674*#13/9*.,9#9 3/.,9#&2#L6-++*#3/#L611*#*)#L=3/#L*4#
=&+,#6.2*+#,/10$7/+-.2*+#n:::o#;611*#=*+#6-.0#&2#,JJ(7/0-.2*<&+4:#U.#0=&#7/11,#)&+6(8+*+#
9 3/.-+#*/#9-2K#q)*+4,#&2#0J7+4,#)(6-+-#0J,+.-.2*r:#R=&#*4#6/2#,.8-+<%&/#9-2#*46-.0#<61,+K#
0$&4*4-#)(6-+-#5(,1-#069#6/2#=-(8-#26+*#&2#069#<61,+#)6+#(6.1-#6/2#L*/#*/#*..*++-#$&.,#069#
=*+#9%&'2#=-.*(62#n:::o#&2#96/+#)*..01#6-.0#&2#6/2#=?+-#3/#+*,.#&2#=6+,#=6($&9-..#L*.2*4K#
0=&#*4#6/2#56(8#*4#L*4#0$-J1-#(3/$*#9*/(-#5=6+.#9*4,+#1*(*+#=-4K#*)#L=3/#L611*#6+,#1=&'#
9-09,.*.8-#1-(=-$K#64*#1=&'#0=-J,4#1-(=-$#6.#9-09,.*.8-#0=&'+#@R=%*1&0(*=G:##

!"#L600,# 1-()6((-# 9*/#2+6-.*# ,JJ(-),.-.*# )+ */#9-09,.*.8-# 0% &/.*+5&+.,9:# Z-(# 8?9-0# =-4,+$6..-+#
L*/111*$*.8-..# *4# 5*..# 5*)-# =6+-4# <61,+# ,.8-+<,/ -..# 3/#06-..*# 0$-J1-4# &2# 5,20*.(62*# )6.2-4# <61+-#
L%&/.,01,# =62.*# L600:# >-45&+)# .*/90+*/42%*)*.0# =*+# 6-..-2# =-.*(62+*#3/#06-..*# 0$-J1-4# *4# 0&'2.# L*/11E#
1*$*.8*:# O,20*.(62*# =&+,# ,JJ(7/0-.2*+.*+# 069# L*/111*$*.8-..# )6/$$#3/#<?4-# 0$-J1-.# L?+# 0&'9,# 6.#
,JJ(-),.#5*.0#9-$(,#%*/$=?4*+-#=62.*#=-45&+)0#.*/90+*/42%*)*.0:##

R$+-)01&),+# *(L%&/4*0*90$-J1*#3/#&'((,9# 5*/0$&/(,.,9# =6-1*# 6-..-2# L%&/.,01,# )7+-+# -..)(71%6.8,+:# ;&/#*4#
*/56+0(*# L6-++*# 06/#)7+01# &2# )+6901#*/#*4# *401&4*# 0$-J1-.69*# 64*# .696.8,+# 069# )*+*#3/#0$-J1-.*/9K#
0$-J,(622%*#L?+#6-..-2#=-4<,+4-K#069#6+,#&J.-+#&'((,9#.696.8,9#*)#6+(6.8,9#,JJ+,.*:#;*+#9 */#9:*:#
16(%*# .7/.69*8*2 *K#&'+.*/90$6-4#3/#3/0(6.0$,# &2# 96.1&+*$6+)-4K# 069# 9-4*+# *4# L=3/#*4# =6-1*# 6+(6.8,9#
.69,9#J+*$1 3/0$*+# ,JJ(7/0-.2*+# ,9#3/0(6.0$1#0*9)6/(*2#&2#$&9*#L6-9#3/#$7..-#=-4# *4+*#01,/86.1*#&2#
8*2(621#(3/)#L6-++*:#!"#=-41&'(,.,9#$&9#L*4#0*91#)+*9#*4#)(601-+#L*/111*$6.8,+#=-1*#(3/1-4#64*#6$$6+1#,9#
L%&/.,01,#0$+-)01&),#*(L%&/4*0*90$-J1*#&2#9%&'2#)*/-+#5*)*#.7/11#06/+#5*.*:#;6-+#069#5*)*#0&/11#01,4.-.2#L*+#
26+4,#L*4#3/#0*9<*.8-#=-4#0$-J1-.*/9K#&2#6+,#*/.?24-+#964#L%&/.,01,#0$+-)01&),..*+:##

n;7/4-.2#,/+#6.0$,o# I6/+#(3/$*+#=-4#*(L%&/4*0$+-)01&),K#%*/:# ;62*+#6/2#)&/+#3/#U+*09,0:# ;*,#
5%*/(JE#,4,#9 6/+#9-$-4#L*..-2#*4#6)#6/2#5*)4-#6-.5=6+%*+#0J,+.-.2*+#L*/#5%*/(J,4,#L*,#
*((1*)#&2#6)#6/2#06.8-#1&'(=,J &/01#*/#ttt#0=*+*+#5,/ .#*((1*)#01+*i#@f*9*(*G:##

ttt#Q*).#01*+)09*..0#0$+-)01&),#*(L%&/4*0*90$-J1*:##

Q*/9016.28,+#=*.8-#6+#6-.#56(01*#*/01?4*#L600#*4#L*/111*$6.8,+#(6-1*#06/+#=-4<&/1*+*401&4*+:#R69#8?9-#
L-22%*#L*/111*$6.8,+#+*/4#&2#*401&4#=-4#)+?4-(62#0$+-)#<?4-#*/#3/0(6.0$,#&2#6.0$,#3/#5*/0$&/(,.,9#069#<%&/4*#
,JJ#*/#0(3/$*#L%&/.,01,K#0=&#069#3/#+-1=6+,9:#R,9-+#)-..*#*4+*+#(6-4-+#069#5%*/(J*#1-(#=-4#.*/9-4K#6-.0#&2#*4#
1*$*# L*/11#3/#8?9*1 3/9,9# &2# =-4<&/1*+.*/90$6-4:# ;6-+# =-+4*01# 6-..-2# .%&/1*# 2&/40# *)# *401&4# 069# &2#
01,4.-.2-# )+*/#5*/0$&/(*$6..,+,9# 069# 6+,# 06/+01*$(62*# ),/ 0-+# 1-(# *4# =6-1*#L6-9# *401&4:# R,9-+#
L*/111*$6.8,+#=6(%*#*/)*.2*#069#L600-+#$6..*+*+#$6..*:##

n;7/4-.2#,/+#6.0$,o#U"2#1+6701-#9%&'2#9-$-4#*/#0,9*#,JJ */5*(80#$6..*+*.*#9 3/.*#3/#L600,9#
. */90$6-4,9:# U"2# 9*.# 06/+01*$(62*# 6)1-+# 1=6-9# 069# )6.2,# ),((1# *)# 1&'(=,J &/01,9K#6/2#
1*(*4-#=-4# (6-4<6-.*.8*# 9-..# 3/# +-126+4-..-:# ;62*+# 9*4,+# )&/+#*/# 0$+-)01&),#
*(L%&/4*0*90$-J1*#L*/#0&'24,#L*,#qT"K#.6-K#=-4#6+,9#)7+-+#)&/($#069#)6+#6+(6.8-0#*4#(?+*K#
6$$-# )7+-+# )&/($# 069# 6+# 56/+# *4# (?+*# 6+(6.8-0rK# L*/#0*24-#6/2# <*+*# qT"K#6/2# =-00-# L*4#
6$$-r#@c+-1.67G:##

U-11#9-$-(=?21#*1+-4-K#069#=*+#+?11#3/#=-41&'(,.,9K#=*+#06/+,/++?4-#3/#. */9-:#!"#&'((,9#5*/0$&/(,.,9#261*#*((-+#
.696.8,+#@3/0(6.0$-+#&2#6+(6.8-+G#964#.*/906+)-4(6-$*#)6.2-4#06/+,/++?4-#3/#J+&/),9K#6.#L6-+#L,+)*#*4#
0?$%*#06/+01*$(62*#,9#L*4#1-(#.*/90 +*/42%*)*:#P4#=6+*#-..)(71%*.8-#&2#5*)*#6$$-#3/0(6.0$,#069#9&/4,+9 */(#
16(01#6$$-#=6+*#5&'9(,.:#;600#=62.*#6+#06/+,/++?4-#)7+-+#-..)(71%6.8,+#*((1*)#0*9.-.20*1+-4-#&2#6$$-#6+,#
1-(#06/+01*$*+#+62(,+#=*+4*.8-#L*4:#!"#6-.,9#*)#5*/0$&/(,.,9#L+69#=&+,#*((-+#L*/111*$6.8,+#,JJ(7/01-+#,9#
*4# L6-+# 2?1,# )6.2-4# =-4<&/1*+13/9*# 3/#J+&/),9# &2# .&1*4# &+4*<?$,+# 6)# L6-+# L7+)1,:#!"#5-.,9# 1=6-9#
5*/0$&/(,.,9#=-00,#.696.8,+#6$$-#,9#.6-.#0 6/+,/++?4-#&2#=-4<&/1*+13/9-#=*+#7)-+(6-11#6$$-#3/#<&4-#)7+-+#
-..)(71%6.8,+:#T+4*<?$,+#6+,#(67)4*+#6)#$6..*+-#0*9L7$$-+#L*4:#S(601-+#L*/111*$6.8,+#069#5*)*#)6.2-4#
*4#.&1*#&+4*<?$,+#64*#(6.2+-#13/9*#3/#J+&/),9#=-4,+$6..*#L &/#*4#L6-+#5*)-#6$$-#6.8-(62*#L,+)1#L600#6.#
L6-9#)-..01#L?2-(62+*#*4#)*+*#3/#J+&/)#964#L*4#3/#5,2*#*4#L6-+#261-#.&1*4#&+4*<&/$#6)#L6-+#+6$*01#*/#&+4#
069#L6-+#0$-(%*#6$$-:##

F""

"
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#$%%&'(")*"&+,-%.%*,/"01"01&'$%&2,3"4(1&2)1',35"6$7%&'(".%%8'7+9$%:(""

S(601-+#L*/111*$6.8,+#.6).8,#9-$-(=?2-#L600#*4#)*/#&/)&+9(62*.#01,4.-.2#,1*.#5*/0$&/(*:#;600#=62.*#6+#
L*4#*/+3/4*.8-#)7+-+#L*/111*$6.8,+#*4#97.8*#) 6/(*20(621#16.20(0.61K#069#261,+#=6-11#L6-9#01,4.-.2#&2#
,JJ( 7/0-.2*+:#!"#.?01*#$*)(*#=6+4,+#+?11#,9#&/)&+9(62*.#01,4.-.2#&2#5=6+.-2#L*/111*$6.8,+#.7/1*#06/+#
5*..:# #

; 07*54&-)*+.#)3'1'-)*+ +

; */111*$6.8,+#069#)*/#&/)&+9(62*.#01,4.-.2#)+*/#16.20(*.61-#03/.,#062%*#*4#5*..#06/#7)-+(6-11#%*/$=?4,+#&2#
.710*9(62,+:#I*+2-+#$%&/0*#L6..*.#01,4.-.2#)+69,+#6.#)&+9(62*#L%&/.,01,#069#5*/0$&/(*+.-+#<%&/4*#,JJ#
*/K#06/+01*$(62*#L62*+#$69,+#*4#&/&'+722-#3/#. */9-#&2#3/#16.20(,9#=-4#*.8(62*.#&2#)6/(*20(62*.#=*.8*:##

; */111*$6.8,+# 0&'24,# *4# 16.20(*.61# L6-++*# 56)4-# 01?$$*4# =-4# L*4# *4# L6-+# 01,.8,4,# 5*/0$&/(*. */9:#!"#
=-41&'(,.,9#$&9#)+*9#*4#L*/111*$6.8,+#=-(8,#)+6$*+#5*)*#0*9<*.8#=-4#=-.-#&2#$,..-.2%*#069#L6$$1,#
64*#56)4,#)7++-#+67.0(,#*)#5*/0$&/(*(3/)-.,#1-(#*4#)*/#5*2. 7/1*+#,JJ(7/0-.2*+:#;*4#*4#5*)*#3/0(6.0$,9?(*.8-#
)&/($#3/#.?+,95=6+)-#03/.,#5%*/(J*+#L6-9#*4#)*/#2*2.(62*+#*/<6.8-.2*+K#+*/4#&2#*401&4#5+*11#&2#3/#*)0(&'JJ,4,#
,95=6+)-:#;611*#*/#6-..-2#=-4#,9#L*/#069#1*$*#=-+$*.#L*/11#3/#0$-J,(&'24,9#=-4<,+4,9#01,/86.1*+*/40#&2#
.696.8*) 6/(*2*:##

n;7/4-.2#,/+#6.0$,o#U"2#56)#<*+*#0*9<*.8#=-4#6-.5=6+.#*)#<6$$%*+)6/(&'2,9#9 3/.,9K#L*/#
3/0(6.0$,#L=3/#6/2#=6-1#6$$-K#$*..0$-#=*+#6-115=*4#0*21#3/#13/9*#069#6/2#0$-(8-#6$$-#=62.*#
1,.2,9 */(*&'+4,2(6-$*#&2#=6.%,(62*#6+#L*4#9*/(-4:#;*..-2#*4#L*,#5%*/(J*#96/+#*4#)7((*#
-..# 3/#674,+#64*#L*,#(*/1*#9-2#<*+*#=-1*#*4#L*,#?1(-#*4K#L,/#=6-01K#5-11*01#&2#=-..*#3/#L=3/#
&2#L*/#261#6/2#5-11#L*,K#6.#*..*.#6.#L*,K#6/2#56(8#*4#6/2#5*)-#*(8+6-#.&1*4#.6-..#*..*.#
01,4.-.2#64*#(6-1*4#1-(#.6-.0#*..*+0#@d6/16+G:##

U..#)+69,+#$&9#)+*9#*4#.696.8,+.-+#6-2*#*,4=6(1#964#*4#5-11*#&2#=-.2*01#=-4#*4+*#.696.8,+#*)#
9-09,.*.8-#,JJ+,.*#&2#L*4#01,4(*+#*4#L=6+L%&/4(62+-#)?+.-#L6-++*:#;*4#=-+4-01#6-..-2#+3/$%*#0*901*4*#
&2#0*9$6..8#964*(#.696.8*:##

n;7/4-.2#,/+# 6.0$,o#!"#)7+01*# (*2-# L*/#5&'),9# =-4# *(L%&/4(62*# ,95=6+)-4K# L62*+# 9*4,+#
$69,+#)+*/#6-.0(6-1,#,95=6+)-#3/#*(L%&/4(621#L*/#6+#L*4#)7+01*#*/0$&+,.-.#*4#$7..*01K#L*4#
=*+#16$-4#*/#L=3/#)&+9(62*#964#L=3/#*4#1*(*#=-4#)&/($#)+*/#7/90,9#( &'.8,9#&2#:::#=-4#0&'24,9#
5-.,9# )+ */K# L,/#=6-01# $&01,9# &2# 2&'((,9# &2#3/#5=6+1# 0$-J1-# ,+4,9# =-4K# L,/#=6-01#
0*/()+?4-.2*+#)7+-+#5=6+1#*..*4#@Q-$&(*%G:##

P4#*,$-#.6).8,#L*/111*$6.8,+.-+#*4#01,4.-.2,+#)+*/#)%&'(0$7(8,#0$-J1-#9-$(,#9*/(-#6.8*#261,+#)%&'(0$7(8*#
=6-11# L6-9# )%*/+5*20(62*.# 01,4.-.2# 069# &2# 5=*1.-.2,# 1-(# 96..1,.*+:# ;600-# 01,4.-.2,+# 6+# 9%&'2#
9-$-(=?2,+K#06/+01*$(62*#)7+-+#L*/111*$6.8,+#069#5*)*#6$$-#016+$*#)%*/+5*20(62*#01&'4,#&2#L,+)*#*4#=-..*#
964#. */9-.,#1-(#*4#)+*9)(671*#06/+:#!"#6-.,#=-41*(-#062-+#L*/111*$*.8-#*4#5,/ .#5*)-#L,+)1#*4#5?11*#.*/9-#
=62.*#L600#*4#5,/ .#5*)-#6$$-#)6.2-4#01,4.-.2#)+*/#9*..-.,9#0 3/.,9:# #

;*4#=*+#6-.9-11#(3/$*#,/ 1#*)#L=3/#*4#6/2#L,+)1-#*4#=6+*#L*/#3/#CBBu#=-..,#&2#=-..*#6-.9-11#
&2# J6.-.2*+# 5&')4,# L*/#96-+*# )&+2*.2# 5%*/#9 6/+# 6.# 0$&/(-:# U.# 6-.0# &2# .,/ .*# L*/#=-(#6/2#
6-.9-11K#6/2#=-(#)*+*#*)1,+#3/#0$&/(*K#9-2#(*.2*+#*4#)*+*#&2#6/2#97.8-#L*/#9-..$*#=-4#9-2#&2#
)*/#96-+*#$*..0$-#01,4.-.2#)+*/#9*..-.,9#9 3/.,9#069# 6/2#)6/$$#6$$-#L*/#@d&(-.*G:##

O-.0#=62*+#5*)*#9*+2-+#L600*+*#.696.8*#6$$-#01&/+#16.20(*.61#56/+#*/#(*.8-#&2#L600#=62.*#6+#&/)&+9E#
(62,+#01,4.-.2,+#56(8,+#6$$-#9-$-((K#0=&#069#)+*/#3/0(6.0$,9#0*9.696.8,9:# I-09,.*.8-# */01?4,+#
=&+,#.6).8*+#)7+-+#L=3/K#1-(#8?9-0#*4#3/0(6.0$,$,.. */11*#L6-++*#=?+-#6$$-#.&/2,#2&/4K#L6-+#?11,#6$$-#9*+2*#
=-.-K#6+)-11#=?+-#*4#$7..*01#.7/%,#)&/($-K#L6-+#=?+,#)6-9.-+#=-4#*4#)*+*#*/#$7..-.2*+#&2#3/#=3/0-.8*)6+4-+:##

P)# L=3/#6/2# <*+*# $,..-# =&4*# (3/1-4#*/#3/0(6.0$,# &2K# %*/:# I6/+# )*..01# L*4# <*+*# 0=&(3/1-4#
=*.8+?4*(621#(3/$*#*4#<-4%*#,9#5%*/(J:#T2#6)#6/2#26+4-#L*4K#6.2-..#261-#5%*/(J*4#96/+#3/#
*(=&'+,:#U"2# 96-.*# *)# L=v# L*,# 6+,# 9%w2#,JJ16$-.# (v$*# x# L600,# .x9-:# ;*..-2# y2# =*+#
0=&(v1-4#5y+.*K#5=*4#56-1-+#L*4h#U-.*.2+,4:#fx#@e*+-.*G:#

!G""
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<$+'("=>$8+013(/.+",3",??$':.")*"3$%%+,%" "

T)1#6+,#L600-+#.696.8,+#964#9-$-(=?2*+#0J,+.-.2*+#,9#.*/90,95=6+)-#0-11#069#L6-+#5*)*#6$$-#261*4#
$&9-4#*/#)+*9)?+-:#;6-+#,JJ(-)*#&)1#5-.8+*.-+#3/#)6/(*20(62,9#0*90$-J1,9#&2#261*#6-.*.2+*01:#!"#.?01*#
$*)(*#6+,#+?88*+#*/0$&+*.-+#069#L*/111*$6.8,+#,JJ(-)*#3/#. */9-#03/.,:# #

<.%7*$'1*++

Q-4,+01&'4,+#+*..0&/$.*+-..*+#0 7/.*#*4#.696.8,+#2(3/9*#=-4#7/9-00#$&.*+#*/0$&+*.-+#069#5*)*#&)1#*/5+-)#
*/#. */9# L6-++*# &2# (3/4*.# 3/#5*/0$&/(*.,9:# R$-J1*# 9*/#*/0$&+,.,.,9# 3/#)%&/+*# )(&$$*W# 1,.2,9*/(*6+)-4(6-$*K#
0*90$-J1*6+)-4(6-$*K#0$&+1#*/#,JJ( 7/0-.2,9K# &2# 6+)-4(6-$*# 16.28*# 8=*(*+E#&2# .*/90(67)-:# ;&/#*4# )(601-+#
L*/111*$6.8,+#5*)-#,JJ(-)*4#6+)-4(6-$*#3/#. */9-.,#6+,#L6-+#7)-+(6-11#%*/$=?4-+#2*2.=*+1#L=3/:##

Z,.2,9 */(*6+)-4(6-$*+#6+,#*(26.2*01*#*/0$&+,.#.696.8*:#a*.2)(601-+#L*/111*$6.8,+#5*)*#,JJ(-)*4#L*/#&2#
+67.0(*# L6-++*# 6+# 7)-+(6-11# 9%&'2# 0=-J,4:#!"#$*)(*.,9# ,9# $6..0(,*4)6+4-+# 56),+# =6+-4# <6.1#*/#L*4# *4#
$6..0(,1,.2,9 */(-4#56),+#=6+,(62#*/5+-)#*/#. */9#L*/111*$6.8*:#!"#)(601,9#1-()6((,9#@L&/#6$$-#&'((,9G#26.2,+#
L*/111*$6.8,9#<61,+#L62*+#. */90$6-4#6+,#$6..8#*/#6.0$,:#O-.0#=62*+#97.8*#L*/111*$6.8,+#069#(?+*#
3/0(6.0$,#069#*..*4#9 */(#06/+5&/JK#L*+#069#9*+$9-4#L6-++*#6+#*4#(?+*#3/0(6.0$,:#!"#L6-++*#1-()6((-#261,+#&)#
9-$-(#.&1$,.#6.0$,#3/#$6..0(,#=6+-4#=*.8*9 */(:#P..*+0#6+,#0,9-+#L*/111*$6.8,+#&/&'+,22-+#L62*+#L6-+#
)*+*#*4#1*(*#=-4#01*+)096..#&2#$6..*+*K#=62.*#0$&+10#*/#3/0(6.0$,$,.. */11,:#!"#.&$$+,9#1-()6((,9#=6$,+#
&/&'+722-# 2+69%,# &2# 0$&+1#*/#0%*/()01+*,01-K# 0,9-+# L*/111*$6.8,+# 062%*# *4# L6-+# 06/,# 6$$-# 6-.0# =-+$-+#3/#
,9+?4,9# 3/#$6..0(,01&),9#&2#3/0(6.0$,#.696.8,+.-+#*)#L=3/#*4#L6-+#=-(%-#6$$-#5(%&/9*#0$+-.2-(62*:#;611*#
=*.1+*,01#*/#6-2-.#3/0(6.0$,$,.. */11,#(6-4-+#1-(#L600#*4#L*/111*$6.8,+#.&1*#9-..-#3/0(6.0$,#3/#0*90$-J1,9#
&2#?)*#0-2#L*+#*)#(6-4*.8-#9-..*K#&2#L*4#5-.8+*+#L+&/,.# 3/0(6.0$,..*+#6. .#96-+*:##

!"#)7+01*#0$-J1-K#L*4#=*+#9%&'2#6+)-11#)7+-+#9-2#=62.*#L600#*4#6/2#1*(*4-#6$$-#3/0(6.0$,#&2#
$*..#=*+(*#6.0$,#&2#96/+#)*..01#*4#6/2#6+#0=&.*#6$$-#9*..60$%*K#=62.*#L600#*4#*((-+#
1*(*#6.0$,#64*#%*).=6(#3/0(6.0$,#@>(*8-9-+G:##

n;7/4-.2#,/+#6.0$,o#U"2#6+#6$$-#),((.,9*# 3/#1,.2,9 */(-.,#6..L */K#6/2#*/#6..# 3/#=*.8+?4,9#
964#,9+?4,+# 3/#13/9*#&2#6/2#<%&/01#=-4#L=3/#*4#L*4#=?+-#6-.5=6+#3/#0&'9,#01&'4,#&2#6/2#6.K#
.6-#:::#U"2#6+#0,/#6-.*#069#6+#964#6.0$,#&2#&'((#J+&/)-.#6+,#*/#3/0(6.0$,#@U=*G:##

R*90$-J1*6+)-4(6-$*+#$&9*#016+$1#)+*9#3/#(*.2)(601,9#=-41&'(,9:#P4#5(,1*#1-(#16.2%*01#L600-+#6+)-4(6-$*+#
0$&+1-#*/#1,.2,9 */(*$,.. */11,K#6.#*4#&'4+,#(671-#6+,#L6-+#96..-.2*+16.28-+:#;*/111*$6.8,+#)+*/#(&'.8,9#
L*+# 069# 96..-.2-.# 6+#&/(3/$# 6-2*# 6+)-4*01# 964# *4# 97.8*# 16.20(*.61# &2# $7..*01#)&/($-:#!"#=-41*(-# =-4#
.696.8*# )+ */#X3/.*# $&9# L*4# )+*9# *4# 5*.*# (*.2*4-# *4# $7..*01# )&/($-# &2# 5,/ .# (6-1*4-# 6)1-+# *401&4# )+*/#
01*+)09*..-#0$+-)01&),#*(L%&/4*0*90$-J1*K#069#06.8-#1&'(=,J &/01#*/#.&$$+*#.696.8,+# 3/#$3/.=6+0$,#1-(#*4#
*15,2*#5=&+1#L6-+#=-(8,#$7..*01#L*/111*$*.8*:#;=3/#9-4,+#$&9#6$$6+1#,/1#,/+#L600,#6.8*#0=*+*4-#6.2-..#
1&'(=,J &/01-.,9:# U-..-2# 062%*# 0,9-+# L*/111*$6.8,+# *4# L*4# 06/#*,4=6(8*+*# *4# $7..*01#&'4+,9#
-..)(71%6.8,9#6.#!"0(6.8-.2,9:# #

n;7/4-.2#,/+#6.0$,o#U"2#*/#6.2*#=-.-K#%*).=6(#6$$-#.,/ .*K#069#6+,#3/0(6.0$-+K#6.#6/2#*/#<*+*#
6+(6.8*#=-.-#@e-.87K#)(,11-#1-(#!"0(*.80#L62*+#5,/ .#=*+#0%&'#*/+*G:##

zJJ( 7/0-.2*)(?4-#6+#6-..#*)#L6-9#L*/11,9#069#5*/0$&/(*.-+#261*#<?11K#0*9$=?91#L*/111*$6.8,9:#S(601-+#
L6-++*#5*)*#,JJ(-)*4#0$&+1#*/#,JJ( 7/0-.2,9# */#6-..#64*#*..*.#5 */11:#T)1*01#=*.1*+#L*/#,JJ( 7/0-.2*+#,9#
0$-J,(*2# .*/90-.0# &2# )7+-+$&9,(*2# $6..0(,:# R$&/(*$6+)-#3/#56-9*( &'.8,9# L */111*$6.8*# 6+,#3/#0,9,9#
1-(=-$,9# 26+&/(3/$# 0$&/(*$6+)-.,#*/#!"0(*.8-:# R,9-+# L*/111*$6.8,+# =-00,# 6$$-# 5=6+.-2# ?11-# *4# 0$+*/#0-2#3/#
. */9 0$6-4K#0,9-+#(6.8*#3/#=*.8+?4,9#964#.&1$,.#z2(,#64*#I&&8(6:#U-..#L*/111*$*.8-#0*24-#)+*/#L=3/#*4#
5,/ .#56)4-#6$$-#261*4#),.8-4#,JJ(7/0-.2*+#,9#<+*,10$+*/.-.2,# */#6.0$,#*/#56-9*03/4,#0$&/(*.0K#5,/ .#=-00-#
6$$-# *4# L*4# L7+)1-# *4# 0?$%*# 06/+01*$(62*# ,9# <+*,10$+*/.-.2,# &2# L62*+# 5,/ .# =*+# <{-.# *4# )-..*# L?+#
,JJ(|0-.2*+# =*+# ,90}$.*+)+601,+-..# +,..-..# {1K# 069# L|88-# *4# 5{.# L,+)1-# *4# <v4*# 1-(# .?01,#
<+*,10$+x.-.2*+:#

#

#

!!" "
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#$%%&'(")*"&+,-%.%*,/"01"01&'$%&2,3"4(1&2)1',35"6$7%&'(".%%8'7+9$%:(""

=*+#<,/ -.#*4#)-..*#L?+#,JJ(7/0-.2*+#=*+#,90&/$.*+)+601,+-..#+,..-..# ,/ 1K#069#L7/88-#*4#5,/ .#L,+)1-#*4#
<3/4*# 1-(# .?01,# <+*,10$+*/.-.2*+:# ;62*+# =*.8*9 */(# 16.28# ,JJ(7/0-.2*)(?4-# $&9*# ,JJ# =-1*# 9*+2-+#
L*/111*$6.8,+#56(8,+#6$$-#5=6+1#*/#*4# (6-1*#1-(# *4# )*/#5%*/(J#&2#L600#=62.*# )*+*#L6-+#&)1*01#1-(#=-.*#&2#
$,..-.2%*#3/#01*4-..#)7+-+#*4#(6-1*#1-(#0$+-)01&)*#5*/0$&/(*..*:# #

n;7/4-.2#,/+#6.0$,o#U"2#=*+#6$$-#*(=62#=-00#964#z2(,:#U"2#=*+#6$$-#*(=62#=-00#,9#5=*4*#
. */90$6-4#6/2#*/11-# *4# 0$+*/#9-2#3/:P)# L=3/#*4#6/2# 56/(1# *4# 9*4,+# 0$+*/4-01# 6-.)*(8(62*#
0%*/()$+*)*#3/#0$7(8,. */90$6-4K#0=&#*4#,/1#*)#L=3/#9-001-#6/2#*)#6-.,#.*/90$6-4-#3/#0&'2,#@)7+01*#
. */90$6-4-4GK#*)#L=3/#*4#6/2#=6+4#*4#1*$*#L*4#:::#U"2#=*+4#*4#061%*#L*4#0%*/(),+#-..K#%*).=6(#
L&/#*4#L*4#=?+-#0$7(8,.*/90$6-4#*/#. */90(6-4-..-#9-..-#:::#T2#6/2#=*+#6$$-#=-00#,9#L*4#
&2#L62*+#6/2#*/11*4-#9-2#*/#L=3/K#*)#L=3/#*4#5&/J,+-..#=*+#.7/+#:::#S&/($#1*(*4-#6$$-#6-.0#9-$-4#
5=&+1#=-4#*..*4#L*/#6-.0#&2#=-4#26+,9#.,/ #:::#;*..-2#*4#6/2#=-00-#6$$-#*4#6/2#=?+-#6$$-#3/#
6-.,9#*)#L600,9 #13/9,9#&2#L62*+#6/2#*/11*4-#9-2#*/#L=3/#=*+#L*4#&+4-4#8*/(3/1-4#&)#06-.1#*4#
1*$*#L*/11#@R=%*1&0(*=G:##

R1&/+#5&/J,+#L*/111*$6.8*#6+#)+*/#(&'.8,9#069#6+,#6$$-#*4-(*+#*4#U=+&/J,0*9<*.8-.,:#;600-#5 &/J,+#,JJ(-)-+#
&)1#6+)-4(6-$*#069#16.2%*01#,90&/$.#,9#8=*(*+(67)-#*/#!"0(*.8-:#;&/#*4#8=*(*+(67)-#5*)-#6$$-#9-$-4#*4#26+*#
964# . */9# L*/111*$6.8*# 261,+# L*4# )6+(-# 5*)1#*/5+-)#*/#(3/4*.# L*/111*$6.8*K# 069# 261,+# 0=&# 5*)1#*/5+-)#*/#
. */90 */+*.2,+# L6-++*:# R*9$=?91# +62(,9#z"1(6.8-.2*01&).,.*+# ,9# 6.8,+. 7/%,.# 8=*(*+(67)-0# )7+-+#
. */90)&/($K#L,+)*#.696.8,+#*4#(%,/$*#*4#9-..01*#$&01-#AA#UeZRE6-.-.2,9#=-4#)7+01,#6.8,+.7/%,.#q6.#=-4#
03/4*+-# 6.8,+.7/%*.-+# L*+)# ,90?$%*.8-# *4# 5*)*# (&$-4# =-4,.*.8-# .*/90 */+*.2+-K# L*+# 069# L600# 6+#
$+*)-01r#@z"1(6.8-.2*01&).,.K#ABClG:#R,9-+#L*/111*$6.8,+#,JJ(-)*#9-$(*#01+6-1,#16.28*#L=3/#*4#6)#L6-+#.*/#
6$$-# (*/29*+$0*/+*.2+-# L,+)-# L6-+# *4# )*+*# 56-9:# U-..# L*/111*$*.8-# (7/01-# 9%&'2# 6+)-4+-# (3/4*.# 16.28+-#
8=*(*+(67)-:#P"#)7+01*#*/+-#=*+#5,/ .#0=&#01+600,4#=62.*#.*/90 */+*.2,+0#*4#5,/ .#)6/$$#9*2*=6+$#069#(3/$1-01#
<&1.(*.2*< &/(2,K#5,/ .#=*+#(&'24#-..#*/#0J3/1*(*#&2#6)1-+#.&$$+*+#J+,),+#$&9#3/#(%&/0#*4#L600-+#=6+$-+#=&+,#
=62.*#01+6-1,#&2#9-$-(0#*/(*20:#O,/ .#2*1#6$$-#(?+1#=62.*#L600*#3/#.&$$+*#8*2*#&2#)6/$$#0(?9*+#6-.$,..-+#
*/#L6-++-#&'..W##

f*/K#L,/#<*+*#5,20*+#6$$-#,9#L,/#5=*4#L,/#6+1#<,/ -.#*4#(?+*K#L,/#<*+*#5,20*+#,9#L*4#p#
&/$6-# $*..0$-# 6)# 9-2# =*.1*+# *4# J*$$*# &2# )*+*# 56-9:# T2# 5=*4# 26+,9# =-4# $-0,+.*+h#
@X*9-((*G:##

P..*+#.69*.8-#( 7/01-#6-..-2#9-$-((-#01+6-1,#16.28+-#8=*(*+(67)-W##

n;7/4-.2#,/+#6.0$,o#!"#<7+%,.#=*+#L*4#9%&'2#6+)-11K#06/+01*$(62*#)7+01*#5*/()*#*/+-4#n:::o#U)#=-4#
2*/1,9#6$$-#01*4-01#J+&/)-4#,+4,9#=-4#*4#)*+*#*)1,+#1-(#X3/.*K#)*+*#*)1,+#56-9K#0=&#*4#6/2#
=*+#9%&'2#01+600,4#n:::o#U"2#1*(*4-#=-4#)&+6(8+*#93/.*#&2#2+6/1#&)1:#U"2#0*24-#*)#5=6+%,#=6(%*#
56/+K#*)#5=6+%,#=*(8*#96/+#0=&.*#9-$(,#01+600-K#6.#6)1-+#*4#6/2#01&/401#J+&/)-4#L*/#=*+4#6/2#
0=&#*/.?24:#U"2#6+#0=&#01&(1#*)#0%*/()+-#96/+#&2#6)1-+#5*/()1#*/+#)-..01#96/+#*((1#2*.2*#<61,+#
&2#<61,+#@a-%,.G:##

Z-(#L600#*4#.*/#(*/29 *+$0*/+*.2+-#.&1*#0,9-+#L*/111*$6.8,+#0=-J*4*#*4)6+4[#L6-+#1*$*#)(6-+-#.*/90$6-4#6.#
L6-+#L,+)*K#&2#&)1*01#1*$*#L6-+#6-11#1-(#1=&'#q6-.)&'(8r#.*/90$6-4K#069#L6-+#6+,#.&$$,4#=-00-+#,9#*4#261*#
$(*/+*4#1-(#L600#*4#.*/#. &/2,#2&/4,9#. */90 */+*.2+-:#;6-+#6+,#&)1#0$+*/4-+#3/#NB#UeZR#*/#6-..-#&'..K#6.#3/#.&$$+,9#
1-()6((,9# )*/#L6-+# (67)-#1-(# *4#0$+*/#0-2#3/#6..# )(6-+-:# ;&/#*4#L6-+#1*$-#6-.)&'(8# .*/90$6-4#67$,+#L*4#0*91#
=-.., */(*2-4#&2#L6-+#(622%*#L*/#9-..-# */56+0(,#*/#0$7(8,. */90$6-4K#069#6+,#9-$-(=?2#)7+-+#.*/9-4K#6-.0#&2#
6)1-+)*+*.8-#8?9-#07/.-+W##

n;7/4-.2#,/+#6.0$,o#T2#(3/$*#L*+#069#6/2#L*+)#*4#07/.*#z"1(6.8-.2*01&).,.#*4#6/2#06/#.69-#
3/#),((,# . */9-# 6+#6/2# (3/$*# *4# 1*$*# .*/90$6-4-4# tttK# 1=&'#ttt# . */90$6-4# &2# (3/$*# 6-11# tt#
. */90$6-4:#R=&#*4#*)#L=3/#*4#6/2#L*+)#*4#=6+*#3/#),((,#. */9-K#L*4#6+#*/01?4*.#)7+-+#L=3/#*4#6/2#
16$#L*4:#U.#*..*+0#97.8-#6/2#<*+*#1*$*#1=&'#. */90$6-4#&2#$*..0$-#=-..*#96-+*:#U4*#
$*..0$-#97.8-# 6/2#<*+*#1*$*#1=&'#. */90$6-4#&2#0$+-)*#+-126+4-.*#&2#$(*/+*#3/#9* 3/#6)#L*4#
=?+-#6$$-#)7+-+#8=*(*+(67)-4#:::#U)#L*4#=?+,#6$$-#1*$9*+$*.-+#=*+4*.8-#8=*(*+(67)-#n:::o#
R6/+01*$(62*#*/#03/4*01*#9-006+-#=*+#L*4#&)#6+)-11#)7+-+#9-2#*)#L=3/#*4#6/2#=*+#5+?88#,9#*4#
6/2#97.8-#)*((*#*/#6-.5=6+%,9#J+&/),9#&2#6/2#1&/$#NF#6-.-.2*+#@f*9*(*G:##

ttt#Q&').#. */90$6-4*#6+,#)*(-.#1-(#L600#*4#L*4#06/#6$$-#5?21#*4#+6$%*#0=*+#1-(#L*/111*$*.8*:##

!;" "
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<$+'("=>$8+013(/.+",3",??$':.")*"3$%%+,%" "

P..*4# =*.8*9 */(# 069# .696.8,+# ,1*.# U=+&/J,0*9<*.80-.0# ,JJ(-)*# 6+# 1*$9*+$*4,+# *42*.2,+# *4#
=-..,9*+$*4-:#S(601-+#L*/111*$6.8,+#<,/ *#6-.-+#*/#(*.8-.,#&2#L, +)*#*4#)+*9)(671*#06/+#0%*/()-+:#P4#)-..*#
=-..,#&2#=-..*#964#. */9-.,#6+#9%&'2#9-$-(=?2,+#L*/11,+#3/#(3/)-#L6-++*#6.#9&'2,(6-$*+# .696.8*# ,1*.#
U=+&/J,0*9<*.80-.0#6+,#9%&'2#1*$9*+$*4-+:#Z-(#L600#*4#)*/#*1=-..,(67)-#*/#!"0(*.8-#069#.*/909*4,+#L,+)*#
.696.8,+#*4 #)*+*#3/#262.,9#)( &/$-4#)6+(-:#;6-+#962*#6$$-#=-..*#96-+*#6.#C_#$(,$$,01,.8-+#*/#=-$,#&2#
L6-+#962*#6$$-#0$-J1*#,9#=-..,#*/.#L600#*4#0?$%*#,9#.7/11#(67)-K#6.8*#6+#(67)-4#16.21#=-..,=6-1*.8*#
@z"1(6.8-.2*01&).,.K#ABClG:#z90?$%6.8,+#L,+)*#*4#=6+*#<,/ .-+#*4#)-..*#=-..,# */4,+#6.#L6-+#06.8*#-..#
,90 &/$.# 6.# L6-+# 962*# 6$$-# <7+%*# *4# =-..*#*/#964*.# */#*)2+6-40(,13/9*# 016.8,+# @z"1(6.8-.2*01&).,.K#
ABClG:#R*9*.#26+*#L600-#*1+-4-#*1=-..,(6-1#.696.8*#9%&'2#6+)-4*#&2#0,9-+#L*/111*$6.8,+#(7/01,#L=3/#*4#
=62.*#6+)-4(6-$*#=-4#,90&/$.*+)6+(-#=?+,#L6-+#.6788-+#1-(#*4#)*+*#*/#0=*+1*.#=-..,9*+$*4K#L&/#*4#L6-+#
=-(8,#L*4#6$$-W##

n;7/4-.2#,/+#6.0$,o#Q696.8,9#6+#3/#+*,.#7/11#,/1#3/#*4#<+%&/1*#(&'2#6-.0#&2#*4#=-..*#&/(&'2(62*#
&2#*4#<&+2*#6$$-#0$*11*:#P)#5=6+%,h#P)#L=3/#*4#L*4#6+#0=&#6+)-11#*4#)-..*#=-..,#)7+-+#
01,/86.1*#3/#5(,1*01*+)-#&2#=-..*#(3/1-4#&2#L*4#261*#6$$-#*((-+#=-..,=6-16.8,+#26+1#L*4:#!"#
&'4+,#(*2-K#L62*+#L,/#)-..,+#=-..,#L */#261,+#L,/#6$$-#<7+%*4#)7++#6.#L,/#6+1#<,/ -..#*4#)*/#
(67)-# )+*/#>-..,9 */(*01&).,.# n:::o# 0=&# L,/#L*+)1# *4#2*.2*# *)1,+#3/#262.,9# L611*#
,90 &/$.*+)6+(-#&2#>-..,9*/(*01&).,.#9,.#( 3/$(62*#0*9L7$$%*#&2#L,/#261,+#<7+%*4#6)1-+#
1=&#9*/.,4-:>-..,=6-1*.8-..K#%*).=6(#L&/#*4#5*..#06/#6.2-((K#9,.#6$$-#<3/4*#0=&#(6.2-:#
T2#%*).=6(#L&/#*4#L,/#06/+1#6.2-((#9,.1#L,/#0*91#867%*#L=3/#L,/#*/11#6$$-#J6.-.2#@Q-$&(*%G:##

; &/#*4#(*.2)(601-+#L*/111*$6.8,+#5*)-#,JJ(-)*4#6-.5=6+%*#L6-++*#6+)-4(6-$*#069#6+#(7/01#56/+#*4#)+*9*.#6+,#
L6-+#7)-+(6-11#%*/$=?4-+#2*2.=*+1#L6-++-#+67.0(,#*4#=6+*#5*/0$&/(*.69-# */#!"0(*.8-:#;6-+#062%*#*4#5*/0$&/(*+#*/#
!"0(*.8-#<%&/4-#,JJ#*/#)%&'(<+671-(621#&2#0$6991-(621#.*/9#&2#3/#)(601,9#1-()6((,9#+67.-#01*+)0)&/($#0$&/(*..*#
*4#5%*/(J*#L6-9#*4#(670*#=*.8*9*/(-.#6)1-+#<601,#261,:##

5.&)*%&'6#',67$6&*' '

I64# L600*+-# +*..0&/$.# =*+# (6-1*01# =-4# *4#&'4(*01# 0$-(.-.2#*/#+67.0(,# &2# ,JJ(-),.# -..)(71%6.8*# *)#
$6..0(,*4)6+4,9K#*/0$&+,.,9#&2#01,4.-.2-#3/#L+69,+#01?+01,#5*/0$&/(,.,9# */#!"0(*.8-K#O*/0$&/(*#!"0(*.80K#
O*/0$&/(*.,9# 3/#H67$%*=3/$#&2#O*/0$&/(*.,9# */#P$,+67+-:##

Q-4,+01&'4,+#+*..0&/$.*+-..*+#0 7/.*#%*/$=?4*#+67.0(,#-..)(71%6.8*#*)#5*/0$&/(*. */9-#3/#L+69,+#5*/0$&/(E#
,9# */#!"0(*.8-K# L+*/11# )7+-+#7/90*+#*/0$&+*.-+# 069# L6-+# 01*.8*# )+*99-# )7+-+#3/#16.20(,9# =-4# 1,.2,9 */(K#
96..-.2,#&2#=?.1-.2*+#1-(#.*/90:#;*4#069#016.8,+#56(01#,JJ#,/+#6+#*4#.696.8,9#)-..01#%*).+?4-#=6+*#
9-$-4# 9-((-# .696.8*# &2# $6..*+*# &2# L*4# 56),+# 2&/4#*/5+-)#*/#. */9# L6-++*:# ;*4# 069# $&9#*/#&/=*+1#3/#
.-4,+01&'4,9#6+,#0$&4*.-+#*/#5&/J*=-..,#L*+#069#0,9,9#.696.8,9#)-..01#5 &/J*=-..*#=6+*#13/9*0 &/,.#
*/#964*.# *4+-+# 16(%*# 5*.*# =6+*# 2&/4*# $6..0(,*4)6+4:# O=*4# =*+4*+# 01,4.-.2#3/#5*/0$&/(,.,9K# L */#. 7/1*#
.696.8,+# )&+9(62*.# 01,4.-.2# 0 3/4,+# &2# +67.*# *((1*)# *4# )*+*#&/)&+9(62*+# (6-4-+# )7+01:#P"0$&+*.-+#
L*/111*$6.8*#0$-J1*01#3/#)%&/+*#)(&$$*W#1,.2,9*/(*6+)-4(6-$*K#0*90$-J1*6+)-4(6-$*K#0$&+1#*/#,JJ( 7/0-.2,9K#&2#
6+)-4(6-$*#16.28*#8=*(*+E#&2#.*/90(67)-:#O6/+#*/#6)1-+#=6+4*#.&$$,+#*1+-4-#,/+#.-4,+01&'4,9#+?88#. */.*+#3/#
)+?4-(62,#(%&/0-:##

; */111*$6.8,+#3/#+*..0 &/$.-..-#0 7/.*#9-$-..#961.*4# 3/#. */9-#6-.0#&2#)7++-#+*..0&/$.-+#<6.8*#1-(#@M+*7K#
H&(J5# &2# I6(*9-8K# CjjD[# Tg6.0# &2# a7.^5K# ABCAG:# ;6-+# 6+,# )(601-+#*/.?24-+# 964# $6..*+*# &2#
$6..0(,*4)6+4-+#=-4#3/0(6.0$*#5*/0$&/(*:#;62*+#L6-+#<6+*#L611*#0*9*.#=-4#+67.0(,#03/.*#3/#56-9*(*.8-.,#
062%*#L6-+#2%*+.*.#*4#$6..0(*#*/#!"0(*.8-#56.1-#L6-9#<61,+K#6.8*#06/,#*4)6+4-+#.,/ 13/9*(62+-#&2#$6..*+*+#
06/,#*426.2-(62-+#&2#*/5,2*0*9-+#,9#$6..0(,#069#&2#,9#.696.8,+:#S7++-#+*..0&/$.-+#5*)*#07/.1#*4#
%*/$=?11#=-45&+)#$6..*+*#0$*J*+#2&11#*.8+,/90(&)1#3/#$6..0(,01&),..-#&2#01,4(*+#*4#=6((3/4*.#.696.8*#
@c&605̂K#ABCN[#m*=-80&.K#CjjD[#M,7K#Cjjj[#Rg*9-.*15*.#&2#P()+68K#ABBYG:#!"#.&$$+,9#1-()6((,9#5*)*#
$&9-4# ,JJ#6-.5=6+%-+#&'+4,2(6-$*+K#6.# )(601-+#L6-++*#16.2%*01#1,.2,9*/(-K#0=&#069#6+)-4(6-$*+#=-4#*4#
)7(2%*01# 964# $6..0(,#*/#3/0(6.0$,# 64*# .*,407.# L600# *4# .&1*# )(6-+-# 6.# 6-11# 1,.2,9*/(#3/#8*2(62,# (3/)-#3/#
0$&/(*.,9K#6.#*4+*+#+*..0&/$.-+#<6.8*#*/#9-$-(=?2-#L600#*4#$6..0(,*4)6+4-+#&2#)6+(-#06/,#0$-(%*.(62#&2#
5*2. 7/1#&2#1*$-#1-((-1#1-(#+67.0(,K#<*$2+,..0#&2#L*+)*#*((+*#.696.8*#@c&60^5K#ABCN[#U+-09*.#&2#a&&.67K#
ABBl[#I*+^560*.-#&2#P8*90K#CjjAG:#

!@""

"
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#$%%&'(")*"&+,-%.%*,/"01"01&'$%&2,3"4(1&2)1',35"6$7%&'(".%%8'7+9$%:(""

;*4# 6+# L=3/#9-$-(=?21# *4# 5*/0$&/(*$6..*+*+# $7..-# . */906).-# */#0$-J,(62*.# 5*/11# &2# *4# +62(,+# ,9#
1,.2,9 */(*.&1$,.# 06/,# 0$7/+*+# @c&60^5K# ABCNG:# ;&/#*4# L*/111*$6.8,+#3/#+*..0 &/$.-..-# .6).-# 7/90*+#
5-.8+*.-+#069#16.2%*01#.*/9-.,#0%*/(),#=-4,+$6..*#L6-+#*4#3/#)(601,9#1-()6((,9#06/#L*4#(3/1-4#9*/(#*4#7)-+013/2*#
L?+#&2#$6..*+*+#06/,#&)1*01#1-(<,/ .-+#*4#+?4*#9*/(-.#&2#=-(%,2-+#*4#$&9*#1-(#9&/10#=-4#L*+)-+#-..)(71%6.8*#
3/#5*/0$&/(*. */9-#@c+&&$)-6(8K#Cjj_[#e&(-.#&2#d+6^-J50K#CjjC[#M,7K#CjjjG:##

R,/#$6..0(,*4)6+4#069#)(601-+#L*/111*$6.8,+#5*)*#016+$*01*+#0$&4*.-+#*/#6+#5&/J*=-..*K#6.#5,/ .#6+#0&'24#
=6+*# 9-$-4# .&1,4#3/#3/0(6.0$,9# 5*/0$&/(,9:# I*+$=-00# 5&/J*=-..*# 6+#3/#*.8*# 5,297.8*)+?4-# 96.. E#
-.2*+9-4*4+*+#$6..0(,#@](&8$&g0$-#&2#M-.0<6+2K#Cjj_G:#;600-#*4)6+4#26),+#.696.8,9#1?$-)?+-#1-(#
*4#?)*#0-2#3/#*4#=-..*#0*9*.#=-4#*4#(670*#=6+$6).-:#I*+$9-4#*4)6+4*+-..*+#6+#6-..-2#*4#1+722%*#L*/111&'$,#
.696.8*# 3/#,9+?4,9#&2#0$*J*#=-+$*#,9+?4,#3/#$6..0(,01&),..-:#; &/#*4#5&/J*=-..*#069#$6..0(,*4)6+4#
06/#=6(#L6$$1#&2#=-4,+$6..8#6+,#0$&4*.-+#L*/111*$6.8*#*/#*4)6+4-..-#26+&/(3/$*+:#a622%*#L*+)#*/56+0(,#*/#
9-$-(=?2-# &2# 9*+$9-4# 5&/J*=-..,# 3/#5*/0$&/(*. */9-# &2#,/10$7/+*# L600*# $6..0(,*4)6+4# =6(K# L=3/#6-.0# &2#
0,9*+#+*..0 &/$.-+#5*)*#07/.1#261*#0,9*+#$6..0(,E#&2#9*10*4)6+4-+#069#1*(8*+#6+,#0$7/+*+#&+4-4#&/(%&/0*+#
)7+-+#.69*.8*#*)#6+(6.8,9#,JJ+,.*K#6.#&)1#5*)*#L6-+#6.2*#+67.0(,#*)#0(3/$,9#*4)6+4,9#@c&60^5K#ABCN[#
e&(-.#&2#d+6^-J50K#CjjCG:##

R$&4*.-+#L*/111*$6.8*#*/#L%&/.,01,#&2#,/++?4,9#)7+-+#-..)(71%6.8,+#6+,#9-09,.*.8-#&2#16.2%*01#+67.0(,#
L6-++*:#R,9-+#L*/111*$6.8,+#062%*01#5*)*#2&/4*.#*42*.2#*4#,JJ(7/0-.2,9#&2#*(96..+-#L%&/.,01,#&2#6+,#
*/.?24-+# 964# 0$-J,(*2# &2# 0$%&/1# =-..,<+&'24# 01*+)0)&/($0# 5*/0$&/(*..*:# O-.0=62*+# $%&/0*# 9*+2-+#
L*/111*$6.8,+#)+6$*+#&/)&+9(62*.#01,4.-.2#=-.*#&2#$,..-.2%*#L62*+#,9#*.8(62*.#&2#)6/(*20(62*.#=*.8*#
6+#*4#+?4*:#;6-9#)-..01#L*,#7)-+(6-11#261*#),.8-4#6-2-.#<%*+2+*/4#&2#L*,#07/.*#L+*,106-2%,#L62*+#L*,#
,JJ(-)*#*/)&'((#&2#01+6-1,#=62.*#.*/90-.0:#;611*#0*9+?9-01#L=3/#069#$69,+#)+*9#3/#&'4+,9#+*..0 &/$.,9#
,9#L+*,106-2%,#5*/0$&/(*.69*# 3/#9-..-5(,1*5 &/J,9#@Tg6.0#&2#a7.^5K#ABCAG:#;*4#6+#6-..-2#9-$-(=?21#
*4#5*)*#3/#5,2*#*4#9*+2-+#L600*+*#.696.8*#5*)*#(3/1-(#64*#6.2-.#16.20(*.61#56/+#*/#(*.8-#&2#L600#=62.*#6+#
&/)&+9(62,+#01,4.-.2,+#56(8,+#6$$-#9-$-((K#0=&#069#)+*/#3/0(6.0$,9#0*9.696.8,9:#R6 9#8?9-#,JJ(-)*#
L*/111*$6.8,+# 0*90$-J1*6+)-4(6-$*K# 0$&+1#*/# ,JJ( 7/0-.2,9K# &2# 3/# 1-()6((-# .696.8*# ,1*.#
U=+&/J,0*9<*.80-.0K# 6+)-4(6-$*# 069# 16.2%*01# 8=*(*+E#&2# .*/90(67)-# 069# 6+,# 9%&'2# 01+6-1,=*(8*.8-:#
U-..-2#0$7.%*#L*/111*$6.8,+#9-09,.*.8-#)?+.-#&2#L6$$-.2,#+*/42%*)*..*#*/#9 */(6).,9#-..)(71%6.8*#3/#
5*/0$&/(*. */9-K#6.#L611*#0*9+?9-01#.-4,+01&'4,9#+*..0 &/$.*#3/#&'4+,9#(&'.8,9#,9#0$&+1#*/#=-46-2*.8-#
01,4.-.2-#=-4#L600*#.696.8,+#@U.201+&9#&2#Z-.1&K#ABBF[#O6+1\<6+2K#ABClG:#R-.*^&+6#&2#a6+.6+#@ABCYG#
$&9,01#*4#0=-J,4,9# .-4,+01 &'4,9# 3/#+*..0 &/$.#0-..-#*/#01&'4,# -..)(71%6.8*#3/#5*/0$&/(,9# 3/#X*.*8*K#6.#
9*+2-+#=-49?(6.8,+#L6-++*#01&/4,#)+*99-#)7+-+#)6/(*20(62,9#&2#01&).*.*(62,9#5-.8+,.,9#069#26+4,#
L6-9#6+)-11#)7+-+#3/#*4(&'2,.#*4#5*/0$&/(*. */9-K#0=&#069#0$&+1-#*/#)6/(*20(62,9#01,4.-.2-K#0(*$+-#L6$$-.2,#*/#
96..1*$6+)-#X*.*8*#64*#0$&+1-#*/#=-4<+&'24,9#)+*/#01*+)0)&/($-#5*/0$&/(*..*:# #

I6..1*01&).*.-+K#&2#L*+#964#5*/0$&/(*+#262.*#9-$-(=?2,#5(,1=6+$-#=-4#*4#1+722%*#2+6-4*.#*42*.2#)7+-+#
*((*#&2#)6/(*20(62*.#%&').,4#@P.86+0&.K#ABBF[#M-+&,iK#CjjYK#ABBC[#d*+6$5#ABBD[#H-\=-#&2#a-.2*+8K#ABCBG:#
;*4# 6+# L=3/#9-$-(=?21# *4# 5*/0$&/(*7)-+=&'(8K# $6..*+*+K# +*/42%*)*+# &2# *4+-+# 069# $&9*# *4# 5*/0$&/(*. */9-#
-..)(71%6.8*# 26+-# 06/+# 2+6-.# )7+-+# L&'+),9# L6-++*# &2#*/0$&+,.,9# &2# *4# 96..-.2*+9-4,4# $6..0( *# &2#
+*/42%&')K#9*+$=-00#,/++?4-#&2#0$7/+*+#+62(,+#06/,#)7+-+#56.8-#@R16<(61&.#&2#R&+-*K#ABCAG:##

a%&/01#6+#*4#<?1*#9?11-#01,4.-.2#5*/0$&/(*..*#=-4#-..)(71%6.8,+#3/#5*/0$&/(*. */9-:#zJJ(7/0-.2*01+679-#5=*4#
=*+4*+#*(96..*#$6..0(,K#+*/42%&')#&2#*42*.2#L6-++*#*4#7/9-00#$&.*+#L%&/.,01,#&2#01,4.-.2-#=-4#.*/9#
9?11-#<?1*#1-(#*4#=-..*#262.#)6/(*20(62,9#&/%&').,4-#-..*.#5 */0$&/(*..*:# #

#

#

#

#

#

#

!A""
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<$+'("=>$8+013(/.+",3",??$':.")*"3$%%+,%" "

8-$9:+"#'$";'2%<<6&3'+"'!9-,$";+9'5"+=-&2+3+-2>'!..+#&$"3'23%;-"32?'
-@<-&+-"9-2''

P0#*#+60,(1#&)#-.^+6*068#9-2+*1-&.#-.#+6^6.1#86^*860K#156#.,9<6+#&)#01,86.10#&)#)&+6-2.#&+-2-.#5*0#
-.^+6*068#-.#,.-=6+0-1-60#-.#!^6(*.8:##

Z5-0#J*J6+#86+-=60#)+&9#156#+606*+^5#J+&%6^1#U8,^*1-&.*(#*0J-+*1-&.0K#&JJ&+1,.-1-60#*.8#^5*((6.260#
)&+# -99-2+*.10# -.# ,.-=6+0-17#68,^*1-&.# -.# !^6(*.8#@ABCDEABCFG#),.868#<7#156# !^6(*.8-^#H606*+^5#
S,.8:##

Z56# 9*-.# 2&*(# &)# 156# +606*+^5# J+&%6^1# -0# 1&# 01,87# *0J-+*1-&.0K# &JJ&+1,.-1-60# *.8# ^5*((6.260# &)#
-99-2+*.10#-.#,.-=6+0-17#68,^*1-&.#-.#!^6(*.8:#Z56#J+&%6^1#*(0&#*-90#1&#-86.1-)7#156#$-.8#&)#0,JJ&+1#
*=*-(*<(6#-.#156#,.-=6+0-1-60#)&+#01,86.10#&)#)&+6-2.#&+-2-.#*.8#5&g#156#01,86.10#,06#15-0#0,JJ&+1:##

Z5-0#J*J6+#-0#<*068#&.#156#+60,(10#&)#2+&,J#*.8#-.8-=-8,*(#-.16+=-6g0#g-15#NC#-99-2+*.1#01,86.10K#
g5&#*+6#^,++6.1(7#6.+&((68K#&+#5*=6#<66.#6.+&((68K#-.#*.#,.86+2+*8,*16#J+&2+*996#-.#&.6#&)#156#
15+66#1*+26168#!^6(*.8-^#,.-=6+0-1-60[#z.-=6+0-17#&)#!^6(*.8K#H67$%*=3/$#z.-=6+0-17#*.8#z.-=6+0-17#&)#
P$,+67+-:##

m*1*# g*0# *.*(7068# 15+&,25# 156# ~,*(-1*1-=6# J+&^68,+60# &)# 1569*1-^# *.*(70-0K# ^&8-.2#*.8# ^&.01*.1#
^&9J*+-0&.#&)#8*1*:##

Z5-0# J*J6+# J+606.10# 15+66# $67# 156960# 15*1# *JJ6*+# -.# 156# *.*(70-0# &)# 9&01# &)# 156# -.16+=-6g0W# 156#
J*+1-^-J*.10k# 6iJ6+-6.^60# &)# 16*^5-.2# 9615&80K# 156# 68,^*1-&.*(# 0,JJ&+1# 15*1# 1567# +6^6-=6# -.# 156#
,.-=6+0-1-60#*.8#^5*((6.260#1567#)*^6#8,+-.2#156-+#01,8-60:##

Z56#)-.8-.20#&)#156#-.16+=-6g0#-.8-^*16#15*1#156#9*%&+-17#&)#156#J*+1-^-J*.10#15-.$#15*1#156#16*^5-.2#
9615&80# -.# 156# !^6(*.8-^# ,.-=6+0-1-60# *+6# 9&86+.:# Z56# J*+1-^-J*.10# 6.%&7# *# 06.06# &)# 156# 6~,*(-17#
<61g66.# 16*^56+0# *.8# 01,86.10# -.# 156# ,.-=6+0-1-60:# Z567# *(0&# *^$.&g(6826# 16*^56+0k# J&0-1-=6#
*11-1,860#g56.#01,86.10#1+7#1&#,06#156-+#J+6=-&,0#$.&g(6826#8,+-.2#^(*00#8-0^,00-&.0#&+#-.#J+&%6^10:#
Z56# J*+1-^-J*.10# *(0&# 6(*<&+*168# &.# J+*^1-^*(# 16*^5-.2# 9615&80# 0,^5# *0# 8-0^,00-&.# 0600-&.0# *.8#
2+&,JEg&+$#g5-^5#156#!^6(*.8-^#16*^56+0#)+6~,6.1(7#,06#-.#156-+#16*^5-.2:##

Z56# J*+1-^-J*.10k# 6iJ6+-6.^60# &)# *.8# *11-1,860# 1&g*+80# 2+&,J# g&+$K# 5&g6=6+K# =*+7# ^&.0-86+*<(7:#
R&96#J*+1-^-J*.10#)66(#2+&,J#g&+$#-0#,06),(#*.8#68,^*1-&.*(K#<6^*,06#-1#2-=60#1569#*.#&JJ&+1,.-17#1&#
8-0^,00#156-+#15&,2510#g-15#156-+#2+&,J#9*160#*.8#05*+6#156-+#$.&g(6826:#T.#156#&156+#5*.8K#0&96#
J*+1-^-J*.10#*+6#.62*1-=6#1&g*+80#156#2+&,J#g&+$K#1567#15-.$#-1#-0#*#g*016#&)#1-96#*.8#15*1#1567#(6*+.#
(-11(6# &+# .&15-.2# 8,+-.2# 2+&,J# g&+$#0600-&.0:# Z56# 8-=6+26.1# *11-1,860# 1&g*+80# 2+&,J# g&+$# ^&,(8#
J+&<*<(7#<6#6iJ(*-.68#<7#(&&$-.2#-.1&#J*+1-^-J*.10k#8-))6+6.1#6iJ6^1*1-&.0#&)#156#01,87EJ+&2+*996#
-106()W#0&96#J*+1-^-J*.10#g*.1#1&#2*-.#$.&g(6826#*.8#J+*^1-^*(#0$-((0#15*1#1567#^*.#,06#8,+-.2#156-+#
),1,+6#g&+$K#g5-(6#&156+0#*+6#-.86J6.86.1#(6*+.6+0#g5&#066$#*^*869-^#$.&g(6826#&)#156#0,<%6^1#15*1#
1567#01,87:##

a*.2,*26 E+6(*168# -00,60# g6+6# g-86(7# 8-0^,0068# 8,+-.2# 156# -.16+=-6g0:# Z56# 9*%&+-17# &)# 156#
J*+1-^-J*.10#J&-.1#&,1#15*1#1567#6.^&,.16+#J+&<(690#g56.#^&,+060#*+6#1*,251#-.#!^6(*.8-^K#<6^*,06#
&)#(*^$#&)#$.&g(6826#156+6&):##

P.&156+#(*.2,*26E+6(*168#-00,6#-0#156#,0*26#&)#1g&#&+#9&+6#(*.2,*260#-.#16*^5-.2K#,0,*((7#!^6(*.8-^#
*.8#U.2(-05:#P9&.2#156#9&01#^&99&.#J+&<(690#15*1#156#J*+1-^-J*.10#860^+-<6#*+6#15&06#+6(*1-.2#1&#
1+*.0(*1-&.#&)#*^*869-^#16+90#)+&9#!^6(*.8-^#-.1&#U.2(-05#*.8#156-+#.*1-=6#(*.2,*26@0G#*.8#=-^6#=6+0*K#
g5-^5#-.#0&96#^*060#+60,(1#-.#9-0,.86+01*.8-.20#*.8#0,<01*.1-*((7#J+&(&.2#156#06()E01,87#1-96:##

#

#

!B""
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#$%%&'(")*"&+,-%.%*,/"01"01&'$%&2,3"4 (1&2)1',35"6$7%&'(".%%8'7+9$%:(""

T156+# -00,60# 156# J*+1-^-J*.10# )*^6# *+6# ^&99,.-^*1-&.# J+&<(690# *.8# (*^$# &)# -.)&+9*1-&.:# Z5&06#
J*+1-^-J*.10#15*1#^*96#)+&9#^&,.1+-60#&,10-86#156#UzVUUP#*(0&#860^+-<6#J+&<(690#*.8#01+600#+6(*168#
1&#156#*JJ(-^*1-&.#J+&^600#)&+#+60-86.1#J6+9-10:##

]56.#156#J*+1-̂-J*.10#)*^6#^5*((6.260#&+#J+&<(690#1567#,06#8-))6+6.1#g*70#1&#+60&(=6#156#-00,60#*.8#
1567#96.1-&.#<&15#)&+9*(#*.8#-.)&+9*(#0,JJ&+1#0&,+^60#15*1#1567#066$#56(J#)+&9:#S&+9*(#0,JJ&+1#-0#
,0,*((7# J+&=-868# <7# 156# R1,86.1# e&,.06((-.2# *.8# e*+66+# e6.1+6K# g5-(6# 156#-.)&+9*(# 0,JJ&+1# -0#
J+&=-868#<7#^&E01,86.10K#)+-6.80#*.8#)*9-(7:#!.#15-0#J*J6+K#156#8-))6+6.1#0&,+^60#)&+#0,JJ&+1#g-((#<6#
8-0^,0068K#*0#g6((#*0#-.#g5*1#0-1,*1-&.0#*.8#5&g#156#J*+1-^-J*.10#,0,*((7#,06#1569:##

Z5-0#+606*+^5#J+&%6^1#9*7#J+&=6#,06),(#1&#,.-=6+0-1-60K#56(J-.2#1569#1&#<6116+#+60J&.8#1&#2+&g-.2#
8-=6+0-17#-.#156-+#01,86.1#J&J,(*1-&.0:##

)*+, -&'.%/ #Z6*^5-.2#p#0,JJ&+1#p#^5*((6.260#p#-99-2+*.1# 01,86.10# -.# ,.-=6+0-1-60#p#!^6(*.8-^#
,.-=6+0-1-60##

5.': 40%";$"$' '

P+16'9#!.29*+#c6.68-$100&.#@*+169•5-:-0G#6+#8&$1&+0.69-#=-4#I6..1*=3/0-.8*0=-4#O*/0$&/(*#!"0(*.80:#
O*..#(*,$#c:R:EJ+&/)-#3/#%*+4)+?4-#)+*/#d6&J(60k#S+-6.805-J#z.-=6+0-17#&)#H,00-*#*/+-4#ABBFK#c:P:EJ+&/)-#3/#
8&'.0$,#)+*/#O*/0$&/(*#!"0(*.80#*/+-4#ABCY#&2#I:P:E#EJ+&/)-#3/#.&+4,+(*.8*)+?4,9#)+ */#O*/0$&/(*#!"0(*.80#*/+-4#
ABC_:#P+16'9#5&/)#8&$1&+0.*/9#*/+-4#ABCD#&2#<6-.-01#+*..0&/$.#5*.0#*4#,JJ(-),.#&2#+67.0(,#.696.8*#*)#
6+(6.8,9#,JJ+,.*#*)#$6..0(,*4)6+4,9# 3/#5*/0$&/(,9# */#!"0(*.8-:##

P..*#X*1*+\7.*# ]&\.-^\$*#@*$gC•5-:-0G#6+#8&$1&+0.69-#=-4# I6..1*=3/0-.8*0=-4#O*/0$&/(*#!"0(*.80:#
P..*# (*,$# IP EJ+&/)-# 3/# 96..1,.*+)+?4,9# )+ */# O*/0$&/(*# !"0(*.80# */+-4# ABCC# &2# IPEJ+&/)-# 3/#
*(L%&/4*0*90$-J1,9#)+*/#>-40$-J1*5*/0$&/(*.,9# 3/#X*1&g-^6#3/#d&/((*.8-#*/+-4#ABBD:#P..*#5&/)#8&$1&+0.*/9#
*/+-4# ABCN# &2# <6-.-01# +*..0&/$.# 56..*+ #*4# 01&'4,# &2# )+*913/4*+07/.# 2+,..0$ &/(*.69*# *)# 6+(6.8,9#
,JJ+,.*# 3/#8+6-)<7/(-#&2#L6/11<7/(-#*/#!"0(*.8-:##

X+-06((6# a&,# R,0&.# f&/.08 &/11-+# @$(0_•5-:-0G#,/10$+-)*4-01# 964# IPE2+*/4,# )+*/#I6..1*= 3/0-.8*0=-4-#
O*/0$&/(*#!"0(*.80#*/+-4#ABCl:#X+-06((6#(*,$#cPEJ+&/)-#3/#*(L%&/4(62,#.*/9-#3/#96..1,.*+)+?4,9#)+ */#O*/0$&/(*#
!"0(*.80#*/+-4#ABCY:#H*..0&/$.#56..*+#0. 7/01#,9#(60)?+.-#&2#1,.2,9*/(*)%&'(<+671.-#.696.8*:##

O*..*# H*2.*+08 &/11-+# @5*..*+•5-:-0G# 6+# J+&/)600&+# =-4# ,JJ6(8-0E# &2# 96..1,.*+)+?4-86-(8#
I6..1*= 3/0-.8*0=-40# O*/0$&/(*#!"0(*.80:# O,/ .# (*,$# c:P:EJ+&/)-#3/#9*..)+?4-# &2# 0*2.)+?4-# )+*/#O*/0$&/(*#
!"0(*.80#*/+-4#CjFNK#I:R^:EJ+&/)-#3/#9*..)+?4-#)+ */#a&.8&.#R^5&&(#&)#U^&.&9-^0#*.8#d&(-1-^*(#R^-6.^6#*/+-4#
CjFD#&2#m+:J5-(&0EJ+&/)-#3/#96..1,.*+)+?4-#)+ */#O*/0$&/(*.,9# 3/#T0(&/#*/+-4#ABBl:#H*..0&/$.-+#56..*+#5*)*#
6-.$,9#<6-.01#*4#<&'+.,9#&2#),((&+4.,9#*)#6+(6.8,9#,JJ+,.*# 3/#3/0(6.0$,#0*9)6/(*2-#&2#0$&/(,9#&2#
7/90,9#L */11,9#)%&'(96..-.2*+(620#0$&/(*01*+)0:##

/A6%3'3:-'$%3:6&2''

P+16'9# !.29*+# c6.68-$100&.# @*+169•5-:-0G# -0# *# 8&^1&+*(# ^*.8-8*16# *1# 156# R^5&&(# &)# U8,^*1-&.K#
z.-=6+0-17#&)#!^6(*.8:#O6#^&9J(6168#*#cR#862+66#-.#26&(&27#)+&9#156#d6&J(60k#S+-6.805-J#z.-=6+0-17#
&)#H,00-*#-.#ABBFK#*#cP#862+66#-.#m*.-05#)+&9#156#z.-=6+0-17#&)#!^6(*.8#-.#ABCY#*.8#*.#IP#862+66#-.#
Q&+8-^#01,8-60#)+&9#156#z.-=6+0-17#&)#!^6(*.8#-.#ABC_:#P+16'9#01*+168#5-0#d5m#-.#ABCD:#O-0#+606*+^5#
)&^,060#&.#-99-2+*.1#01,86.10k#6iJ6+-6.^60#&)#(6*+.-.2#6.=-+&.96.1#*.8#16*^5-.2#9615&80#,068#-.#
!^6(*.8-^#,.-=6+0-1-60:#

P..*# X*1*+\7.*# ]&\.-^\$*# @*$gC•5-:-0G# -0# *# 8&^1&+*(# ^*.8-8*16# *1# 156# R^5&&(# &)# U8,^*1-&.K#
z.-=6+0-17#&)#!^6(*.8:#R56#^&9J(6168#*.#IP#862+66#-.#-.16+.*1-&.*(#01,8-60#-.#68,^*1-&.#)+&9#156#
z.-=6+0-17#&)#!^6(*.8#-.#ABCC#*.8#*.#IP#862+66#-.#-.16+.*1-&.*(#+6(*1-&.0#*.8#2(&<*(#J+&<(690#)+&9#
156#z.-=6+0-17#&)#U^&.&9-^0#-.#X*1&g-^6K#d&(*.8#-.#ABBD:#P..*#01*+168#56+#d5m#-.#ABCN:#O6+#+606*+^5#
)&^,060#&.#01*1,0#&)#-99-2+*.1#01,86.10#-.#+,+*(#*.8#,+<*.#0^5&&(0#-.#!^6(*.8:!

!

!C""

"
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<$+'("=>$8+H3(/.+",3",??$':.")*"3$%%+,%"

X+-06((6#a&,#R,0&.#f}.08}11-+#@$(0_•5-:-0G#0J6^-*(-060#-.#U8,^*1-&.#*.8#m-=6+0-17#*1#156#z.-=6+0-17#&)#
!^6(*.8:#X+-06((6#^&9J(6168#*#cP#862+66#-.#!.16+.*1-&.*(#R1,8-60#-.#U8,^*1-&.#)+&9#156#z.-=6+0-17#&)#
!^6(*.8#*.8#*#9*016+k0#862+66#-.#U8,^*1-&.#*1#156#z.-=6+0-17#&)#!^6(*.8:#R56#^&996.^68#56+#9*016+k0#
01,8-60#-.#ABC_#*.8#56+#+606*+^5#)&^,060#&.#(-16+*^7#0$-((0#*.8#156#(-.2,-01-^#8-=6+0-17#&)#^5-(8+6.:#

O*..*#H*2.*+08}11-+#@5*..*+•5-:-0G#-0#*#J+&)600&+#*1#156#R^5&&(#&)#U8,^*1-&.K#z.-=6+0-17#&)#!^6(*.8:#
R56#^&9J(6168#*#cP#862+66#-.#*.15+&J&(&27#*.8#5-01&+7#)+&9#156#z.-=6+0-17#&)#!^6(*.8#-.#CjFNK#*.#
IR^#862+66#-.#*.15+&J&(&27#)+&9#156#a&.8&.#R^5&&(#&)#U^&.&9-^0#*.8#d&(-1-^*(#R^-6.^6#-.#CjFDK#*.8#
*#m+:J5-(&0#-.#68,^*1-&.#)+&9#156#z.-=6+0-17#&)#T0(&#-.#ABBl:#O6+#+606*+^5#5*0#9*-.(7#)&^,068#&.#
-99-2+*.10# *.8# +6),2660# @^5-(8+6.K# *8,(10K# *.8# )*9-(-60G# -.# !^6(*.8-^# 0&^-617# *.8# 0^5&&(0K#
9,(1-^,(1,+*(#68,^*1-&.K#*.8#0^5&&(#+6)&+9:#
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#$%%&'(")*"&+,-%.%*,/"01"01&'$%&2,3"4(1&2)1',35"6$7%&'(".%%8'7+9$%:(""

B-+.+,;+&' '
!""#$%&'()*+%&)"+'%,'!-.-/'0 )1"$+%1223/4'5678894':/;)23&,';+-*)23%&)"'$;223&,$<'=;$3,&3&,')'-&3>;/$32#'*%-/$;4'! " #$%&'()*+%,
-&%.),/ ,0&((%123+21,45664'(;&&2)>?1$3&+)$>3.'@)1$A%1")'BC$")&+$4'D%122')E'F22G<HH&;2")4F343$HI;&&2)A>3A)6788H7784G+E' 
!&+;/$;&J'K4'L4'5677M94'78.9(+(:&*,%+.,)991((&.$&,8:,1*;&<9&,;.1(9%,)(:&,+(931(9*&*&=,91($2&*&,8:,9&*&$,'8*>.9*&?,N+;&$;<'
D#++)&$A'O&3>;/$32;2$E%/"),4' 
!&+;/$%&J' K4!4' 5677M94'@*+3+(:, AB1(:&, %B*8):B, 9+3&*$+%C, 1(9, :.8;1.+D1%+8(EF*1($'8*G1%+3&, .&19&*$B+H, +(, %B&, 1A19&GC?,
D23/"3&,JP!<'D2#"-$4' 
!&&)'Q)2)/R#&)'S%R&3*RA)'%,'@)&&)'T),&)/$+%1223/'5678U94'V%W,J'$2;E&)'%,'-1//X.3' ?1' I )1";E&-I'F )1$A%1")&;I)')E';/";&+-I'
-GG/-&)' ?1' Y/;I-/' F )1$A%1"-I' )1' BC$")&+34' -&%.1, / , I&'%JG1*+%, )G, )HH&.9+, 8:, G&((%)(?,D%122' )E'
F22G<HH&;2")4F343$H$;//32H678UHI;&&2-&ZI)&&>32Z%,ZI)/,[/;#23";3A3 Z,/;3&)/\E/) ZI;&&2)A>3A-H77]4G+E''

!//;+%&+%J'04J' ^%G%/;AJ'T4J'_/%`&J'D4J'Q%&;$J'K4J'V%*A;J'=4' :4J'D)&*F;RJ'K4'%,'D2)+";/J'@4'58aaU94'NG;/)23%&)"3R)23%&'%E'2F;'
I-"23*-"2-/)"'*%-&$;"3&,'*%IG;2;&*3;$4'K%-/&)"'%E'(-"23*-"2-/)"':%-&$;"3&,')&+'=;>;"%GI;&2J'6b589J'b6cdM4''

_%;$*FJ_4'5678b94'^F;'3IG%/2)&*;'%E'2F;'G/%E;$$%/'3&'*%"";,;'*")$$/%%I'*"3I)2;'E%/'3II3,/)&2'$2-+;&2$4'K8..&:&,L)1*%&*.C=,
6M5b94'D%122')E'F22G<HH*%"";,;e-)/2;/"#4*)H678bZ>%"8dZ&-I7b ZE)""H[%;$*F4F2I"' 
_%%A$J'D4J'T),&)/$+%1223/J'@)&&)J'K%1&$$%&J'NC")E-/'0)1""'%,'()*+%&)"+J'!4'5678894'!'-&3>;/$32#'G/%,/)I'`32F'f2F;'`F%";'`%/"+'
)$' )' E%*-$g<' !&' B*;")&+3*' /;$G%&$;' 2%' ,"%[)"3R)23%&4'N((831%+3&, 7+:B&*, O9)A1%+8(=, PQ569J' 86hc8]a4' F22G$<HH+%34'
%/,H874877dH$87dhhZ787Za8U]Zd' 
_/)-&JP4'%,':")/A;JP4'5678]94'D-**;$$E-"'e-)"32)23>;'/;$;)/*F<'!'G/)*23*)"',-3+;'E%/'[;,3&&;/$4'V%&+%&<'D!Li4'
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Abstract  
E7C!9F9C>!=G!HFGC<!-@!87C!I=>G8+!CJ8C@G=KC+!LMF.=8F8=KC!G8M<N!-@!=OO=?>F@8!G8M<C@8GP!CJ9C>=C@BCG!-I!M@=KC>4!
G=8N!C<MBF8=-@!=@!%BC.F@</!E7C!87C->C8=BF.! I>FOCQ->R!=G!HFGC<!-@!BM.8M>F..N!>CG9-@G=KC!8CFB7=@?!87F8!<C4!
>=KCG!I>-O!OM.8=BM.8M>F.!C<MBF8=-@!87C->N!Q7=B7!I-BMGCG!-@!F@F.NG=@?!87C!9-G=8=-@!-I!O=@->=8N!?>-M9G+!=@4!
B.M<=@?!=OO=?>F@8G!=@!G-B=C8=CG!Q=87!G9CB=F.!F88C@8=-@!8-!87C=>!FBBCGG!8-!C<MBF8=-@/!SBB-><=@?!8-!87C!87C4!
->N+!BM.8M>F..N! >CG9-@G=KC! 8CFB7=@?! OC87-<G! F@<! HF.F@BC<! Q->R.-F<! HFGC<! -@! 87C! G8M<C@8GP! .F@?MF?C!
FH=.=8=CG+!9>CK=-MG!CJ9C>=C@BCG!F@<!HFBR?>-M@<!7FKC!9-G=8=KC!CIICB8G!-@!87C!=OO=?>F@8!G8M<C@8GP!QC..4HC4!
=@?!F@<!?C@C>F..N!B-@8>=HM8C!8-!87C=>!GC@GC!-I!HC.-@?=@?!=@!87C!M@=KC>G=8=CG!1C/?/!TFN+!'()DU!"=C8-+!'()(2/!
E7C!9F>8=B=9F@8G!-I!87C!G8M<N!F>C!6)!=OO=?>F@8!M@=KC>G=8N!G8M<C@8G!Q7-!9F>8=B=9F8C<!=@!I-BMG!?>-M9!F@<!
=@<=K=<MF.!=@8C>K=CQG/!E7C!I=@<=@?G!G7-Q!87F8!<CG9=8C!87C!IFB8!87F8!BM.8M>F..N!>CG9-@G=KC!8CFB7=@?!FG!F@!CG4!
8FH.=G7C<!8CFB7=@?!OC87-<!=G!G8=..!F@!M@B-OO-@!97C@-OC@-@!=@!%BC.F@<=B!M@=KC>G=8=CG+!87C!G8M<C@8GP!CJ9C4!
>=C@BCG!F>C!7=?7.N!9-G=8=KC+!CKC@!Q7C@!BM.8M>F..N!>CG9-@G=KC!8CFB7=@?!=G!F99.=C<!M@GNG8COF8=BF..N!HN!G-OC!
8CFB7C>G/!VM>87C>O->C+!87C!I=@<=@?G!>CKCF.!87F8!87C!G8M<C@8G!CG9CB=F..N!KF.MC<!F@!F8O-G97C>C!-I!BF>C+!8>MG8!
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Introduction !

"#$! %&'($)*$! %&! %++%,()-%.&! )(./&0! -#$! 1.(20! 3(%&,*! &$1! .44.(-/&%-%$*! )&0!
'#)22$&,$*! -.! $0/')-%.&)2! *$--%&,*! )-! )22! 2$5$2*! )*! -#$6!-(6! -.! ($'.,&%*$! %++%,()&-!
*-/0$&-*!)&0!)00($**!-#$%(!&$$0*!%&!.(0$(!-.!*/44.(-!-#$+!%&!-#$%(!)')0$+%'!)&0!*.'%)2!
)'#%$5$+$&-*7! 80/')-%.&)2! %&*-%-/-%.&*! 42)6! )&! %+4.(-)&-! (.2$! %&! $&*/(%&,! *.'%$-)2!
$9/)2%-67!:2)6%&,!-#%*!(.2$!()&,$*!;(.+!&.-%&,!-#$!4.-$&-%)226!2.1!)*4%()-%.&!2$5$2!)&0!
%-*!*.'%)2!)&0!$0/')-%.&)2!')/*$*<!-#(./,#!$)*$!.;!)''$**!-.!5)(%./*!4(.,()+*<!)&0!-.!
-#$!1)6*!-#$!%++%,()&-*!)($!($*4.&0$0!-.!36!-#$!*6*-$+7!"#$*$!($*4.&*$*!&$$0!-.!3$!
'.,&%=)&-!.;!5)(%./*!;)'-.(*<!*/'#!)*!4.-$&-%)2!2)&,/),$!0%;;%'/2-%$*<!'/2-/()2!4($'$4-*!
)&0! *.'%)2! +)(,%&)2%=)-%.&7! >#%2$! -#%*! )1)($&$**! #)*! ,(.1&! *%,&%;%')&-26! %&!
'.+4/2*.(6!$0/')-%.&<!#%,#$(!$0/')-%.&!%&*-%-/-%.&*!2),!3$#%&0!%&!-#$%(!/&0$(*-)&0%&,!
.;!-#$!%++%,()&-!*-/0$&-!4.4/2)-%.&!?@.$*'#<!ABCDE7!!

F%;;$($&-!*-/0%$*! *#.1! -#)-! +%&.(%-6! ,(./4*<! %&'2/0%&,! %++%,()&-*<! )($!
/&0$(($4($*$&-$0!%&!%&*-%-/-%.&*!.;!#%,#$(!$0/')-%.&!?8/(.4$)&!G.++%**%.&H8IG8IH!
8/(60%'$<!ABCJE7!"#$!($)*.&*!3$#%&0!-#%*!/&0$(($4($*$&-)-%.&!)($!5)(%$0!3/-!+.*-26!
($2)-$!-.! )!1$)K$(!4.*%-%.&!%&!*.'%$-6<!1#%'#! './20!3$!$L42)%&$0!36!2.1$(!%&'.+$<!
0%;;%'/2-%$*!%&!%&-$,()-%&,<!)&0!2)&,/),$M($2)-$0!%**/$*!?@)&K*!N!@)&K*<!ABCBO!:)($K#<!
ABBJE7!P/(-#$(+.($<!/&0$(($4($*$&-)-%.&!2$)0*!-.!-#$!'.&-%&/$0!4($*$&'$!.;!4($Q/0%'$*!
1%-#%&! -#$*$! %&*-%-/-%.&*7! "#$.(%*-*! #)5$! '(%-%'%=$0! *'#..2! 4$(*.&&$2! ;.(! 0$*%,&%&,!
-$)'#%&,! -$'#&%9/$*! )&0! 0$5$2.4%&,! $0/')-%.&! 3)*$0! .&! -#$! &$$0*! .;! -#$! +)Q.(%-6!
,(./4*!.;!*.'%$-6!1#%2$!-#$!3)'K,(./&0*<!$L4$(%$&'$*<!'/2-/($*!)&0!2)&,/),$*!.;!-#$!
+%&.(%-6!,(./4*<!%&'2/0%&,!%++%,()&-*!)($!.;-$&!%,&.($0!?@)&K*!N!@)&K*<!ABCBO!R%$-.<!
ABCBE7!>#$&!%-!'.+$*!-.!-#$!*4$'%;%'!%**/$*!.;!%++%,()&-!*-/0$&-*!1#.!)($!)2($)06!
4/(*/%&,!#%,#$(!$0/')-%.&<!%-!%*!%+4.(-)&-!-.!/&0$(*-)&0!-#)-!-#$6!3(%&,!)!5)(%$-6!.;!
K&.12$0,$<! '/2-/()2! 5)2/$*<! 2)&,/),$*<! )&0!*K%22*! %&! 4)(-%'/2)(! )($)*<! )*! 1$22! )*!
0%;;$($&-! 2$5$2*! .;! '/(%.*%-6<! )2.&,! 1%-#! -#$+! %&-.! $0/')-%.&)2! %&*-%-/-%.&*! ?I2$L<!
S%22$(<!:2)--<!T)'#)2<!N!U)++%22<!ABBVO!@.$*'#<!ABCDE7!"#$.(%*-*!.;!-#$!+/2-%'/2-/()2!
$0/')-%.&!)*!1$22!)*!4($5%./*!($*$)('#!%&!-#$!;%$20!)(,/$!-#)-!%+42$+$&-%&,!)44(.4(%)-$!
-$)'#%&,! +$-#.0*<! */'#! )*! '/2-/()226! ($*4.&*%5$! -$)'#%&,! './20! +.-%5)-$! +%&.(%-6!
,(./4*! *-/0$&-*<! %&'2/0%&,! %++%,()&-*<! %+4(.5$! -#$%(! %&-$,()-%.&! %&-.! -#$! &$1!
$0/')-%.&)2!$&5%(.&+$&-!)&0!#)5$!4.*%-%5$!%&;2/$&'$!.&!-#$%(!4$(;.(+)&'$!?$7,7!@)&K*!
N!@)&K*<!ABCBO!U)6<!ABCWO!R%$-.<!ABCBE7!!

Icelandic context !
X&!-#%*!*-/06<!-#$!-$(+!immigrant student %*!)442%$0!-.!%++%,()&-*!4/(*/%&,!#%,#$(!
$0/')-%.&! %&! X'$2)&0%'! /&%5$(*%-%$*7! X&! X'$2)&0<! -#$! -$(+! %++%,()&-! %*! )442%$0! -.! )!
4$(*.&!3.(&!)3(.)0!1%-#!3.-#!4)($&-*!)&0!,()&04)($&-*!)2*.!3.(&!)3(.)0!?Y-)-%*-%'*!
X'$2)&0<!ABCZE7!!
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I''.(0%&,! -.! Y-)-%*-%'*! X'$2)&0! ?ABCZE<! -#$! X'$2)&0%'! *.'%$-6! %*! 3$'.+%&,!
%&'($)*%&,26!0%5$(*$!3$')/*$!.;!-#$!'.&*-)&-26!,(.1%&,!%++%,()-%.&!-.!X'$2)&07!X&!-#$!
X'$2)&0%'! /&%5$(*%-%$*<! -#$! 4$('$&-),$! .;! *-/0$&-*! 1%-#! ;.($%,&! 3)'K,(./&0! 1)*!
)44(.L%+)-$26!C[\!.;!)22!&$126!($,%*-$($0!*-/0$&-*!%&!ABCV!?Y-)-%*-%'*!X'$2)&0<!ABCWE7!
"#$!+)Q.(%-6!.;!-#$!'./(*$*!%&!X'$2)&0%'!/&%5$(*%-%$*!)($!-)/,#-!%&!X'$2)&0%'!?$L'$4-!)!
;$1!'./(*$*!*4$'%;%')226!0$*%,&$0!;.(!%&-$(&)-%.&)2!)&0!$L'#)&,$!*-/0$&-*E!1#%2$!-#$!
($)0%&,! +)-$(%)2! %*! /*/)226! %&! 8&,2%*#<! 1#%'#! ($9/%($*! )22! *-/0$&-*! .&! -#$!
/&0$(,()0/)-$!2$5$2!#)5$!,..0!2)&,/),$!*K%22*!%&!3.-#!2)&,/),$*7!!

"#$!X'$2)&0%'!#%,#$(!$0/')-%.&!%*!'.&*-)&-26!0$5$2.4%&,<!-$)'#$(*!)&0!)')0$+%'!
4$(*.&&$2! )($! 2..K%&,! ;.(! &$1! 1)6*! -.! )00($**! 0%5$(*$! *-/0$&-*]! &$$0*<! %&'2/0%&,!
%++%,()&-!*-/0$&-*<!1#.!3$*%0$*!2)&,/),$M($2)-$0!%**/$*!$L4$(%$&'$!.-#$(!'#)22$&,$*!
*/'#! )*! )0)4-%&,! -.! -$)'#%&,! +$-#.0*! )442%$0! %&! X'$2)&0%'! /&%5$(*%-%$*7! F$*4%-$!
,(.1%&,!%&-$($*-<!-#$!X'$2)&0%'!/&%5$(*%-%$*!*-%22!2)'K!%&*%,#-!%&-.!*-/0$&-*]!$L4$(%$&'$*!
.;!-$)'#%&,!+$-#.0*<!3$')/*$!5$(6!;$1!*-/0%$*!#)5$!3$$&!'.&0/'-$0!%&!-#$!;%$20!?$7,7!
T),&)(*0 ^--%(! N! @2_&0)2<! ABBV<! ABCDE7! "#%*! +)K$*! -#$! '/(($&-!($*$)('#! #%,#26!
($2$5)&-! ;.(! /&%5$(*%-6! -$)'#$(*<! 4.2%'6+)K$(*<! )&0! %++%,()&-! *-/0$&-*! 4/(*/%&,!
#%,#$(!$0/')-%.&!%&!X'$2)&07!P/(-#$(+.($<!-#$!4($*$&-$0!($*$)('#! '.&-(%3/-$*!-.! -#$!
0%*'/**%.&!)3./-!*.'%)2!%&'2/*%.&<!)''$**!-.!$0/')-%.&!)&0!$9/%-6!%&!#%,#$(!$0/')-%.&!
%&!8/(.4$<!-#)-!)''.(0%&,!-.!-#$!($4.(-!Learning and teaching in the European Higher 
Education Area! ?U)$3$2! )&0! `#)&,<! ABCWE! '/(($&-26! #)*! #%,#! 4(%.(%-6! *-)-/*! %&!
8/(.4$)& M2$5$2! #%,#$(! $0/')-%.&! 4.2%'6! 0.'/+$&-*<! 3/-! *-%22! #)*! &.-! 3$$&! ;/226!
%&'.(4.()-$0!%&-.!4()'-%'$7!!

"#%*!4)4$(]*!+)%&!4/(4.*$!%*!-.!$L42.($!%++%,()&-!*-/0$&-*]!$L4$(%$&'$*!%&!-#$!
$0/') -%.&! 4(.'$**! %&! X'$2)&0%'! /&%5$(*%-%$*7! "#$! %&5$*-%,)-%.&! .;! -#$! *-/0$&-*]!
$L4$(%$&'$*! %*! ')((%$0! ./-! -#(./,#! )&)26*%&,! *-/0$&-*]! 4$(*4$'-%5$*! .&! 2)&,/),$M
($2)-$0!%**/$*<!1.(K2.)0<!($2)-%.&*!1%-#!-$)'#$(*!0/(%&,!-#$!$0/')-%.&!4(.'$**<!)&0!-#$!
-$)'#%&,!+$-#.0*<!%&'2/0%&,! '/2-/()226!($*4.&*%5$!-$)'#%&,!)&0!+/2-%'/2-/()2!,(./4!
1.(K7!!

"#%*!4)4$(!0$(%5$*!;(.+!-#$!9/)2%-)-%5$!($*$)('#!4(.Q$'-!Educational Aspirations, 
Opportunities and Challenges for Immigrants in University Education in Iceland, 
2016- 2018<!1#%'#!%*!-#$!;%(*-!$L-$&*%5$!*-/06!.&!%++%,()&-!*-/0$&-*]!$L4$(%$&'$*!.;!
-$)'#%&,!+$-#.0*! )&0! -#$%(!$L4$'-)-%.&*<! .44.(-/&%-%$*<! )&0! '#)22$&,$*<! )*! 1$22! )*!
;.(+)2!)&0!*.'%)2!*/44.(-!;.(!-#$%(!$0/')-%.&!%&!X'$2)&07!"#$!4(.Q$'-!%*!;/&0$0!36!-#$!
X'$2)&0%'!G$&-($!;.(!T$*$)('#!?T)&&a*E7!!

Culturally responsive teaching  

"#$!-#$.($-%')2!3)'K,(./&0!.;!-#$!4)4$(!0()1*!;(.+!-#$!%0$)*!.;!'/2-/()226!($*4.&*%5$!
-$)'#%&,7!G/2-/()226!($*4.&*%5$!-$)'#%&,!?U)6<!ABCWO!b%22$,)*!N!c/')*<!ABBAE!#)*!)2*.!
3$$&! '.&'$4-/)2%*$0! 36! -#$.(%*-! c)0*.&M@%22%&,*! ?C[[JE! )*! '/2-/()226! ($2$5)&-!
4$0),.,67! "#$! ,.)2! .;! '/2-/()226! ($*4.&*%5$! -$)'#%&,! %*! '/2-%5)-%&,! )&! $9/%-)32$!
$0/')-%.&!;.(!)22!*-/0$&-*!($,)(02$**!.;!2)&,/),$<!()'$<!)3%2%-%$*<!'/2-/()2!3)'K,(./&0<!
.(!)&6!.-#$(!*-)-/*!?U)6<!ABCWE7!!
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G/2-/()226! ($*4.&*%5$! -$)'#%&,! #)*! %-*! (..-*! %&! +/2-%'/2-/()2! $0/')-%.&<! -#)-!
($,)(0$0!)*!$0/')-%.&!;.(!42/()2%*+!-#)-!1)*!$*-)32%*#$0!-.!'./&-$()'-!-#$!#$,$+.&6!
1#%'#! ')/*$0! -#$! +)(,%&)2%=)-%.&! .;! '$(-)%&! ,(./4*! .;! *-/0$&-*! ?:)($K#<! ABBJE7!
S/2-%'/2-/()2! $0/')-%.&! -#$.(%*-*! $+4#)*%*$! -#$! %+4.(-)&'$! .;! /*%&,! )! 5)(%$-6! .;!
-$)'#%&,!+)-$(%)2*<!-#$.(%$*!)&0!'.&'$4-*!;(.+!0%;;$($&-!'/2-/($*<!)*!1$22!)*!)!&$$0!-.!
%&-(.0/'$!-#$!#%*-.(6!.;!-#./,#-*!)&0!#.1!-#$6!#)5$!3$$&!%&;2/$&'$0!36!-#$!0.+%&)&-!
'/2-/($]*!$0/')-%. &!?@)&K*!N!@)&K*<!ABCJO!R%$-.<!ABCBO!b%22$,)*!N!c/')*<!ABBAE7!
"#$!4.*%-%.&!.;!-$)'#$(*!%*!5$(6!%+4.(-)&-!%&!+/2-%'/2-/()2!$0/')-%.&!)*!-#$6!#)5$!-.!
3$!)1)($!.;!0%5$(*%-6!%&!-#$!'2)**(..+<!-(6!-.!'.&&$'-!-.!$5$(6!*-/0$&-!%&!-#$!'2)**(..+!
)&0!+.-%5)-$!*-/0$&-*!?U)6<!ABCWO!R%$-.<!ABCBE7!:.1$(M*#)(%&,!3$-1$$&!-$)'#$(*!)&0!
*-/0$&-*! %*! ($,)(0$0! )*! )! '#)()'-$(%*-%'! ;$)-/($! .;! +/2-%'/2-/()2! $0/')-%.&! )*! -#$!
2$)(&%&,!4(.'$**! *#./20!3$! -()&*;.(+$0! ;(.+! -#$! '2)**%'!%+),$!1#$($! *-/0$&-*! )($!
+$($26!)'9/%(%&,!K&.12$0,$!;(.+!)!-$)'#$(!-.!)!&$1!;.(+!.;!K&.12$0,$!$L'#)&,$!
1#$($!-$)'#$(*!)&0!*-/0$&-*!*#)($!-#$%(!K&.12$0,$!.&!)!*4$'%;%'!-.4%'!?@)&K*!N!@)&K*<!
ABCBE7!!

G/2-/()226! ($*4.&*%5$! -$)'#%&,! ;.'/*$*! .&! %&'.(4.()-%&,! *-/0$&-*]! *-($&,-#<!
4($5%./*!K&.12$0,$<!$L4$(%$&'$*<!'/2-/($*<!)&0!2)&,/),$*!%&!-#$!$0/')-%.&)2!4(.'$**!
-.! '($)-$! )! '.+4$22%&,! +/2-%'/2-/()2! 2$)(&%&,! $&5%(.&+$&-! ;.(! *-/0$&-*! .;! 0%5$(*$!
3)'K,(./&07! U)6! ?ABCWE! 0$*'(%3$0! '/2-/()226! ($*4.&*%5$! -$)'#%&,! )*! d777/*%&,! -#$!
'/2-/()2!K&.12$0,$<!4(%.(!$L4$(%$&'$*<!;()+$!.;!($;$($&'$<!)&0!4$(;.(+)&'$!*-62$*!.;!
$-#&%')226! 0%5$(*$! *-/0$&-*! -.! +)K$! 2$)(&%&,! $&'./&-$(*! +.($! ($2$5)&-! -.! )&0!
3$&$;%'%)2!;.(!-#$+7!X-!-$)'#$*!-.!)&0!-#(./,#!-#$!*-($&,-#*!.;!-#$*$!*-/0$&-*e!?47!A[E7!
f&$! .;! -#$! '$&-()2! '.&'$4-*! %&! '/2-/()226! ($*4.&*%5$! -$)'#%&,! %*! ')(%&,! -#)-! 1)*!
-#$.(%*$0!36!U)6!?ABCWE7!G)(%&,!-$)'#$(*]!9/)2%-%$*!)($!#%,#2%,#-$0!36!-#$%(!4)-%$&'$!
)&0! 4$(*%*-$&'$! %&! ;)'%2%-)-%&,! -#$%(! *-/0$&-*]! 2$)(&%&,7! "#$%(! *-/0$&-*]! 3)'K,(./&0!
K&.12$0,$!)&0!$L4$(%$&'$*!)($!5)2%0)-$0<!)&0!-#$6!)($!$+4.1$($0!-.!*/''$$0!?U)6<!
ABCW<!R%$-.<!ABCBO!b%22$,)*!N!c/')*<!ABBAE7!G/2-/()226!($*4.&*%5$!-$)'#%&,!+$-#.0*!
'($)-$!)!2%&K!3$-1$$&!*'#..2!)&0!-#$!./-*%0$!1.(207!Y-/0$&-*!)($!&.!2.&,$(!3)2)&'%&,!
-1.!'/2-/($*7!"#$6!%&'.(4.()-$!.&$!'/2-/($!%&-.!)&.-#$(<!)&0!1%-#!%&4/-*!;(.+!.-#$(!
*-/0$&-*!)&0!-$)'#$(*<!-#$6!'($)-$!)!(%'#<!+/2-%'/2-/()2!$&5%(.&+$&-!)(./&0!-#$+*$25$*!
?U)6<!ABCWO!R%$-.<!ABCBE7!!

X&!.(0$(!-.!%+42$+$&-!'/2-/()226!($*4.&*%5$!-$)'#%&,!+$-#.0*<!-$)'#$(*!*#./20!
*-)(-!1%-#!/&0$(*-)&0%&,!3.-#!-#$%(!.1&!)&0!-#$!*-/0$&-*]! '/2-/()2!%0$&-%-%$*7!X&!-#$!
.4%&%.&!.;!'(%-%')2!$0/')-.(*<!-$)'#$(*!&$$0!-.!3$!'.&*'%./*!)3./-!-#$%(!.1&!1.(205%$1!
-#)-!%*!%+4)'-$0!36!-#$%(!*.'%)2! '2)**<! '/2-/($<!2)&,/),$<!($2%,%.&!)&0!$-#&%'%-6!1%-#!
1#%'#! -#$6! %0$&-%;6! -#$+*$25$*7! "$)'#$(*! 1#.! ;)%2! -.! 3$! '(%-%')2! 1%-#! -#$%(! .1&!
1.(205%$1! (%*K! ')/*%&,! )!3($)K0.1&!%&! '.++/&%')-%.&! )&0! )2%$&)-%&,! *-/0$&-*! .;!
0%5$(*$! 3)'K,(./&0! ?U)6<! ABBB<! R%$-.<! ABBBE7! "#$($;.($<! 1#$&! ;%(*-! 3$'.+%&,!
)'9/)%&-$0! 1%-#! *-/0$&-*<! %-! %*! '(/'%)2! -#)-! -$)'#$(*! 0.! &.-! 4(.Q$'-! -#$%(! .1&!
1.(205%$1*! )&0! .4%&%.&*! .&-.! -#$! *-/0$&-*]! '/2-/($*<! 3/-! %&*-$)0! $L42.($! '/2-/($*!
-#(./,#!0%)2.,/$!1%-#!-#$!*-/0$&-*!?U)6<!ABBC<!ABCWO!R%$-.<!ABCBE7!"#$!4(.'$**!.;!
0%)2.,/%&,!4(.5%0$*!.44.(-/&%-%$*!;.(!-$)'#$(*!-.!)0)4-!-#$%(!%&*-(/'-%.&*!-.!+$$-!-#$!
&$$0*! .;! -#$! *-/0$&-*! 1%-#! +/2-%'/2-/()2! 3)'K,(./&0*7! "#$! -$)'#$(*! ($'.,&%=$! -#$!
*-/0$&-*g! '/2-/()2! )&0! )')0$+%'! )**$-*! -#)-! )($! -#$! *');;.20*! .&!1#%'#! -#$! *-/0$&-*!
*/''$**;/226!3/%20!-#$%(!&$1!K&.12$0,$7!
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"#$!&$L-!*-$4!%*!-.!4(.5%0$!)&!%&'2/*%5$!'/((%'/2/+!)&0!$&*/($!-#)-!%-*!'.&-$&-!
+)K$*!-#$!0%5$(*$!3)'K,(./&0!.;!-#$*$!*-/0$&-*!($2$5)&-7!"#$%(!2)&,/),$<!'/2-/($!)&0!
4(%.(!K&.12$0,$!)($!5)2%0)-$0<!)&0!-#$6!)($!$+4.1$($0!-.!$L$('%*$!-#$%(!),$&'6!%&!
-#$%(!2$)(&%&,!4(.'$**7!c)-$(<!)!2$)(&%&,!$&5%(.&+$&-!%*!3/%2-!/4!3)*$0!.&!'(.**M'/2-/()2!
'.++/&%')-%.&<!-#$!-()&*+%**%.&!.;!%0$)*<!-(/*-<!)&0!4.1$(M*#)(%&,!%&!-#$!'2)**(..+!
?U)6<! ABBC<! ABCWE7!I+.&,*-! .-#$(! +$-#.0*! -#)-! 4(.+.-$! '(.** M'/2-/()2!
'.++/&%')-%.&<!+/2-%'/2-/()2!,(./4!1.(K!%*!'.&*%0$($0!3$%&,!$*4$'%)226!/*$;/2!?F$!
b%-)<! ABBJO! h)**)&%$&<! ABBZE7! U(./4! 1.(K! %*! '.&*%0$($0! +/2-%'/2-/()2! 1#$&! %-!
%&5.25$*!)! '.22)3.()-%.&!.;! -1.! .(!+.($!%&0%5%0/)2!*-/0$&-*! ;(.+!0%;;$($&-! '/2-/()2!
3)'K,(./&0*<!*/'#!)*!$-#&%'<!2%&,/%*-%'<!&)-%.&)2!.(!.;!)&6!.-#$(!K%&0!?F$!b%-)<!ABBJO!
:.4.5!$-7)2<!ABCAE7!:($5%./*!($*$)('#!#)*!($5$)2$0!-#)-!+/2-%'/2-/()2!,(./4!1.(K!#$24*!
-.!($0/'$!$L%*-%&,!4($Q/0%'$*<!4(.+.-$*!%&-$()'-%.&!3$-1$$&!*-/0$&-*!%&!-#$!'2)**(..+!
)&0! #$24*! *-/0$&-*! -.! %&-$,()-$! %&-.! -#$! 2$)(&%&,! $&5%(.&+$&-! ?F$! b%-)<! ABBJO!
h)**)&%$&<!ABBZO!:.4.5!$-7)2<!ABCAE7!!

c)*-<!3/-!&.-!2$)*-<!$+4.1$(%&,!*'#..2!'/2-/($!3)*$0!.&!$0/')-%.&)2!$9/%-6!)&0!
)''$**%3%2%-6! 42)6*!)&! %+4.(-)&-! (.2$! %&! '($)-%&,! )&! $&5%(.&+$&-! */%-)32$! ;.(!
%+42$+$&-%&,! '/2-/()226! ($*4.&*%5$! -$)'#%&,! +$-#.0*! ?@)&K*! N! @)&K*<! ABCBO!
T),&)(*0 ^--%(!N!@2_&0)2<!ABCDE7!!

@$*%0$*!'.&*%0$(%&,!'/2-/()2!%**/$*<!-$)'#$(*!+/*-!)4426!)44(.4(%)-$!)**$**+$&-!
+$-#.0*!) &0!$&*/($!-#)-!)22!*-/0$&-*!#)5$!$9/)2!.44.(-/&%-%$*!?@)&K*!N!@)&K*<!ABCBO!
U)6<!ABCWO!Y2$$<!ABCBE7!>#%2$!'#..*%&,!)**$**+$&-!+$-#.0*<!-$)'#$(*!)($!($9/%($0!-.!
($;2$'-!.&!-#$!9/$*-%.&!#.1!*-/0$&-*!2$)(&!)&0!-.!/-%2%=$!d'/2-/()226!($*4.&*%5$!1)6*!
.;!$5)2/)-%&,!2$)(&%&,<!()-#$(!-#)&!)--$+4-%&,!-.!*-)&0)(0%*$!./-'.+$*e!?Y2$$<!ABCB<!
47AJWE7! P/(-#$(+.($<! $)(2%$(! *-/0%$*! $+4#)*%*$0! -#$! %+4.(-)&'$! .;! )! 3)2)&'$0!
1.(K2.)0!)&0!-$)'#$(*!3$%&,!.4$&!-.!*/,,$*-%.&*!($,)(0%&,!-#$!1.(K2.)0!'.+%&,!;(.+!
*-/0$&-*!?@)&K*!N!@)&K*<!ABCBO!Y2$$<!ABCBE7!!

G/2-/()226!($*4.&*%5$!-$)'#%&,!+$-#.0*!#)5$!4(.5$&!-.!3$!/*$;/2<!$*4$'%)226!%&!
)0/2-!$0/')-%.&<!)*!)0/2-!*-/0$&-*!2$)(&!3$*-!36!4)(-%'%4)-%.&<!)&0!-#$6!)44($'%)-$!-#$%(!
4($5%./*! K&.12$0,$! )&0! $L4$(%$&'$*! 3$%&,! ($*4$'-$0! )&0! 5)2/$0! ?i)(,$<! :#%22%4*<!
j$**$$<!N!S'G)3$<!ABCCO!T/3$&*.&<!ABCCE7!f&!-#$!.-#$(!#)&0<!-#$! '#)22$&,$!1%-#!
0%5$(*$!'2)**(..+*!%*!-#)-!0%;;$($&-!*-/0$&-*!#)5$!0%;;$($&-!2$5$2*!.;!K&.12$0,$!)&0!
'/(%.*%-6<! )*! 1$22! )*! 0%;;$($&-! $L4$'-)-%.&! -.1)(0*! $0/')-%.&7! "#%*! +)K$*! %-!
'#)22$&,%&,!;.(!-$)'#$(*!-.!4(.5%0$!)!'/((%'/2/+!-#)-!)''.++.0)-$*!-#$!&$$0*!.;!$5$(6!
*-/0$&-!?i)(,$!$-!)27<!ABCCE!c)0*.&M@%22%&,*!?ABCDE!'(%-%'%*$*!*.+$!-$)'#$(*!1#.!'2)%+!
-.! )4426! -$)'#%&,! +$-#.0*! 1#%'#! ;.'/*! .&! '/2-/()2! 0%5$(*%-6<! ;.(! 3$%&,! .&$M
0%+$&*%.&)2!)&0!&.-!;/226!-()&*2)-%&,!($*$)('#!%&-.!4()'-%'$7!"#$!'(%-%9/$!%*!3)*$0!.&!
-#$!&.-%.&!-#)-!-#$!-$)'#$(*!)($!.;-$&!;.'/*$0!.&!-#$!'.&-$&-!%&-$,()-%.&!)&0!%,&.($!
.-#$(! %+4.(-)&-! 0%+$&*%.&*! .;! '/2-/()2! ($*4.&*%3%2%-6! %&! -#$! '2)**(..+<! %&'2/0%&,!
$&'./(),%&,!*-/0$&-*!-.!-#%&K!'(%-%')226!)3./-!4.2%'%$*!)&0!4()'-%'$*!-#)-!+)6!#)5$!)&!
%&;2/$&'$!.&!-#$%(!2%5$*!%&*%0$!)&0!./-*%0$!.;!$0/')-%.&)2!%&*-%-/-%.&*7!!

 
 
 

nordiccie.org       NJCIE 2019, Vol. 3(2), 37-54  



 

128 

Benediktsson, Wozniczka, Tran & Ragnarsdóttir  42  

T$'$&-!*-/0%$*!%&!R.(1)6!#)5$!*#.1&!-#$!%+4.(-)&'$!.;!/&0$(*-)&0%&,!'/2-/()2!
0%5$(*%-6! %&! $0/')-%.&)2! %&*-%-/-%.&*! )&0! $+4#)*%=$0! -#$! *%,&%;%')&'$! .;! '($)-%&,! )!
0%*'/**%.&!.;! ,.)2*! .;! -#$!+/2-%'/2-/()2!$0/')-%.&!)*!1$22!)*! -#$!&$$0!-.! ($;2$'-! .&!
%&'2/*%.&!)&0!$L'2/*%.&!%&!'.&'$4-!.;!0%5$(*%-6!?@/(&$(<!R.0$2)&0<!N!I)+))*<!ABCWO!
P62K$*&$*<!S)/*$-#),$&<!N!R%2*$&<!ABCWE7!!

Y$5$()2!($*$)('#!*-/0%$*!?@..K*<!T),&)(*0^--%(<! j^&**.&<!N!S)'0.&)20<!ABCCO!
T),&)(*0 ^--%(!N!@2_&0)2<!ABBV<!ABCDE!#)5$!3$$&!'.&0/'-$0!)-!-#$!Y'#..2!.;!80/')-%.&!
%&! -#$! k&%5$(*%-6! .;! X'$2)&0! -.! %&5$*-%,)-$! -#$! 4.*%-%5$! ./-'.+$*! .;! '/2-/()226!
($*4.&*%5$! -$)'#%&,! +$-#.0*! )&0! %++%,()&-! *-/0$&-*]! $L4$(%$&'$*! .;! -#$! 2$)(&%&,!
$&5%(.&+$&-7! "#$! ($*/2-*! .;! -#$! *-/0%$*! *#.1! -#$! %+4.(-)&'$! .;! %+42$+$&-%&,!
'/2-/()226! ($*4.&*%5$! -$)'#%&,! +$-#.0*! )&0! %&0%')-$! -#)-! -#%*! )44(.)'#! *$(5$*! -#$!
*%,&%;%')&-!,.)2!.;!+)K%&,!$0/')-%.&!)''$**%32$!-.!$5$(6.&$7!!

"#%*!4)4$(!$L42.($*!%++%,()&-!*-/0$&-*]!$L4$(%$&'$*!.;!#%,#$(!$0/')-%.&!%&!-#($$!
X'$2)&0%'!/&%5$(*%-%$*7!X&!-%+$*!1#$&!*.'%)2!%&'2/*%.&!)&0!$9/%-6!$&Q.6!#%,#!4(%.(%-6!
%&!/&%5$(*%-%$*!)22!.5$(!8/(.4$!?U)$3$2!)&0!`#)&,<!ABCWE<!%-!%*!4)(-%'/2)(26!($2$5)&-!-.!
%+42$+$&-! '/2-/()226! ($*4.&*%5$! -$)'#%&,! +$-#.0*! -#)-! 5)2/$! $5$(6! *-/0$&-]*!
$L4$(%$&'$*<! 3)'K,(./&0! )&0! '/2-/($*! )*! 1$22! )*! 4(.+.-$! $9/%-6! -#(./,#! 4.1$(M
*#)(%&,!3$-1$$&!-$)'#$(*!)&0!*-/0$&-*!%&!+/2-%'/2-/()2!'2)**(..+*!?@)&K*!N!@)&K*<!
ABCBO!U)6<!ABCWO!R%$-.<!ABCBE7!!

Methodology!!

"#$!4($*$&-$0!($*$)('#!%*!)!9/)2%-)-%5$!*-/06!%&5.25%&,!;.'/*!,(./4*!)&0!%&0%5%0/)2!
%&-$(5%$1*7!"#$!9/)2%-)-%5$!)44(.)'#!1)*!'#.*$&!-.!$2%'%-!-#$!5%$1*!.;!-#$!4)(-%'%4)&-*!
)*! '2$)(26! )&0! )''/()-$26! )*! 4.**%32$! )&0! 4(.5%0$! )! 0$$4! /&0$(*-)&0%&,! .;! -#$!
%&0%5%0/)2! ')*$*! ?@(%&K+)&&! N! i5)2$<! ABCJO! P2%'K<! ABB[E7! S.($.5$(<! 9/)2%-)-%5$!
($*$)('#! %*!'.&*%0$($0! 3$%&,! '/2-/()226! ($*4.&*%5$! +$-#.0.2.,6! )*! %-! ;.'/*$*! .&!
'.++/&%')-%.&! 1%-#! 4)(-%'%4)&-*! )&0! 5)2/$*! -#$%(! 4$(*.&)2! $L4$(%$&'$*! )&0!
4$('$4-%.&*!?R.0$2+)&<!ABClE7!!

"#$!4)(-%'%4)&-*!%&!-#$!($*$)('#!*-/06!1$($!%++%,()&-*!2%5%&,!%&!X'$2)&07!"#$!
+)%&!($9/%($+$&-*!1$($!-#)-!-#$!4)(-%'%4)&-*!1$($!;%(*-M,$&$()-%.&!%++%,()&-*<!#)0!
*-/0%$0!)-! .&$! .;! -#$! -#($$! -)(,$-! /&%5$(*%-%$*!?k&%5$(*%-6! .;!X'$2)&0<!k&%5$(*%-6! .;!
IK/($6(%<!T$6KQ)5%K!k&%5$(*%-6E!;.(!)-!2$)*-!.&$!6$)(!)-!-#$!/&0$(,()0/)-$!2$5$2<!)&0!
1$($!&.-!$L'#)&,$!*-/0$&-*7!F)-)!.&!*.+$!%++%,()&-!*-/0$&-*!1)*!.3-)%&$0!;(.+!-#$!
($,%*-()(! .;;%'$*! %&! -#$! /&%5$(*%-%$*7! I00%-%.&)226<! -#$! 4)(-%'%4)&-*! 1$($! ($'(/%-$0!
-#(./,#!)4426%&,!)!*&.13)22!*)+42%&,!)44(.)'#!?P2%'K<!ABB[E7!!

X&! .(0$(! -.! .3-)%&! (%'#! 0)-)<! DC!%++%,()&-! *-/0$&-*! 1$($! ($'(/%-$0! -#(./,#!
+)L%+)2!5)(%)-%.&!*)+42%&,!3)*$0!.&!'#)()'-$(%*-%'*!*/'#!)*!,$&0$(<!),$<!'./&-(6!.;!
.(%,%&<!*.'%.M$'.&.+%'!*-)-/*<!&/+3$(!.;!6$)(*!%&!X'$2)&0!)&0!%&!-#$!X'$2)&0%'!*'#..2!
*6*-$+<! 4(.;%'%$&'6! %&! -#$%(! &)-%5$! 2)&,/),$?*E<! X'$2)&0%'! )&0! 8&,2%*#7! "#$!
4)(-%'%4)&-*]! ),$*! 5)(%$0! ;(.+! AB! -.! JA! 6$)(*! .207! "#$6! #)0! AC! 0%;;$($&-! &)-%5$!
2)&,/),$*7!"#$6! ')+$! ;(.+!Al!0%;;$($&-! './&-(%$*!%&!8/(.4$<! I*%)<!)&0!R.(-#! )&0!
Y./-#!I+$(%')!)&0!#)5$!3$$&!2%5%&,!%&!X'$2)&0!;.(!A!-.!CW!6$)(*7!
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>#$&!%-!'.+$*!-.!-#$!4)(-%'%4)&-*]!;%$20*!.;!*-/0%$*<!-#$!,.)2!.;!($'(/%-%&,!0%5$(*$!
4)(-%'%4)&-*!1)*!($)'#$0!*/''$**;/226!)*!-#$!4)(-%'%4)&-!,(./4!'.&*%*-$0!.;!%++%,()&-!
*-/0$&-*! *-/06%&,! .5$(! AB! 0%;;$($&-! */3Q$'-*<! %&'2/0%&,! ,$.2.,6<! 2)&,/),$*<! 2)1<!
+$0%'%&$<! 4$0),.,6! $-'7! "#$! 4)(-%'%4)&-*! $L4$(%$&'$0! )! 5)(%$-6! .;! -$)'#%&,! )&0!
)**$**+$&-!+$-#.0*!%&!)00%-%.&!-.!+)K%&,!'.&-)'-!1%-#!0%;;$($&-!-$)'#$(*!)&0!4$$(*!
0/(%&,!-#$%(!2$)(&%&,!4(.'$**7!!

"#$!X'$2)&0%'!F)-)!:(.-$'-%.&!I/-#.(%-6!1)*!%&;.(+$0!.;!-#$!($*$)('#!)&0!-#$!
8-#%'*!G.++%--$$! .;! -#$!k&%5$(*%-6! .;!X'$2)&0!,)5$!)!4.*%-%5$!($5%$17!I22!4(%5)'6!
'.&*%0$()-%.&*! 1$($! %&! '.+42%)&'$! 1%-#! X'$2)&0%'! 2)1! &(7VVHABBB! )3./-! 0)-)!
4(.-$'-%.&7! "#$! 4)(-%'%4)&-*]! %0$&-%-%$*! 1$($! K$4-! *$'($-7! "#$! ($*$)('#$(*! -..K!
4($')/-%.&*!),)%&*-!)&6!4.**%3%2%-6!.;!0%*'2.*%&,!-#$!4)(-%'%4)&-*]!%0$&-%-%$*7!!

"#$! ($*$)('#! ,(./4! 1.(K$0! '.22)3.()-%5$26! -#(./,#./-! -#$! 1#.2$! ($*$)('#!
4(.'$**<!%&'2/0%&,!4($4)(%&,!;.(!-#$!%&-$(5%$1*<!'($)-%&,!%&-$(5%$1!,/%0$*<!'.&0/'-%&,!
-#$!%&-$(5%$1*<!'.0%&,!)&0!)&)26*%&,!-#$!0)-)7!!

F)-)!'.22$'-%.&!*-)(-$0!1%-#!*$5$&!;.'/*!,(./4!%&-$(5%$1*!1%-#!-#$!4)(-%'%4)&-*7!
"#$!0/()-%.&!.;! -#$! ;.'/*! ,(./4!%&-$(5%$1*!()&,$0! ;(.+!JA! /4!-.!VW!+%&/-$*7!"#$!
($*$)('#$(*!)442%$0!0%($'-%5$!)44(.)'#!?c%'#-+)&<!ABClE!-.!'.&0/'-!-#$!;.'/*!,(./4!
%&-$(5%$1*!)&0!2$0!-#$!,(./4!0%*'/**%.&*!-.1)(0*!-#$!*4$'%;%'!-.4%'*<!1#%'#!%&'2/0$0!
9/$*-%.&*!.&!-#$!4)(-%'%4)&-*]!$L4$(%$&'$*!.;!-#$!$0/')-%.&!4(.'$**<!-$)'#%&,!+$-#.0*!
)*!1$22!)*!-#$%(!4$(*4$'-%5$*!.&!-#$!2)&,/),$M($2)-$0!%**/$*7!c)-$(<!-#$!;%&0%&,*!;(.+!
-#$!;.'/*!,(./4!%&-$(5%$1*!1$($!/*$0!-.!'($)-$!+.($!)05)&'$0!%&-$(5%$1!,/%0$*!;.(!
%&0%5%0/)2!%&-$(5%$1*7!"#$!%&-$(5%$1!9/$*-%.&*!($2)-$0!-.!-#$!4/(4.*$!.;!-#%*!4)4$(!)($!
4($*$&-$0!3$2.1m!!

¥! >#)-!')&!6./!-$22!)3./-!6./(!$L4$(%$&'$*!.;!3$%&,!)&!%++%,()&-!*-/0$&-!)-!
-#$!/&%5$(*%-6n!!

¥! >#)-!')&!6./!-$22!)3./-!6./(!($2)-%.&*!1%-#!-#$!-$)'#$(*n!!
¥! >#)-!')&!6./!-$22!)3./-!6./(!$L4$(%$&'$*!.;!'.++/&%')-%.&!1%-#!-$)'#$(*n!!
¥! >#)-!-$)'#%&,!+$-#.0*!0%0!-#$!-$)'#$(*!)4426n!!
¥! >#)-!0.!6./!-#%&K!)3./-!-#$*$!-$)'#%&,!+$-#.0*n!!
¥! >#)-!'#)22$&,$*!0%0!6./!$L4$(%$&'$!0/(%&,!-#$!$0/')-%.&!4(.'$**n!I&0!#.1!

0%0!6./!0$)2!1%-#!-#$+n!!
¥! G./20!6./!/*$!6./(!4($5%./*!K&.12$0,$!)&0!$L4$(%$&'$*!%&!6./(!*-/06n!X;!

6$*<!42$)*$!$L42)%&!#.17!!
¥! >#)-!%*!6./(!$L4$(%$&'$!1%-#!,(./4!1.(Kn!!
¥! F.!6./!#)5$!)&6-#%&,!$2*$!-#)-!6./!1./20!2%K$!-.!*#)($!1%-#!/*!($,)(0%&,!

6./(!$L4$(%$&'$*!)-!-#$!/&%5$(*%-6n!
I22!%&-$(5%$1*!1$($!'.&0/'-$0!%&!X'$2)&0%'!)&0H.(!8&,2%*#7!"#$!4)(-%'%4)&-*!1$($!

&.-%;%$0!-#)-!-#$6!'./20!*K%4!)&*1$(%&,!)&6!9/$*-%.&!1%-#./-!#)5%&,!-.!$L42)%&7!"#$!
0/()-%.&!.;!-#$!%&0%5%0/)2!%&-$(5%$1*!()&,$0!;(.+!AW!-.!Z[!+%&/-$*!1%-#!)&!)5$(),$!.;!
DV!+%&/-$*7!!
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"#$!-.-)2!)+./&-!.;!0)-)!'.22$'-$0!0/(%&,!-#$!($*$)('#!*-/06!$L'$$0$0!CJBB!4),$*!
.;!%&-$(5%$1!-()&*'(%4-%.&*7!X&!4/32%')-%.&*!%&!8&,2%*#!*/'#!)*!-#$!4($*$&-$0!4)4$(<!-#$!
9/.-)-%.&*!'.+%&,!;(.+!-#$!%&-$(5%$1*!'.&0/'-$0!%&!X'$2)&0%'!1$($!-()&*2)-$0!;(.+!
X'$2)&0%'!%&-.!8&,2%*#!36!-#$!($*$)('#!-$)+7!!

"#$!)&)26-%')2!4(.'$**!-..K!42)'$!*%+/2-)&$./*26!-#(./,#./-!-#$!($*$)('#!4$(%.0!
?G($*1$22<! ABBWE7! "#$! 0)-)! 1)*! )&)26*$0! /*%&,! -#$! -#$+)-%'! )&)26*%*! )44(.)'#!
0$5$2.4$0!36!@()/&!)&0!G2)(K$!?ABClE7!X-!'.&*%*-$0!.;!*$5$()2!*-),$*7!F/(%&,!-#$!;%(*-!
*-),$<!$)'#!)/-#.(!.;!-#%*!)(-%'2$!3$')+$!;)+%2%)(%*$0!1%-#!-#$!0)-)!3$;.($!'.0%&,!%&!
-#$!*$'.&0!*-),$7!X&!-#$!&$L-!*-),$<!-#$!($*$)('#!,(./4!')+$!-.,$-#$(!-.!0%*'/**!-#$!
'.0$*!)&0!.(,)&%*$0!-#$+!%&-.!-#$+$*7!"#$!,(./4!'2$)(26!0$;%&$0!-#$!-#$+$*<!*-)-%&,!
-#$%(!;.'/*<!*'.4$!)&0!4/(4.*$7!8)'#!-#$+$!1)*!0$5$2.4$0!%&!($2)-%.&!-.!-#$!($*$)('#!
9/$*-%.&*!)&0!-.!-#$!.-#$(!-#$+$*7!".,$-#$(<!-#$6!4(.5%0$0!)!'.#$($&-!4%'-/($!.;!-#$!
4)--$(&*!%&!-#$!'.22$'-$0!0)-)7!X&!-#$!)&)26*%*<!-#$!($*$)('#!,(./4!)5.%0$0!*$2$'-%5$&$**!
.;!-#$!0)-)!36!+)K%&,!*/($!-.!4(.5%0$!$L-()'-*!;(.+!)'(.**!-#$!0)-)<!%&!.(0$(!-.!*#.1!
-#$!3($)0-#!.;!$)'#!-#$+$!?Y)&0$2.1*K%<!C[[DE7!X&!.(0$(!-.!)&)26*$!-#$!5)*-!)+./&-!
.;!0)-)!)&0!K$$4!'.0$*!)&0!-#$+$*!'2$)(26!($,%*-$($0<!-#$!I-2)*7-%!)&)26-%')2!*.;-1)($!
1)*!/*$0!;.(!-#$!+)&),$+$&-!.;!-#$!0)-)7! !

Findings and discussion  

"#($$!+)%&!-#$+$*!0$(%5$0!;(.+!-#$!%&-$(5%$1*!%&!-#$!;%&)2!*-),$!.;!-#$!)&)26*%*7!
"#$!)&)26*%*!.;!-#$!%&-$(5%$1*!*#.1$0!-#)-!1#$&!-)2K%&,!)3./-!'.++.&!'#)22$&,$*<!
-#$!4)(-%'%4)&-*! .;-$&!0%*'/**$0!2)&,/),$M($2)-$0!%**/$*!-.,$-#$(!1%-#!-#$!4(.32$+*!
($2)-$0!-.! -#$!$L-$&*%5$!1.(K2.)0!%&!*.+$! './(*$*7!X-!2$0!-#$!($*$)('#! ,(./4!-.! -#$!
'.&'2/*%.&!-#)-!-#$*$!-1.!%**/$*!*#./20!3$!'.+3%&$0!%&!-#$!;%(*-!-#$+$!1#%'#!$L42.($*!
-#$!*-/0$&-*]!4$(*4$'-%5$*!.&!-#$!1.(K2.)0!)&0!2)&,/),$M($2)-$0!%**/$*7!!

"#$!*$'.&0!-#$+$!;.'/*$*!.&!4)(-%'%4)&-*!$L4$(%$&'$*!.;! '/2-/()226!($*4.&*%5$!
-$)'#%&,<!)442%$0!-.!*.+$!$L-$&-!36!*$5$()2!-$)'#$(*<!1#.!+)%&26!$&'./(),$0!*-/0$&-*!
-.! /*$! -#$%(!4($5%./*!$L4$(%$&'$*! )&0! '/2-/()2!3)'K,(./&0!%&! -#$!2$)(&%&,!4(.'$**7!
P/(-#$(+.($<!-#$!-#$+$!%&'2/0$*!-#$!4)(-%'%4)&-*]!4$(*4$'-%5$*!.&!+/2-%'/2-/()2!,(./4!
1.(K7!!

"#$!-#%(0!-#$+$!4($*$&-*!-#$!*-/0$&-*]!4$(*4$'-%5$*!.&!-#$!($2)-%.&*!1%-#!-$)'#$(*!
-#(./,#!)&)2 6*%&,!-#$!9/$*-%.&!.;!4.1$(M*#)(%&,!)&0!$9/)2%-6!%&!-#$!'2)**(..+<!-#)-!
)($!.;-$&!#%,#2%,#-$0!)*!%+4.(-)&-!0%+$&*%.&*!%&!+/2-%'/2-/()2!$0/')-%.&!?@)&K*!N!
@)&K*<!ABCBO!U)6<!ABCWE7!!

F/$! -.! -#$! &)-/($! .;! 9/)2%-)-%5$! ($*$)('#<! %-! %*! &.-! 4.**%32$! -.! ,$&$()2%=$!-#$!
;%&0%&,*!)&0!)(,/$!-#)-!)22!%++%,()&-!*-/0$&-*!$L4$(%$&'$!-#$!$0/')-%.&!4(.'$**!%&!-#$!
*)+$!1)67!"#$!;.'/*!.;!-#$!4($*$&-$0!*-/06!%*!.&!/&0$(*-)&0%&,!4)(-%'/2)(!%++%,()&-!
*-/0$&-*]!$L4$(%$&'$*!)&0!;%&0%&,!4)--$(&*!%&!-#$%(!)&*1$(*<!-#)-!+)6!%&0%')-$!*.+$!
'.++.&!'#)22$&,$*!-#)-!.-#$(!*-/0$&-*!1%-#!*%+%2)(!'#)()'-$(%*-%'*!+%,#-!$L4$(%$&'$!
)*!1$227!!
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Students’ perspectives on the workload and language-related issues  
F%;;$($&-!;)'-.(*!+)6!%+4)'-!#.1!/&%5$(*%-6!*-/0$&-*!4$('$%5$!-#$%(!$0/')-%.&7!"#$*$!
%&'2/0$! -#$! '2)(%-6! .;! -#$! ,.)2*! %&! )! '$(-)%&! './(*$! .(! 4(.,()++$<! -#$! 9/)2%-6! .;!
-$)'#%&,<!-#$!2$5$2!.;!1.(K2.)0<!)&0!1#$-#$(!)**$**+$&-!3/%20*!.&!*-/0$&-!)3%2%-6!-.!
0$+.&*-()-$!/&0$(*-)&0%&,!()-#$(!-#)&!($')22!'$(-)%&!;)'-*!?I*#1%&!$-!)27<!ABCJO!Y2$$<!
ABCBE7!!

U$&$()226<!-#$!4)(-%'%4)&-*!1$($!*)-%*;%$0!1%-#!-#$!1.(K2.)0!%&!-#$%(!*-/0%$*7!I!
4)(-%'%4)&-!1#.!*-/0%$0!,$.2.,6!*)%0<!dX-]*!)!2.-<!3/-!%-]*!&.-!2%K$!%-!'.+$*!%&!1)5$*!)-!
)!5$(6!1(.&,!-%+$e7!I&!)44(.4(%)-$!1.(K2.)0!%*!*)%0!-.!3$!.&$!.;!-#$!'(/'%)2!;)'-.(*!
*-($&,-#$&%&,! -#$! 4.*%-%5$! ./-'.+$*! .;! *-/0$&-! 2$)(&%&,! ?I*#1%&! $-! )27<! ABCJE7!
h.1$5$(<!*-/0$&-*!4.%&-$0!./-! -#)-!-#$!&/+3$(! .;!8G"Y!,()&-$0!?8/(.4$)&!G($0%-!
"()&*;$(!)&0!I''/+/2)-%.&!Y6*-$+E!0%0!&.-!($;2$'-!-#$!)+./&-!.;!1.(K!($9/%($0!;.(!
*.+$!'./(*$*<!$*4$'%)226!-#.*$!-#)-!%&'2/0$0!)&!$L-$&*%5$!)+./&-!.;!($)0%&,!+)-$(%)2!
%&!-#$!X'$2)&0%'!2)&,/),$7!I!4)(-%'%4)&-!1#.!*-/0%$0!2)&,/),$*!)&0!4$0),.,6!*-)-$0!
-#)-<!!

ECTS did not always represent the real situation in the course, that’s for sure 
because I am really disappointed with that literature course. It was ten credits, 
but it took all the time from other courses, so it was not ten credits. It was like 
fifteen at least. You had to read a book in Icelandic every week and write papers 
on it and learn a theory on it.  

"#$!+)%&!%**/$!1)*!-#)-!-#$!-$)'#$(!1#%2$!4($4)(%&,!-#$!*622)3/*<!0%0!&.-!-)K$!
%&-.! '.&*%0$()-%.&!0%;;$($&-!2$5$2*!.;!X'$2)&0%'!*K%22*<!1#%'#!'./20!);;$'-!-#.*$!1#.!
#)0!)!1$)K$(!,()*4!.;!-#$!2)&,/),$7!"#%*!*/3*-)&-%)226!$2.&,)-$0!*.+$!*-/0$&-*]!-%+$!
*4$&-!.&!4($4)()-%.&!;.(!-#$!'./(*$!)&0!)**%,&+$&-!1(%-%&,7!"#$!*)+$!'./(*$!1)*!)2*.!
+$&-%.&$0!%&!)&!%&-$(5%$1!1%-#!)&.-#$(!4)(-%'%4)&-!1#.!*-/0%$0!2)&,/),$*7!Y#$!*)%0<!
dX!0.&]-!K&.17!X!-(6!-.!($)0!*.+$-#%&,!)-!#.+$!%&!X'$2)&0%'<!)&0!X!0.&]-!($)0!-#$!3..K*!
;(.+!-#)-! './(*$7!>#6! ')&]-!1$! '#..*$!)&0!($)0!*.+$-#%&,!3$)/-%;/2<!c)L&$**! ;.(!
$L)+42$e7!X-!1)*!'2$)(!-#)-!-#$!4)(-%'%4)&-!1)*!%&-$($*-$0!%&!*-/06%&,!2%-$()-/($7!c)-$(!
%&!-#$!%&-$(5%$1<!*#$!($5$)2$0!-#)-!*#$!#)0!*.+$!*/,,$*-%.&*!)3./-!($)0%&,!+)-$(%)27!
"#$!-$)'#$(<!#.1$5$(<!%+42$+$&-$0!-#$!*-)&0)(0%*$0!*622)3/*!)&0!0%0!&.-!)22.1!-#$!
*-/0$&-*! -.! '#..*$! *.+$! .;! -#$! ($)0%&,!+)-$(%)2*!3)*$0! .&! -#$%(!4($;$($&'$*7!"#%*!
4()'-%'$! '.&-()0%'-*! '/2-/()226! ($*4.&*%5$! -$)'#%&,<! 1#%'#! $&'./(),$*! -$)'#$(*! -.!
0%*'/**!-#$!2$)(&%&,!+)-$(%)2*!1%-#!*-/0$&-*!)&0!$5)2/)-$!#.1!%-!'./20!3$!)0Q/*-$0!-.!
-#$!*-/0$&-*]!%&-$($*-*<!&$$0*!)&0!$L%*-%&,!2$5$2!.;!K&.12$0,$!?@)&K*!N!@)&K*<!ABCBO!
U)6<!ABCWO!Y2$$<!ABCBE7!!

P.(!)!4)(-%'%4)&-!1#.!*-/0%$0!2)&,/),$*!)&0!4.2%-%')2!*'%$&'$<!%-!1)*!%+4.(-)&-!
-.!K&.1! -#$! ,.)2*! .;! -#$! './(*$! )&0!#)5$! *.+$! ;2$L%3%2%-67!h$! '.+42%+$&-$0! .&$!
-$)'#$(!;.(!3$%&,!')(%&,!-.1)(0*!#$(!*-/0$&-*!)&0!)22.1%&,!-#$+!-.!0$'%0$!%;!-#$6!1)&-!
-.!*-/06!-#$!3)*%'*!.(!%;!-#$6!1./20!2%K$!-.!,.!3$6.&0!-#$!*622)3/*7!!

She [teacher] is always just great. We have one chapter pretty much every week, 
and we have that fixed workload to do, and she is always giving us more, and 
if you want to keep up, you keep up. If you just want to stick to the basics, you 
stick to the basics.  
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"#%*!%*!)&!$L)+42$!.;!#.1!;2$L%32$!-$)'#%&,!+$-#.0*!)($!)44($'%)-$0!36!*.+$!
*-/0$&-*! 3$')/*$! -#$6! )($! )22.1$0! -.! )2-$(! -#$%(! 1.(K2.)0! )''.(0%&,! -.! -#$%(!
3)'K,(./&0*!)&0!2$5$2*!.;!K&.12$0,$!)&0! '/(%.*%-67!:($5%./*!($*$)('#!*-($**$0!-#$!
%+4.(-)&'$!.;!-$)'#$(*!-)K%&,!-%+$!-.!,$-!-.!K&.1!-#$%(!*-/0$&-*!)&0!2$)(&!)3./-!-#$%(!
)3%2%-%$*<!$L4$'-)-%.&*<!,.)2*<!)&0!2$5$2*!.;!'/(%.*%-6!?@)&K*!N!@)&K*<!ABCBO!U)6<!ABCWO!
T),&)(*0 ^--%(!N!@2_&0)2<!ABCDE7!"#%*!)22.1*!-$)'#$(*! -.! -)%2.(! )! './(*$<!1.(K2.)0<!
'./(*$!+)-$(%)2*<!)&0!)**$**+$&-!+$-#.0*!-.!*)-%*;6!-#$!0%5$(*$!&$$0*!.;!-#$!*-/0$&-!
,(./4!1%-#!1#.+!-#$6!1.(K7!!

Y.+$!4)(-%'%4)&-*!($5$)2$0!-#)-!-#$6!*-/0%$0!)!*/3Q$'-!.&26!;.(!4()'-%')2!4/(4.*$*!
1%-#./-!%&-$&0%&,!-.!;%&%*#!-#$!0$,($$7!"#%*!.;-$&!)442%$0!-.!*-/0$&-*!)-!-#$!P)'/2-6!.;!
c)&,/),$*! )&0!G/2-/($*<!$*4$'%)226! -.! *-/0$&-*!1#.! *-/0%$0!X'$2)&0%'! )*! )! *$'.&0!
2)&,/),$7!F/(%&,!-#$!%&-$(5%$1<!.&$!.;!-#$!4)(-%'%4)&-*!*)%0!-#)-!%-!1)*!-..!0%;;%'/2-!;.(!
#$(!-.!*-/06!0$&-%*-(6<!1#%'#!1)*!-)/,#-!%&!X'$2)&0%'<!3$')/*$!.;!-#$!2)'K!.;!2)&,/),$!
*K%22*<!*.!*#$!0$'%0$0!-.!%+4(.5$!#$(!X'$2)&0%'!3$;.($!*#$!'.+$*!3)'K!-.!0$&-%*-(67!!

I started learning dentistry, but it was very difficult. There was too much 
competition there, and I was the only foreigner in the class. So, I decided to 
improve my Icelandic, and I’m doing that now [...] It is several years, but I’m 
not going to take all years. I just want to make sure that I’m ready to start again.  

"#$! 4)(-%'%4)&-! $L42)%&$0! 2)-$(! -#)-! *#$! 0%0! &.-! ;$$2! 2%K$! *#$! 3$2.&,$0! %&! -#$!
X'$2)&0%'!2)&,/),$!0$4)(-+$&-*!3$')/*$!#$(!,.)2!1)*!0%;;$($&-!;(.+!-#$!,.)2*!.;!#$(!
4$$(*7!"#%*!'($)-$0!)! '#)22$&,$!;.(! /&%5$(*%-6!-$)'#$(*<!1#.!&$$0$0!-.! '.&*%0$(!-#$!
0%5$(*$!3)'K,(./&0*<!)%+*!)&0!&$$0*!.;!-#$%(!*-/0$&-*7!I''.(0%&,!-.!-#$!4)(-%'%4)&-<!
#$(!-$)'#$(*!#)0!&$5$(!)*K$0!)3./-!-#$!*-/0$&-*]!,.)2*<!-#)-!'./20!3$!/*$;/2!%&!.(0$(!
-.! 4(.5%0$! -)%2.($0! $0/')-%.&)2! */44.(-! 1#%'#! './20! '.&-(%3/-$! -.! -#%*! 4)(-%'/2)(!
*-/0$&-]*! *$&*$! .;! 3$2.&,%&,<! 1#%'#! %*! '.&*%0$($0! 3$%&,! #%,#26! %+4.(-)&-! %&! )!
+/2-%'/2-/()2!'2)**(..+!?@)&K*!N!@)&K*<!ABCBO!U)6<!ABCWE7!!

Y$5$()2!4)(-%'%4)&-*!4.%&-$0!./-!0%;;$($&-!)44(.)'#$*!3$-1$$&!;)'/2-%$*!)&0!4(.M!
,()++$*!%&!)00($**%&,!2)&,/),$M($2)-$0!%**/$*!)&0!/*),$!.;!0%;;$($&-!2)&,/),$*!%&!
1(%--$&! -)*K*! */'#! )*! $**)6*! )&0! $L)+! 4)4$(*7! "#$! 4)(-%'%4)&-*! $L4($**$0! -#$%(!
'.&'$(&*! )3./-! -#$!2)'K! .;! '2$)(!2)&,/),$!4.2%'%$*!1%-#%&!-#$! /&%5$(*%-%$*7!X&!+.*-!
')*$*!0$*'(%3$0!36!-#$!4)(-%'%4)&-*<!-#$!/*),$!.;!8&,2%*#!%&!1(%--$&!)**%,&+$&-*!)&0!
-#$!9/$*-%.&!.;!4(.5%0%&,!$L)+%&)-%.&!4)4$(*!%&!8&,2%*#!($9/%($0!&$,.-%)-%.&*!1%-#!
-#$! %&0%5%0/)2! -$)'#$(*7! I! 4)(-%'%4)&-<! 1#.! 4($5%./*26! *-/0%$0! '.+4/-$(! *'%$&'$<!
$L42)%&$0<!!

I don’t know if this depends on department or not, but in comparison with the 
science and engineering department, if you ask for an English final exam, they 
always provide you an English exam, so that’s why I have survived the first 
year so far. Everything is in English for me. But my friend who is now studying 
in business department, she has asked for an English final and the teachers were 
kind of like – no you cannot get.  

I''.(0%&,! -.! -#$!4)(-%'%4)&-*<! )!2)'K! .;! '2$)(!4.2%'%$*! )&0! (/2$*! ($,)(0%&,! -#$!
/*),$!.;!8&,2%*#!)&0!.-#$(!2)&,/),$*!%&!1(%--$&!)**%,&+$&-*!'($)-$*!'.&;/*%.&7!"#$!
+)Q.(%-6! .;!4)(-%'%4)&-*!1%*#! ;.(!3$--$(!2)&,/),$! */44.(-! )&0! *-)&0)(0%=)-%.&! .;!
2)&,/),$!4.2%'%$*!1%-#%&! -#$! /&%5$(*%-%$*7! "#%*!%*!%&!2%&$!1%-#! -#$!+/2-%'/2-/()2!!
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$0/')-%.&! -#$.(6! -#)-! $+4#)*%=$*! -#$! %+4.(-)&'$! .;! '2$)(! 4.2%'%$*! )&0! 4(.5%0%&,!
)44(.4(%)-$!$0/')-%.&)2!*/44.(-<!%&'2/0%&,!2)&,/),$!*/44.(-<!1#%'#!')&!'.+4$&*)-$!
;.(!2)'K!.;!*K%22*!%&!-#$!2)&,/),$!.;!%&*-(/'-%.&*!?@)&K*!N!@)&K*<!ABCBO!@.$*'#<!ABCDO!
Y2$$<!ABCBE7!!

Students’ experiences of culturally responsive teaching and multicultural group 
work  
"$)'#%&,!&.-! .&26! ($9/%($*!#)5%&,! -#$! )44(.4(%)-$! '.&-$&-!K&.12$0,$!3/-! )2*.! -#$!
)3%2%-6!-.!'.&5$6!-#%*!'.&-$&-7!"$)'#$(*!*#./20!3$!)32$!-.!+)&),$!-#$%(!-$)'#%&,<!*#.1!
)!1%22%&,&$**!-.! ,$-!-.!K&.1!-#$%(!*-/0$&-*<!)&0!')($!)3./-!-#$+!)&0!-#$%(!2$)(&%&,!
?U)6<!ABCWO!h%22<!ABCDO!R%$-.<!ABCBE7!"#$! )&)26*%*! .;! -#$!%&-$(5%$1*! */,,$*-*! -#)-!
'/2-/()226! ($*4.&*%5$! -$)'#%&,! )*! )! ;/226! $*-)32%*#$0! -$)'#%&,! +$-#.0! %*! *-%22! )&!
/&'.++.&!4#$&.+$&.&!)-!-#$!X'$2)&0%'!/&%5$(*%-%$*7!h.1$5$(<!$5$&!1#$&!'/2-/()226!
($*4.&*%5$!-$)'#%&,!%*!)442%$0!/&*6*-$+)-%')226!36!*.+$!-$)'#$(*<!-#$!4)(-%'%4)&-*]!
$L4$(%$&'$*!3$'.+$!%&'($)*%&,26!4.*%-%5$7!!

"#$.(%$*!'2)%+!-#)-!)0/2-!2$)(&$(*!)&0!-#$%(!4$(*4$'-%5$*!*#./20!3$!1$2'.+$0<!($M!
*4$'-$0<!)&0!5)2/$0!%&!-#$!'2)**(..+!?T/3$&*.&<!ABCCO!i)(,$!$-!)27<!ABCCE7!S)&6!.;!
-#$!4)(-%'%4)&-*! *-($**$0! -#$!%+4.(-)&'$! .;! 3$%&,! )32$! -.! $L4($**! -#$%(! .1&!5%$1*7!
8*4$'%)226! -#.*$! ;(.+! I*%)! )&0! 8)*-$(&! 8/(.4$! 1#$($! -#$! $0/')-%.&! *6*-$+*<!
)''.(0%&,!-.!-#$!4)(-%'%4)&-*<!1$($!+.($!-()0%-%.&)2!)&0!0%0!&.-!)21)6*!)22.1!*-/0$&-*!
-.!$&,),$!%&!0%*'/**%.&!%&!-#$!'2)**(..+!)&0!$L4($**!-#$%(!.4%&%.&*7!I!*-/0$&-!1#.!
*-/0%$0!-#$!X'$2)&0%'!2)&,/),$!)&0!4$0),.,6!#%,#2%,#-$0<!!

You can always talk. There is always discussion in the class, always! Like, your 
opinion is your opinion. It’s something you can say ‘No I don’t believe it, 
prove!’ So, that’s not in all the universities like this.  

"#$!+)Q.(%-6!.;!-#$!4)(-%'%4)&-*!'.+3%&$0!*-/0%$*!1%-#!1.(K7!Y.+$!4)(-%'%4)&-*!
1$($!*-/06%&,!*/3Q$'-*!($2)-$0!-.!-#$%(!'/(($&-!1.(K<!1#%'#!,)5$!-#$+!)&!.44.(-/&%-6!
-.!/*$!-#$%(!K&.12$0,$!%&!4()'-%'$!$5$(6!0)67!I!4)(-%'%4)&-<!1#.!*-/0%$0!-.!3$'.+$!)!
4(.;$**%.&)2!K%&0$(,)(-$&!-$)'#$(<!)2*.!1)*!1.(K%&,!4)(-M-%+$!%&!)!K%&0$(,)(-$&7!dX!
#)5$! )2($)06! )442%$0!*.+$! -$)'#%&,!+$-#.0*!%&!+6!1.(K<! )&0!&.1<!X! )+!2$)(&%&,!
)3./-!-#$+!)&0<!)-!-#$!*)+$!-%+$<!-(6%&,!-#$+!./-!1%-#!+6!4/4%2*e7!G($)-%&,!)!2%&K!
3$-1$$&!;.(+)2!$0/')-%.&!!

)&0! 2%;$<! 1.(K<! )&0! $L4$(%$&'$*! ./-*%0$! .;! -#$! /&%5$(*%-6! %*! ($,)(0$0! )*! )&!
%+4.(-)&-! ;$)-/($! .;! '/2-/()226! ($*4.&*%5$! -$)'#%&,<! )*! %-! +.-%5)-$*! *-/0$&-*! )&0!
4(.+.-$*!)'-%5$!2$)(&%&,!?U)6<!ABBC<!ABCWO!R%$-.<!ABCBE7!!

I!0%;;$($&-!*-.(6<!*#)($0!36!)!*-/0$&-<!1#.!*-/0%$0!-.!3$'.+$!)!4(%+)(6!*'#..2!
-$)'#$(<! *#.1$0! #.1! )! */4$(5%*.(6! -$)'#$(! */44.(-$0! )&0! +.-%5)-$0! #$(! -.! -()%&!
)'9/%($0!K&.12$0,$!0/(%&,! -#$! -$)'#%&,!4()'-%'$! )-! )!4(%+)(6! *'#..27! "#$! -$)'#$(!
$&'./(),$0!-#$!*-/0$&-!-.!3$!.4$&!)3./-!.1&!'/2-/()2!3)'K,(./&0!)&0!-.!/*$!%-!)*!)&!
)05)&-),$<!!

I really enjoyed the training in our courses. I just said to children that I am an 
immigrant and that is why my pronunciation is different, but I really want to 
read for you. And the supervisory teacher supported me, she said ‘Just say it 
and be open, you will only get positive reactions from them!’  
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"#$! )3.5$ M+$&-%.&$0! $L)+42$! *#.1*! -#$! %+4.(-)&'$! .;! /&0$(*-)&0%&,!
%++%,()&-!*-/0$&-*]!'#)22$&,$*7!"#$!-$)'#$(!/&0$(*-..0!-#)-!-#$!*-/0$&-!;$2-!%&*$'/($!
)3./-!#$(!4(.&/&'%)-%.&<!3/-!%&*-$)0!.;!'(%-%'%*%&,!#$(!)&0!)*K%&,!#$(!-.!%+4(.5$!#$(!
2)&,/),$!*K%22*<!-#$!-$)'#$(!$&'./(),$0!#$(!-.!.5$('.+$!-#$!;$)(*!)&0!3$!.4$&!)3./-!
#$(! 3)'K,(./&0! )&0! '#)22$&,$*! -#)-! *#$! $L4$(%$&'$07! G)($;/226! '#.*$&! 1.(0*! .;!
*/44.(-!42)6!)&!%+4.(-)&-!(.2$!%&!$*-)32%*#%&,!)!4.*%-%5$!)-+.*4#$($!%&!-#$!2$)(&%&,!
$&5%(.&+$&-!)&0!$+4.1$(!*-/0$&-*!?@)&K*!N!@)&K*<!ABCBO!U)6<!ABCWE7!!

Y$5$()2!4)(-%'%4)&-*!$+4#)*%*$0! -#$!%+4.(-)&'$! .;!3$%&,! )32$! -.! /*$!4($5%./*!
K&.12$0,$!)&0!$L4$(%$&'$*!%&!-#$!'2)**(..+7!I!*-/0$&-!1#.!*-/0%$0!4$0),.,6!#%,#M!
2%,#-$0! -#)-! -#$! 4.**%3%2%-6! .;! /*%&,! #$(! 3)'K,(./&0! 1)*! 5$(6! %+4.(-)&-! ;.(! #$(<!
$*4$'%)226!0/(%&,!#$(!;%(*-!0)6*!)-!-#$!/&%5$(*%-67!!

One of my first memories of classes is coming and just discussing the research 
that we had done, and it was just interesting. It was really different from the 
teaching I had before [...] It was an excellent introduction. Everybody wants to 
be there immediately.  

I!*-/0$&-!1#.!*-/0%$0!-#$!8&,2%*#!2)&,/),$!)&0!4$0),.,6!)00$0<!dX-!1)*!*/4$(!
'..2!-#)-!4$.42$!'./20!4/-!-#$%(!3)'K,(./&0!%&-.!-#$!*-/0%$*7!Y.<!;.(!+$<!-#)-!1)*!*/4$(!
%&-$($*-%&,e7!I''.(0%&,!-.!-#$!4)(-%'%4)&-*<!-#$!-$)'#$(*!1#.!1$($!)4426%&,!'/2-/()226!
($*4.&*%5$! -$)'#%&,! +$-#.0*! 1$($! )32$! -.! )'-%5)-$! -#$! *-/0$&-*]! %&-$($*-! )&0!
3)'K,(./&0! ($*./('$*! )&0! -.! 4(.5%0$! )&! )**$**+ $&-! -#)-! $&'./(),$0! %&0$4$&0$&-!
*-/06%&,!#)3%-*<!*$&*$!.;!($*4.&*%3%2%-6!)&0!/*),$!.;!0%;;$($&-!*./('$*7!I!*-/0$&-!;(.+!
-#$!Y'#..2!.;!80/')-%.&!*)%0!-#$!;.22.1%&,<!!

I find it a bit more like free in that sense that if you like some topic then you are 
free to study the topic and use the information you find, maybe not just from 
the books but like your own experience and different materials you know. And 
at first, it was very challenging to me – this kind of assessment – because I was 
not very used to working by myself or studying by myself in that sense. But I 
find it very useful, and the more I get used to it, I can see the benefits of it.  

@(%0,%&,! '/2-/($*! -#(./,#! )22.1%&,! *-/0$&-*! -.! /*$! -#$%(! 3)'K,(./&0! )&0!
4($5%./*!$L4$(%$&'$*!%&!'2)**(..+!%*!)!'#)()'-$(%*-%'!;$)-/($!.;!'/2-/()226!($*4.&*%5$!
-$)'#%&,<!-#)-!4(.+.-$*!)'-%5$!2$)(&%&,<!K&.12$0,$!*#)(%&,!)&0!,$&$()226!#)*!4.*%-%5$!
%+4)'-!.&!*-/0$&-*]!4$(;.(+)&'$!?@)&K*!N!@)&K*<!ABCBO!R%$-.<!ABCBO!Y2$$<!ABCBE7!!

"#$!)&)26*%*!.;!-#$!%&-$(5%$1*!*#.1$0!-#)-!,(./4!1.(K!1)*!)+.&,*-!-#$!+.*-!
;($9/$&-26!)442%$0!-$)'#%&,!+$-#.0*!%&!X'$2)&0%'!/&%5$(*%-%$*7!F/(%&,!-#$!%&-$(5%$1*<!
-#$!4)(-%'%4)&-*]!*#)($0!-#$%(!$L4$(%$&'$*!.;!-#$!+/2-%'/2-/()2!,(./47!"#$!$L4$(%$&'$*!
5)(%$0!;(.+!3$%&,!4.*%-%5$!-.!&$,)-%5$7!I!4)(-%'%4)&-!1#.!*-/0%$0!3%.2.,6!;./&0!-#$!
+/2-%'/2-/()2!,(./4!1.(K!3$%&,!5$(6!/*$;/2<!!

It is much better for me for sure. It makes it easier for me, because sometimes 
I would have misunderstandings about the task or the assignment or what to do 
or something in the background information. Then, if there are Icelandic people 
who I am working with - they definitely don't have misunderstandings, so they 
can correct me [...] For me, it's very helpful that we have to do our assignments 
and reports in groups and I am a little afraid of one day getting an assignment 
that I have to do it on my own in Icelandic because I can't really write Icelandic 
properly.  
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:($5%./*! ($*$)('#! )(,/$*! -#)-! +/2-%'/2-/()2! ,(./4! 1.(K! #$24*! *-/0$&-*! -.!
%&-$,()-$! %&-.! -#$! 2$)(&%&,! $&5%(.&+$&-<! $&'./(),$*! K&.12$0,$! $L'#)&,$! )&0!
4(.+.-$*! '.22)3.()-%5$! 2$)(&%&,! ?F$! b%-)<! ABBJO! h)**)&%$&<! ABBZE7! "#$!
);.($+$&-%.&$0! $L)+42$! *#.1$0! -#)-! X'$2)&0%'! ,(./4! +$+3$(*! 4(.5%0$0! 5)2/)32$!
2)&,/),$!*/44.(-<!1#%'#!#)0!)!4.*%-%5$!%+ 4)'-!.&!-#%*!4)(-%'/2)(!%++%,()&-!*-/0$&-]*!
$L4$(%$&'$*!.;!-#$!,(./4!1.(K7!!

f&!-#$!.-#$(!#)&0<!*.+$!4)(-%'%4)&-*!#)0!&$,)-%5$!)--%-/0$*!-.1)(0*!,(./4!1.(K7!
I*!)!2)&,/),$!*-/0$&-!$L42)%&$0!%-<!!

I think it is unfair to work in groups [...] I don’t know why group work [is 
assigned]. It doesn’t show anything. We all got the same grade even though 
everybody agreed that I was the best.  

>#%2$!,(./4!1.(K!%*!,$&$()226! '.&*%0$($0!-.!3$!)!3$&$;%'%)2!1)6! .;! -$)'#%&,<!
$*4$'%)226!)05)&-),$./*!%&!)!+/2-%'/2-/()2!$0/')-%.&)2!$&5%(.&+$&-<!%-!%*!%+4.(-)&-!
-#)-! %-*! '#)()'-$(%*-%'*! )&0! )%+*! )($! 1$22! $L42)%&$0! 36! -$)'#$(*! ?h)**)&%$&<! ABBZO!
:.4.5! $-7)2<! ABCAE7! :($5%./*! *-/0%$*! *#.1$0! -#)-! *.+$! *$$+%&,26! 1$22MK&.1&!
-$)'#%&,! )&0! )**$**+$&-! +$-#.0*! +%,#-! 3$! /&'2$)(! ;.(! *-/0$&-*! .;! %++%,()&-!
3)'K,(./&0*<!)*!-#$6!+%,#-!&.-!#)5$!$L4$(%$&'$0!-#$+!3$;.($!?@.$*'#<!ABCDE7!X&!-#$!
)3.5$M4($*$&-$0!$L)+42$<!-#$!4)(-%'%4)&-!')+$!;(.+!)!'/2-/($!1#$($!,(./4!1.(K!1)*!
()($26!)442%$07!F/(%&,!-#$!%&-$(5%$1<!#$!'.++$&-$0!-#)-!#$!1)*!&.-!;)+%2%)(!1%-#!-#$!
)%+*!.;!-#$!,(./4!1.(K!)&0!,$&$()226!0%0!&.-!K&.1!1#6!%-!1)*!)**%,&$07!"#$!-$)'#$(!
0%0!&.-!4(.4$(26!%&-(.0/'$!-#$!4/(4.*$!.;!-#$!,(./4!1.(K<!)&0!-#$!&$,)-%5$!)--%-/0$*!
-.1)(0*!%-!1$($!'($)-$0!36!-#$!*-/0$&-]*!,$&$()2!+%*'.&'$4-%.&*7!!

"#$!)&)26*%*!.;!-#$!%&-$(5%$1*!($5$)2$0!)&!%&-$($*-%&,!4)--$(&<!1#%'#!1)*!'2$)(26!
4.(- ()6$0! %&! -#%*! *$'-%.&7! "#$! +)Q.(%-6! .;! -#$! 4)(-%'%4)&-*! 1#.! $L4$(%$&'$0! *.+$!
0%+$&*%.&*!.;!'/2-/()226!($*4.&*%5$!-$)'#%&,<!*/'#!)*!)&!)3%2%-6!-.!$L4($**!-#$%(!.1&!
-#./,#-*<!3$%&,!)32$!-.!/*$!-#$%(!4($5%./*!$L4$(%$&'$*!)&0!K&.12$0,$!)&0!'($)-$!)!2%&K!
3$-1$$&! ;.(+)2! $0/')-%.&! )&0! 2%;$! 1$($! *-/0$&-*! %&! -#$! Y'#..2! .;! 80/')-%.&<!
k&%5$(*%-6!.;!X'$2)&07!"#%*!4)--$(&!'./20!3$!$L42)%&$0!36!-#$!'/(($&-!$+4#)*%*!.&!-#$!
'/2-/()226!($*4.&*%5$!-$)'#%&,!+$-#.0*!)&0!+/2-%'/2-/()2!$0/')-%.&!%&!-#$!Y'#..2!.;!
80/')-%.&!)&0!-$)'#$(*]!#%,#!2$5$2!.;!-#$!)1)($&$**!.;!0%5$(*$!*-/0$&-*]!&$$0*!?*$$!
)2*.!@..K*!$-!)27<!ABCCO!T),&)(*0^--%(!N!@2_&0)2<!ABBV<!ABCDE7!!

Power-sharing and equality in the classroom  
F/(%&,! -#$!%&-$(5%$1%&,!4(.'$**! )&0!-#$+)-%'! )&)26*%*<!-#$!($*$)('#!,(./4!3$')+$!
)1)($!.;!)!4)--$(&7!Y$5$()2!4)(-%'%4)&-*!4.%&-$0!./-!-#)-!-#$6!$&Q.6$0!-#$!$9/)2%-6!%&!
'2)**(..+*!)&0!0%)2.,/$!3$-1$$&!-$)'#$(*!)&0!*-/0$&-*7!P/(-#$(<!*.+$!4)(-%'%4)&-*!
$L4($**$0!-#)-!-#%*!0$+.'()-%'!1)6!.;!-$)'#%&,<!1#$($!-#$!+)Q.(%-6!.;!-$)'#$(*!1$($!
$)*%26!)''$**%32$<!)&0!-#$!$0/')-%.&)2!4(.'$**!1)*!)&!$L'#)&,$!.;!K&.12$0,$!3$-1$$&!
*-/0$&-*!)&0!-$)'#$(*<!1)*!-.-)226!&$1!-.!-#$+!)*!-#$6!#)0!&.-!$L4$(%$&'$0!%-!%&!-#$%(!
'./&-(%$*!.;!.(%,%&7!89/)2%-6!)&0!4.1$(M*#)(%&,!%&!$0/')-%.&)2!%&*-%-/-%.&*!%&!X'$2)&0!
,.!)2.&,!1%-#!0$+.'()-%'!5%$1*!)&0!,$&$()2!$9/)2%-6!-#)-!4($5)%2*!%&!+.0$(&!X'$2)&0%'!
*.'%$-6!?Y-Q^(&)(*K(o!2pq5$20%*%&*!r*2)&0*!sG.&*-%-/-%.&!.;!-#$!T$4/32%'!.;!X'$2)&0t<!
C[DDE7!!
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b)(%./*!($*$)('#!*-/0%$*!*#.1$0!-#)-!*-/0$&-*!5)2/$0!-$)'#$(*!1#.!4.**$**$0!-#$!
K&.12$0,$!.;!-#$!*/3Q$'-!-#$6!-)/,#-<!#)0!'.+4$-$&'$*!%&!0%5$(*$!-$)'#%&,!+$-#.0*<!
1$($!1$22!4($4)($0!;.(! -#$! '2)**<!)&0!1$($!)32$!-.!+)&),$!-%+$!1$22!?G)(/*$--)!N!
G()&-.&<!ABB[O!h%22<!ABCDO!T),&)(*0^--%(!N!@2_&0)2<!ABCDO!b$22)<!ABBAE7!"#$*$!)($!
-#$!4(%+)(6!;)'-.(*!+$)*/($0!%&!-$)'#%&,!$5)2/)-%.&*7!>#)-!%*!&.-!2$**!%+4.(-)&-!;.(!
*-/0$&-*!%*!-.!;.(+!-(/*-%&,!($2)-%.&*#%4*!1%-#!-$)'#$(*!)&0!$L4$(%$&'$!)&!)-+.*4#$($!
.;! *);$-6<!($*4$'-<! )&0! ;2$L%3%2%-6!%&!-#$!2$)(&%&,!*4)'$<!-#$! '#)()'-$(%*-%'!0$-)%2*! .;!
'/2-/()226!($*4.&*%5$!-$)'#%&,!?U)6O!ABCWO!R%$-.<!ABCBE7!"#$!*-/0$&-*!1)&-!-.! ;$$2!
*/44.(-$0!%&!-#$%(!2$)(&%&,!)&0!-.!3$!5)2/$0!;.(!1#)-!-#$6!3(%&,!%&-.!-#$!'2)**(..+7!
:(.5%0%&,!4$(*.&)2!)&0!($2$5)&-!*/44.(-!')&!#)5$!)!#%,#26!4.*%-%5$!%&;2/$&'$!3.-#!.&!
*-/0$&-*]! $L4$(%$&'$*! .;! -#$! 2$)(&%&,! 4(.'$**! )&0! -#$%(! )')0$+%'! 4$(;.(+)&'$!
?8&,*-(.+!N!"%&-.<!ABBWE7!I!4)(-%'%4)&-!1#.!*-/0%$0!'.+4/-$(!*'%$&'$!*#)($0!#$(!
*-.(6<!!

The trick is to have a good relationship with teachers [...] There was a teacher 
who knew that my Icelandic was not good, and he said that he was going to 
help me, you know to explain about the home assignments and so on. And we 
were skyping every day.  

F$5$2.4%&,!)!4$(*.&)2!'.&&$'-%.&!1%-#!%++%,()&-!*-/0$&-*!-#)-!%*!3/%2-!.&!+/-/)2!
($*4$'-<!,$&/%&$!'.&'$(&!;.(!*-/0$&-*<!$&Q.6+$&-!.;!)&0!'.++%-+$&-!-.!-$)'#%&,<!)&0!
1%22%&,&$**!-.!%+4(.5$!-#$!4()'-%'$!)($!-#$!'#)()'-$(%*-%'*!-#)-!-#$!4)(-%'%4)&-*!.;!-#$!
*-/06! &)+$! )*! %+4.(-)&-! %&! -#$%(! -$)'#$(*7! P/(-#$(+.($<! +/2-%'/2-/()2! $0/')-%.&!
-#$.(%*-*!$+4#)*%=$0!-#$!%+4.(-)&'$!.;!4.1$(M*#)(%&,!%&!)!0%5$(*$!'2)**(..+!3$')/*$!
%-!$+4.1$(*!-#$!*-/0$&-*<!%+4(.5$*!-#$%(!*$&*$!.;!($*4.&*%3%2%-6!;.(!-#$%(!.1&!2$)(&%&,!
)&0!%-!,$&$()226!'.&-(%3/-$*!-.!-#$%(!*$&*$!.;!3$2.&,%&,!%&!-#$!/&%5$(*%-6!$&5%(.&+$&-!
?@)&K*! N! @)&K*<! ABCBE7! I! *-/0$&-! 1#.! *-/0%$0! 4$0),.,6<! )&0! 1#.! #)0! 3(.)0!
%&-$(&)-%.&)2!$L4$(%$&'$*!.;!*-/06%&,!%&!0%;;$($&-!$&5%(.&+$&-*<!'.&'2/0$0<!!

I’ve been in other countries in universities. I’ve seen different methods of 
teaching, but that [Icelandic] was like absolutely different for me, I finally feel 
like home [...] Maybe because the group is not that big. Maybe we are not that 
many. Even teachers know you by name. It was kind of like personal.  

f&!-#$!.-#$(!#)&0<!+%*,/%0$0!$+4)-#6!($*/2-%&,!%&!#.20%&,!%++%,()&-!*-/0$&-*!
-.!2.1$(!*-)&0)(0*!)&0!$L4$'-%&,!2$**!;(.+!-#$+!1)*!'.&*%0$($0!36!-#$!4)(-%'%4)&-*!
-.! 3$! -#$! 2$)*-! +.-%5)-%&,! +$-#.07! F/(%&,! -#$! %&-$(5%$1*<! *$5$()2! 4)(-%'%4)&-*!
$L4($**$0!0%**)-%*;)'-%.&!1%-#!-#$!2.1!$L4$'-)-%.&*!-#)-!*.+$!-$)'#$(*!*#.1$0!-.1)(0!
%++%,()&-!*-/0$&-*7! I!4)(-%'%4)&-!1#.!*-/0%$0!2)1!+$&-%.&$0<!d"#$!-$)'#$(!0%0&]-!
-$)'#!/*!5$(6!1$227!X!-#%&K<!*#$!K%&0!.;!)44(.)'#$0!/*!)*!%;!1$!1$($!'#%20($&e7!"#%*!
4)(-%'%4)&-]*!&$,)-%5$!$L4$(%$&'$*! )($! */44.(-$0!36!5)(%./*! *-/0%$*! -#)-! *#.1! -#)-!
-$)'#$(*!*#./20!#)5$!#%,#!)')0$+%'!$L4$'-)-%.&*!;.(!)22!*-/0$&-*!3$')/*$!2.1$(%&,!
$L4$'-)-%.&*! 3)*$0! .&! *-/0$&-*]! $-#&%'! 3)'K,(./&0! 2$)0*! -.! 2.1$(! 1$22M3$%&,! ;.(!
%++%,()&-!*-/0$&-*<!+)K%&,!-#$+!;$$2!%&5%*%32$!?@)&K*!N!@)&K*<!ABCBO!@.$*'#<!ABCDO!
Y1)+%&)-#)&!N!I2;($0<!ABBCE7!!

"#$!)&)26*%*!.;!-#$!%&-$(5%$1*!($5$)2$0!-#)-!-#$!4)(-%'%4)&-*]!$L4$(%$&'$*!1$($!
4.*%-%5$!%&!-#.*$!')*$*!1#$&!-#$6!;$2-!-#)-!-$)'#$(*!)44(.)'#$0!-#$+!1%-#!($*4$'-!)&0!!

!
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5)2/$0!-#$%(!4($5%./*!3)'K,(./&0*!)&0!K&.12$0,$!-#)-!-#$6!3(./,#-!1%-#!-#$+!)&0!
$&'./(),$0!'(%-%')2!-#%&K%&,!)&0!0%*'/**%.&*!%&!-#$!'2)**(..+7!"#%*!%*!3)*$0!.&!-#$!
&.-%.&! .;! 4.1$(M*#)(%&,! 1#%'#! %*! '.&*%0$($0! 3$%&,! )&! %+4.(-)&-! 0%+$&*%.&! .;!
'/2-/()226! ($*4.&*%5$! -$)'#%&,! ?@)&K*! N! @)&K*<! ABCBO! U)6<! ABCWO! R%$-.<! ABCBE7!
F$*4%-$!-#)-!-#$!-#$.(%*-*!.;! '/2-/()226!($*4.&*%5$!-$)'#%&,!)(,/$!-#)-!*/'#!-$)'#%&,!
+$-#.0*! *#./20! 3$! '.&*%*-$&-! )&0! 3)*$0! .&! *6*-$+)-%'! %+42$+$&-)-%.&! .;! )22! -#$!
0%+$&*%.&*<!-#$!'/(($&-!($*$)('#!;%&0%&,*!#%,#2%,#-!-#)-!$5$&!1#$&!*%&,2$!0%+$&*%.&!
*/'#!)*!4.1$( M*#)(%&,!%*!)442%$0!%-!#)*!)!4.*%-%5$!%&;2/$&'$!.&!*-/0$&-*]!$L4$(%$&'$*7!!

!

Conclusion!!

"#$!)&)26*%*!.;!-#$!%&-$(5%$1*!%&0%')-$0!-#)-!'/2-/()226!($*4.&*%5$!-$)'#%&,!)*!)!
;/226! $*-)32%*#$0!-$)'#%&,! +$-#.0! %*! *-%22! )&! /&'.++.&! 4#$&.+$&.&! %&! X'$2)&0%'!
/&%5$(*%-%$*7! I''.(0%&,! -.! -#$! 4)(-%'%4)&-*]! $L4$(%$&'$*<! -#$! Y'#..2! .;! 80/')-%.&<!
k&%5$(*%-6!.;!X'$2)&0!*#.1*!-#$!*-(.&,$*-!$+4#)*%*!.&!'/2-/()226!($*4.&*%5$!-$)'#%&,7!!

"#$!;%&0%&,*!($2)-$0!-.!-#$!4)(-%'%4)&-*]!$L4$(%$&'$*!.;!-#$!1.(K2.)0!%&!X'$2)&0%'!
/&%5$(*%-%$*<!($5$)2$0!-1.!'2$)(!4)--$(&*!%&!4)(-%'%4)&-*]!$L4$(%$&'$*7!"#$!4)(-%'%4)&-*!
)44($'%)-$0!1#$&!-$)'#$(*!4)%0!)--$&-%.&!-.!-#$!*-/0$&-*]!&$$0*!)&0!)22.1$0!-#$+!-.!
)2-$(!-#$%(!1.(K2.)0!1#%2$!K$$4%&,!-#$!-$)'#%&,!1%-#%&!-#$!;()+$*!.;!-#$!*622)3/*7!"#%*!
'.(($*4.&0*!-.!*/,,$*-%.&*!.;!-#$.(%*-*!.;!+/2-%'/2-/()2!$0/')-%.&<!-#)-!$+4#)*%*$!-#$!
%+4.(-)&'$!.;!3)2)&'$0!1.(K2.)0!)&0!)44(.4(%)-$!)**$**+$&-!+$-#.0*!-#)-!$5)2/)-$!
2$)(&%&,!4(.,($**!()-#$(!-#)&!+$)*/(%&,!*-/0$&-*]!)'#%$5$+$&-!?@)&K*!N!@)&K*<!ABCBO!
U)6<!ABCWO!Y2$$<!ABCBE7!f&!-#$!.-#$(!#)&0<!-#$!4)(-%'%4)&-*]!$L4$(%$&'$*!1$($!+)%&26!
&$,)-%5$! %&! -#.*$! ')*$*! 1#$&! -#$! -$)'#$(*! %,&.($0! */,,$*-%.&*! '.+%&,! ;(.+! -#$!
*-/0$&-*!)&0!-#$!4)(-%'%4)&-*!1$($!&.-!)22.1$0!-.!'#..*$!*.+$!($)0%&,!+)-$(%)2*7!!

c)&,/),$ M($2)-$0!%**/$*!1$($!1%0$26!0%*'/**$0!0/(%&,! -#$!%&-$(5%$1*! )&0! -#$!
;%&0%&,*!%&0%')-$0!-#)-!-#$!+)Q.(%-6!.;!-#$!4)(-%'%4)&-*!1%*#!;.(!3$--$(!2)&,/),$!*/44.(-!
0/(%&,!-#$%(!*-/0%$*7!I00%-%.&)226<!-#$!4)(-%'%4)&-*!1$($! '.&'$(&$0!1%-#!-#$!2)'K!.;!
'2$)(!2)&,/),$!4.2%'%$*! ($,)(0%&,! /*),$! .;! 8&,2%*#! )&0! .-#$(!2)&,/),$*!%&!1(%--$&!
)**%,&+$&-*7!"#$!4)(-%'%4)&-*!$L4($**$0!1%*#$*!;.(!-#$!*-)&0)(0%*)-%.&!.;!4.2%'%$*!)&0!
(/2$*!($,)(0%&,!2)&,/),$!*/44.(-!)&0!*4$'%)2!)**%*-)&'$!0/(%&,!-#$!$L)+*7!!

>#$&!%-!'.+$*!-.!-#$!4)(-%'%4)&-*]!4$(*4$'-%5$*!.&!'/2-/()226!($*4.&*%5$!-$)'#%&,<!
$*4$'%)226! )442%$0! 36! -#$! -$)'#$(*! )-! -#$! Y'#..2! .;! 80/')-%.&<! -#$! )&)26*%*! .;! -#$!
%&-$(5%$1*!*#.1$0!)&!)44)($&-!4)--$(&!%&!-#$!4)(-%'%4)&-*]!)&*1$(*7!"#.*$!*-/0$&-*!
1#.!1$($!$&'./(),$0! -.! / *$! -#$%(!4($5%./*!K&.12$0,$! )&0!$L4$(%$&'$*!0/(%&,! -#$!
2$)(&%&,!4(.'$**!;$2-!+.-%5)-$0!)&0!'.&*%0$($0!-#$*$!-$)'#%&,!+$-#.0*!-.!3$!($2$5)&-7!
@/%20%&,!.&!*-/0$&-*]!$L%*-%&,!K&.12$0,$!)&0!$&'./(),%&,!-#$+!-.!/*$!-#$%(!'/2-/()2!
3)'K,(./&0<!2)&,/),$*!)&0!4($5%./*!$L4$(%$&'$*!)($!($,)(0$0!)*!-#$!+)%&!;$)-/($!.;!
'/2-/()226!($*4.&*%5$!-$)'#%&,<!-#)-!'$2$3()-$*!0%5$(*%-6!)&0!5)2/$*!$5$(6!*-/0$&-!?U)6<!
ABCWO!R%$-.<!ABCBO!b%22$,)*!N!c/')*<!ABBAE7!!

 

nordiccie.org       NJCIE 2019, Vol. 3(2), 37-54  



 

138 

Benediktsson, Wozniczka, Tran & Ragnarsdóttir  52  

:($5%./*!($*$)('#!*/,,$*-*!-#)-!-$)'#$(*!*#./20!'.&*%0$(!)4426%&,!+/2-%'/2-/()2!
,(./4!1.(K!)*!)!4(.0/'-%5$!1)6!.;!*#)(%&,!K&.12$0,$!)&0!4(.+.-%&,!'(.** M'/2-/()2!
%&-$()'-%.&!3$-1$$&!-#$!*-/0$&-*!?F$!b%-)<!ABBJO!h)**)&%$&<!ABBZO!:.4.5!$-7)2<!ABCAE7!
I''.(0%&,!-.!-#$!4)(-%'%4)&-*!%&!-#$!4($*$&-$0!*-/06<!,(./4!1.(K!%*!;($9/$&-26!)442%$0!
%&!-#$!X'$2)&0%'!/&%5$(*%-%$*7!"#.*$!4)(-%'%4)&-*<!1#.!/&0$(*-..0!-#$!4/(4.*$!)&0!-#$!
)05)&-),$* !.;! -#$!+/2-%'/2-/()2! ,(./4!1.(K<!#)0!4.*%-%5$!$L4$(%$&'$*! .;!%-7! f&!-#$!
.-#$(!#)&0<!-#.*$!4)(-%'%4)&-*!1#.!1$($!/&;)+%2%)(!1%-#!-#$!'.&'$4-*!.;!,(./4!1.(K!
#)0!+.*-26!&$,)-%5$!)--%-/0$*!-.1)(0*!,(./4!1.(K7!I*!'2)%+$0!36!4($5%./*!($*$)('#!
*-/0%$*<!%&!.(0$(!-.!$2%+%&)-$!+%*'.&'$4-%.&*!)3./-!+/2-%'/2-/()2!,(./4!1.(K<!-$)'#$(*!
*#./20!'2$)(26!%&-(.0/'$!-#$!+)%&!4/(4.*$*!)&0!)05)&-),$*!.;!%-<!$*4$'%)226!-.!-#.*$!
*-/0$&-*<!1#.!)($!/&)'9/)%&-$0!1%-#!-#%*!-$)'#%&,!+$-#.0!?F$!b%-)<!ABBJO!:.4.5!$-7)2<!
ABCAE7!!

Y$5$()2!4)(-%'%4)&-*!%&!-#$!4($*$&-$0!*-/06!#%,#26!)44($'%)-$0!-#$!0$+.'()-%'!1)6!
.;!-$)'#%&,<!-#)-!%*!)!'#)()'-$(%*-%'!;$)-/($!.;!X'$2)&0%'!$0/')-%.&7!I''.(0%&,!-.!-#$%(!
$L4$(%$&'$*<!-#$!+)Q.(%-6!.;!-$)'#$(*!1$($!$)*%26!)''$**%32$<!)&0!-#$6!1$($!,$&/%&$26!
')(%&,!;.(! -#$%(! *-/0$&-*7! I&! )-+.*4#$($! .;! ')(%&,<! +/-/)2! -(/*-! )&0! ($*4$'-! %*!
$+4#)*%*$0! %&! -#$! ;%$20! .;! +/2-%'/2-/()2! $0/')-%.&! ?@)&K*! N! @)&K*<! ABCBE7! "#$!
4)(-%'%4)&-*! ($4.(-$0! -#)-! -#%*! 1)6! .;! -$)'#%&,! #)0! )&! $+4.1$(%&,! $;;$'-! )&0!
'.&-(%3/-$0!-.!-#$%(!*$&*$!.;!3$2.&,%&,!%&!-#$!/&%5$(*%-67!!

"#$!,.)2!.;!-#$!*-/06!1)*!&.-!.&26!-.!4(.5%0$!%&*%,#-!%&-.!%++%,()&-!*-/0$&-*]!
$L4$(%$&'$*! .;! -$)'#%&,!+$-#.0*! )&0!$0/')-%.&!4(.'$**! )-!0%;;$($&-! /&%5$(*%-%$*!%&!
X'$2)&0!3/-!)2*.!-.!')22!$0/')-%.&)2!%&*-%-/-%.&*!-.!)'-%.&!-.!-)K$!*-$4*!-.1)(0*!$9/)2%-6!
%&!/&%5$(*%-%$*!-#(./,#!%&-(.0/'%&,!)&0!%+42$+$&-%&,!'/2-/()226!($*4.&*%5$!-$)'#%&,!
+$-#.0*!%&!0%;;$($&-!)')0$+%'!0%*'%42%&$*7!"#$!4($*$&-$0!*-/06!)(,/$*!-#)-!'/2-/()226!
($*4.&*%5$!-$)'#%&,!%*!#%,#26!($2$5)&-!%&!/&%5$(*%-%$*!1#$($!-#$!0%5$(*%-6!.;!*-/0$&-!
4.4/2)-%.&*! ,(.1*7! P/(-#$(+.($<! -#$! *-/06! #%,#2%,#-*! -#)-! %++%,()&-! *-/0$&-*]!
$L4$(%$&'$*! .;! 2$)(&%&,!4(.'$**! 3$'.+$!4.*%-%5$<!$5$&!1#$&! '/2-/()226! ($*4.&*%5$!
-$)'#%&,! %*! )442%$0! /&*6*-$+)-%')226! 36! *.+$! -$)'#$(*7! "#%*! &)-/()226! -(%,,$(*! )!
(#$-.(%')2!9/$*-%.&!.;!1#)-!%+42%')-%.&*!'/2-/()226!($*4.&*%5$!-$)'#%&,!1./20!3(%&,!%;!
%-! 1$($! )442%$0! )*! )! ;/226! $*-)32%*#$0! -$)'#%&,! +$-#.0! )&0! )! +%&0*$-! %&! #%,#$(!
$0/')-%.&7!!

References!!

Alex, J. L., Miller, E. A., Platt, R. E., Rachal, J. R., & Gammill, D. M. (2007). Making the 
invisible visible: A model for delivery systems in adult education. !"#$%&'(")(*+#',(
-+#.&,/"%0(12(2), 13-22. Retrieved from http://files.eric.ed.gov/fulltext/EJ891066.pdf  
Ashwin, P., Boud, D., Coate, K., Hallett, F., Krause, K.-L., Leibowitz, B., Keane, E. (2015). 
34)'4.,/54(,4&.6/%7(/%(6/764$(4+#.&,/"%. New York: Bloomsbury Academic.  
Banks, J. A., & Banks, C. A. M. (2015). 8#',/.#',#$&'(4+#.&,/"%9(:;;#4;(&%+(<4$;<4.,/54;((9th 
Ed.). Hoboken, NJ: John Wiley & Sons.  
Boesch, B. (2014). The importance of the professor in college classroom climate for 
immigrant students. ="''474(>#&$,4$'?0(@A(4). Retrieved from 
https://eric.ed.gov/?id=EJ1058110  

nordiccie.org       NJCIE 2019, Vol. 3(2), 37-54  



 

139 

53  Immigrant students’ experiences of higher education  

Books, S., Ragnarsdóttir, H., Jónsson, Ó. P., & Macdonald, A. (2011). A university program 
with “the whole world as a focus”: An Icelandic response to globalization. :%%"5&,/54(B/764$(
-+#.&,/"%0(12(2), 125-139. https://doi.org/10.1007/s10755-010-9163-77  
Braun, V., & Clarke, V. (2013). C#..4;;)#'(D#&'/,&,/54($4;4&$.6. London: Sage. 
Brinkmann, S., & Kvale, S. (2015). InterViews: Learning the craft of qualitative research 
interviewing (2. Ed.). Thousand Oaks: Sage. 
Burner, T., Nodeland, T. S., & Aamaas, Å. (2018). Critical perspectives on perceptions and 
practices of diversity in education. E"$+/.(!"#$%&'(")(="F<&$&,/54(&%+(:%,4$%&,/"%&'(
-+#.&,/"%(GE!=:-H0(I(1), 3-15. https://doi.org/10.7577/njcie.2188 
Carusetta, E., & Cranton, P. (2009). Learning to teach: An illustrative case from the Canadian 
community college system. E4J(+/$4.,/"%;()"$(&+#',(&%+(."%,/%#/%7(4+#.&,/"%((124), 73-81. 
https://doi.org/10.1002/ace.354  
Creswell, J. W. (2008). Educational research: Planning, conducting, and evaluating 
quantitative and qualitative research. Upper Saddle River, NJ: Pearson.  
De Vita, G. (2005). Fostering intercultural learning through multicultural group work. In J. 
Carroll & J. Ryan (Eds.), K4&.6/%7(/%,4$%&,/"%&'(;,#+4%,;9(:F<$"5/%7('4&$%/%7()"$(&''((pp. 75-
83). New York: Routledge.  
Engstrom, C., & Tinto, V. (2008). Access without support is not opportunity. =6&%749(K64(
F&7&L/%4(")(6/764$('4&$%/%70(MN(1), pp. 46-50. https://doi.org/10.3200/CHNG.40.1.46-50  
European Commission/EACEA/Eurydice. (2015). K64(-#$"<4&%(B/764$(-+#.&,/"%(*$4&(/%(
IN@O9(P"'"7%&(Q$".4;;(:F<'4F4%,&,/"%(34<"$,. Luxembourg: Publications Office of the 
European Union.  
Flick, U. (2009). *%(/%,$"+#.,/"%(,"(D#&'/,&,/54($4;4&$.6((4th Ed.). London: Sage. 
Fylkesnes, S., Mausethagen, S., & Nilsen, A. B. (2018). The double meaning making of the 
term cultural diversity in teacher educator discourses. E"$+/.(!"#$%&'(")(="F<&$&,/54(&%+(
:%,4$%&,/"%&'(-+#.&,/"%(GE!=:-H0(I(1), 16-38. https://doi.org/10.7577/njcie.2284 
Gaebel, M., & Zhang, T. (2018). K$4%+;(IN@R9(S4&$%/%7(&%+(,4&.6/%7(/%(,64(-#$"<4&%(
B/764$(-+#.&,/"%(*$4&. Retrieved from https://eua.eu/resources/publications/757:trends-
2018-learning-and-teaching-in-the-european-higher-education-area.html  
Gay, G. (2018). Culturally responsive teaching: Theory, research, and practice (3rd Ed.). New 
York: Teachers College Press.  
Gay, G. (2001). Preparing for culturally responsive teaching. !"#$%&'(")(K4&.64$(-+#.&,/"%0(
O1(2), 106- 116. https://doi.org/10.1177/00224871020530020033  
Hassanien, A. (2006). Student experience of group work and group assessment in higher 
education. !"#$%&'(")(,4&.6/%7(/%(,$&54'(T(,"#$/;F0(2(1), 17-39. 
https://doi.org/10.1300/J172v06n01_02  
Hill, L. H. (2014). Graduate students’ perspectives on effective teaching. *+#',('4&$%/%70(
IO(2), 57-65. https://doi.org/10.1177/1045159514522433  
Karge, B. D., Phillips, K. M., Jessee, T., & McCabe, M. (2011). Effective strategies for 
engaging adult learners. !"#$%&'(")(="''474(K4&.6/%7(T(S4&$%/%70(R(12), 53-56. 
https://doi.org/10.19030/tlc.v8i12.6621  
Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy. *F4$/.&%(
-+#.&,/"%&'(34;4&$.6(!"#$%&'0(1I(3), 465-491. https://doi.org/10.3102/00028312032003465  
Ladson-Billings, G. (2014). Culturally relevant pedagogy 2.0: aka the remix. B&$5&$+(
-+#.&,/"%&'(345/4J0(RM(1), 74-84. https://doi.org/10.17763/haer.84.1.p2rj131485484751  

nordiccie.org       NJCIE 2019, Vol. 3(2), 37-54  



 

140 

Benediktsson, Wozniczka, Tran & Ragnarsdóttir  54  

Lichtman, M. (2013). >#&'/,&,/54(34;4&$.6(/%(-+#.&,/"%((3rd Ed.). Thousand Oaks, 
California: SAGE Publications.  
Nieto, S. (2010). The light in their eyes: Creating multicultural learning communities. New 
York: Teachers College Press.  
Nodelman, D. J. (2013). Culturally responsive methodology within an aesthetic framework. In 
M. Berryman, S. Soohoo, & A. Nevin (Eds.), =#',#$&''?($4;<"%;/54(F4,6"+"'"7/4;((pp. 149-
173). Bingley: Emerald group.  
Parekh, B. (2005). Rethinking multiculturalism: Cultural diversity and political theory. New 
York: Palgrave Macmillan.  
Popov, V., Brinkman, D., Biemans, H. J. A., Mulder, M., Kuznetsov, A., & Noroozi, O. 
(2012). Multicultural student group work in higher education: An explorative case study on 
challenges as perceived by students. :%,4$%&,/"%&'(!"#$%&'(")(:%,4$.#',#$&'(34'&,/"%;0(12(2), 
302-317. https://doi.org/10.1016/j.ijintrel.2011.09.004  
Ragnarsdóttir, H., & Blöndal, H. (2007). Háskólastigið í ljósi hnattvæðingar: Rannsókn á 
stöðu og reynslu erlendra nemenda við Kennaraháskóla Íslands. U<<4'+/("7(F4%%,#%0(@2(2), 
161-182. Retrieved from http://timarit.is/view_page_init.jsp?pageId=5209297  
Ragnarsdóttir, H., & Blöndal, H. (2014). Fjölmenningarlegt námssamfélag: Reynsla nem- 
enda af alþjóðlegu námi í menntunarfræði við Háskóla Íslands. U<<4'+/("7(F4%%,#%0(I1(1), 
27-45. Retrieved from http://timarit.is/view_page_init.jsp?pageId=6009450  
Rubenson, K. (2011). *+#',('4&$%/%7(&%+(4+#.&,/"%. Oxford: Academic Press. 
Sandelowski, M. (1994). Notes on qualitative methods: The use of quotes in qualitative 
research. 34;4&$.6(/%(E#$;/%7 & B4&',6, @A+!479X482/!https://doi.org/10.1002/nur.4770170611 
Slee, J. (2010). A systemic approach to culturally responsive assessment practices and 
evaluation. B/764$(-+#.&,/"%(>#&$,4$'?0(2M(3), 246-260. https://doi.org/10.1111/j.1468-
2273.2010.00464.x  
Statistics Iceland. (2016). Immigrants and persons with foreign background 2016. Retrieved 
from http://statice.is/publications/news-archive/population/immigrants-and-persons-with-
foreign- background-2016/  
Statistics Iceland. (2018). Fjöldi nýnema á háskólastigi hefur tvöfaldast á tuttugu árum 
[Number of new university students doubled during past twenty years]. Retrieved from 
https://hagstofa.is/utgafur/frettasafn/menntun/nynemar-i-haskolum-2010-2017/  
Stjórnarskrá lýðveldisins Íslands [Constitution of the Republic of Iceland]. (1944). Retrieved 
from https://www.althingi.is/lagas/nuna/1944033.html  
Swaminathan, R., & Alfred, M. (2001). Strangers in the mirror: Immigrant students in the 
higher education classroom. *+#',('4&$%/%70(@1(1), 29-32. 
https://doi.org/10.1177/104515950101200408  
Vella, J. (2002). Learning to listen, learning to teach: The power of dialogue in teaching 
adults. San Francisco: Jossey-Bass.  
Villegas, A. M., & Lucas, T. (2002). Preparing culturally responsive teachers rethinking the 
curriculum. !"#$%&'(")(K4&.64$(-+#.&,/"%0(O1(1), 20-32. 
https://doi.org/10.1177/0022487102053001003  
 

nordiccie.org       NJCIE 2019, Vol. 3(2), 37-54  

 



 

141 

Paper III  

 
 
 
 
 

 
 

!

!"#$%&'$<'̂ F;'G)G;/'3$'G)/2'%E'2F;'e-)"32)23>;'/;$;)/*F'G/%j;*2' i+-*)23%&)"'!$G3/)23%&$J'NGG%/2-&323;$')&+':F)"";&,;$'E%/'BII3,/)&2$'3&'O&3>;/$32#'
i+-*)23%&'3&'B*;")&+J'*%&+-*2;+'3&'B*;")&+o$'2F/;;'[3,,;$2'-&3>;/$323;$4'^F;'I)3&',%)"'%E'2F;'G)G;/'3$'2%'3&>;$23,)2;'3II3,/)&2'$2-+;&2$o';kG;/3;&*;$'%E'
*%II-&3*)23%&' `32F' 2;)*F;/$' +-/3&,' 2F;' ";)/&3&,' G/%*;$$' )&+' 2F;3/' G;/$G;*23>;$' %&' I-"23*-"2-/)"' ,/%-G' `%/A4' l-/2F;/I%/;J' 2F;' G)G;/' ;kG"%/;$'
3II3,/)&2'$2-+;&2$o';kG;/3;&*;$'%E'";)/&;/ Z*;&2/;+')GG/%)*F')&+'*-"2-/)" "#'/;$G%&$3>;'2;)*F3&,' I;2F%+$')GG"3;+'[#'$%I;'2;)*F;/$4'^F;'+)2)'`)$'
*%"";*2;+'2F/%-,F'E%*-$',/%-G'3&2;/>3;`$')&+'e-)"32)23>;J'$;I3Z$2/-*2-/;+'3&+3>3+-)"'3&2;/>3;`$'`32F'3II3,/)&2'$2-+;&2$4'^F;'2F;%/;23*)"'E/)I;`%/A'
3$'I)3&"#'[)$;+'%&'2F;'*%&$2/-*23>3$2'2F;%/#J'`F3*F';IGF)$3$;$'2F;'3IG%/2)&*;'%E'*%II-&3*)23%&')&+'2F;'";)/&;/Z*;&2/;+')GG/%)*F4'!++323%&)""#J'2F;'
2F;%/;23*)"' E/)I;`%/A' 3&*"-+;$' I-"23*-"2-/)"' ;+-*)23%&' 2F;%/#J' `F3*F' G-2$' )&' ;IGF)$3$' %&' )GG"#3&,' *-"2-/)""#' /;$G%&$3>;' 2;)*F3&,' I;2F%+$' 3&'
*")$$/%%I$'̀ 32F'+3>;/$;'$2-+;&2'G%G-")23%&$4'̂ F;')&)"#$3$'%E'2F;'3&2;/>3;`$ '/;>;)";+'2F)2'2F;'G)/23*3G)&2$o';kG;/3;&*;$'%E'*%II-&3*)23%&'̀ 32F'2;)*F;/$'
)&+'G;;/$'`;/;' I%$2"#'G%$323>;4'@%`;>;/J'*-"2-/)""#'/;$G%&$3>;'2;)*F3&,'3$'$23""')'/)/;'GF;&%I;&%&'3&'B*;")&+3*'-&3>;/$323;$4'SF;&'32'*%I;$'2%'2F;'
G)/23*3G)&2$o'G;/$G;*23>;$'%&',/%-G'`%/AJ'2F;';kG;/3;&*;$'/)&,;+'E/%I'[;3&,'F3,F"#'G%$323>;'2%'&;,)23>;4''
()*+,%-# <'K8GG)(+A1%+8(=,:*8)H,R8*2=,+GG+:*1(%,$%)9&(%$=,B+:B&*,&9)A1%+8(=,NA&.1(9?,

.,/'0$)/$10#/&%$0'2)3'_;&;+3A2$$%&J'!4'B4J's'T),&)/$+%223/J'@4'5678a94':%II-&3*)23%&')&+',/%-G'`%/A'3&'2F;'I-"23*-"2-/)"'*")$$/%%I<'BII3,/)&2'
$2-+;&2$o';kG;/3;&*;$4'O)*8H&1(,^8)*(1.,8',O9)A1%+8(1.,!&$&1*AB=,̀569J'bh]ZbUh4'+%3<'87486ad]H;-Zj;/4M464bh]''

Introduction 
!.#156#6+*#&)#2(&<*(-0*1-&.K#!^6(*.8-^#0&^-617#-0#86=6(&J-.2#=6+7#)*01#*.8#6=6+7#76*+#!^6(*.8#+6^6-=60#-99-2+*.10#)+&9#*((#
8-))6+6.1#^&+.6+0#&)#156#g&+(8:#!.#ABClK#156#J6+^6.1*26#&)#+60-86.10#&)#)&+6-2.#<*^$2+&,.8K#-.^(,8-.2#)-+01E#*.8#06^&.8E#
26.6+*1-&.#-99-2+*.10K#(-=-.2#-.#!^6(*.8#g*0#CF:Fu#@R1*1-01-^0#!^6(*.8K#ABClG:#P^^&+8-.2#1&#R1*1-01-^0#!^6(*.8K#156#16+9#)-+01#
26.6+*1-&.#-99-2+*.1#-0#,068#1&#860^+-<6#*#J6+0&.#<&+.#*<+&*8#g-15#<&15#J*+6.10#*.8#2+*.8J*+6.10#<&+.#*<+&*8#@R1*1-01-^0#
!^6(*.8K#ABClG:#]-15#156#-.^+6*0-.2#J6+^6.1*26#&)#-99-2+*.10#-.#156#^&,.1+7K#156#.,9<6+#&)#-99-2+*.1#01,86.10#J,+0,-.2#
5-256+#68,^*1-&.#-0#^&.01*.1(7#2+&g-.2#@R1*1-01-^0#!^6(*.8K#ABCFG:#Z56#16+9#-99-2+*.1#01,86.1#-0#*JJ(-68#-.#15-0#+606*+^5#
01,87#1&#)-+01#26.6+*1-&.#-99-2+*.10#J,+0,-.2#16+1-*+7#01,8-60#-.#!^6(*.8:#Z56#J+606.168#J*J6+#-0#<*068#&.#156#+60,(10#)+&9#
156#)-+01K#6i16.0-=6#~,*(-1*1-=6#+606*+^5#J+&%6^1#1-1(68#Educational	Aspirations,	Opportunities	and	Challenges	for	Immigrants	
in	University	Education	in	Iceland	^&.8,^168#)+&9#ABCD#1&#ABCF#-.#!^6(*.8k0#15+66#<-22601#,.-=6+0-1-60:#Z56#J+&%6^1#g*0#
),.868#<7#156#!^6(*.8-^#+606*+^5#S,.8#H*..v 0:#!

I&86+.#68,^*1-&.#5*0#<6^&96#9&+6#-.16+*^1-=6:#e&99,.-^*1-&.#*.8#8-0^,00-&.0#-.#156#^(*00+&&9#J(*7#*.#-9J&+1*.1#+&(6#
-.#156#68,^*1-&.*(#J+&^600#@c*.$0#€#c*.$0K#ABCB[#R9*+1K#]-11K#€#R^&11K#ABCAG:#I,(1-^,(1,+*(#68,^*1-&.#156&+7#69J5*0-\60#
156#-9J&+1*.^6#&)#^,(1,+*(#6i^5*.26#15+&,25#*^1-=6#^&99,.-^*1-&.#<61g66.#16*^56+0#*.8#01,86.10#@c*.$0#€#c*.$0K#ABCB[#
Q-61&K#ABCBG:#Z6*^56+0#*+6#6.^&,+*268#1&#*JJ(7#^,(1,+*((7#+60J&.0-=6#*.8#(6*+.6+Ê 6.1+68#*JJ+&*^560#1&#16*^5-.2K#g5-^5#
*((&g#01,86.10#1&#,06#156-+#J+6=-&,0#6iJ6+-6.^60#*.8#1&#^&.01+,^1#.6g#$.&g(6826#8,+-.2#156#(6*+.-.2#J+&^600#*.8#156+6<7#
<6^&96#^+-1-^*(#15-.$6+0#@c+&g.K#ABBY[#M*7K#ABBB[#f*<<*+#€#O*+8*$6+K#ABCY[#R9*+1#61#*(:K#ABCAG:#d+6=-&,0#+606*+^5#5*0#
+6=6*(68#15*1#^+6*1-.2#*#+-^5#9,(1-^,(1,+*(#6.=-+&.96.1#<*068#&.#J&g6+#05*+-.2#*.8#9,1,*(#+60J6^1#69J&g6+0#01,86.10#
*.8#9&1-=*160#1569#@c&60^5K#ABCN[#S+669*.K#P.86+9*.K#€# f6.06.K#ABBl[#H*2.*+08&11-+#€#c(&.8*(K#ABCNG:#Z56#*<&=6E
96.1-&.68#+6*0&.0#05&g#g57#-1#-0#-9J&+1*.1#15*1#,.-=6+0-1-60#J+&9&16#9&86+.#16*^5-.2#9615&80#*.8#6.^&,+*26#16*^56+0#
1&#J,1#9&+6#69J5*0-0#&.#156#(6*+.-.2#J+&^600#*.8#*^1-=6#$.&g(6826#^&.01+,^1-&.#-.#156#^(*00+&&90:##

•••••••••••••••••••••••••••• !
4/5,%%)#6,7-078/&9$1,%3'
!/2;I'B&,I)/'_;&;+3A2$$%&J'@)$A%"3'B$")&+$'H'O&3>;/$32#'%E'B*;")&+J'(;&&2)>3$3&+)$2%E&-&J'D2)AA)F"3+'Z'@)I)/J'87h'T;#Aj)>3AJ'B*;")&+4')/2;IvF343$ '
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454#‚#cUQUm!XZRRTQ#€#HPMQPHRmTZZ!H#V#e&99,.-^*1-&.#*.8#M+&,J#]&+$#-.#156#I,(1-^,(1,+*(#e(*00+&&9#

Z56#J+-9*+7#2&*(#&)#15-0#01,87#-0#1&#6iJ(&+6#156#J*+1-^-J*.10k#6iJ6+-6.^60#&)#156#(6*+.-.2#J+&^600#*1#!^6(*.8-^#,.-=6+0-1-60:#
Z56#9*-.#+606*+^5#~,601-&.0#*+6W##

• ]5*1#*+6#-99-2+*.1#01,86.10k#6iJ6+-6.^60#&)#^&99,.-^*1-&.#g-15#16*^56+0#8,+-.2#156#(6*+.-.2#J+&^600h#
• ]5*1# *+6# -99-2+*.1# 01,86.10k# +6*^1-&.0# 1&# *.8# +6)(6^1-&.0# &.# 156# (6*+.6+Ê 6.1+68# *JJ+&*^5# *.8# ^,(1,+*((7#

+60J&.0-=6#16*^5-.2#9615&80#*JJ(-68#<7#0&96#16*^56+0h##
• ]5*1#*+6#-99-2+*.1#01,86.10k#J6+0J6^1-=60#&.#9,(1-^,(1,+*(#2+&,J#g&+$#*.8#g5*1#^5*((6.260#8&#-99-2+*.1#

01,86.10#6.^&,.16+#8,+-.2#156#2+&,J#g&+$#J+&^600h###

S,+156+9&+6K#156#J*J6+#5-25(-2510#156#-9J&+1*.^6#&)#9*-.1*-.-.2#*.#69J&g6+-.2#0^5&&(#^,(1,+6#g-15-.# -.01-1,1-&.0#&)#
5-256+#68,^*1-&.K#g5-^5#^*.#^&.1+-<,16#1&#01,86.10k#J&0-1-=6#6iJ6+-6.^60#&)#156#(6*+.-.2#6.=-+&.96.1#*.8#6.^&,+*26#156-+#
),+156+#86=6(&J96.1:##

Z56#9615&8&(&2-^*(#(-9-1*1-&.#&)#156#01,87#-0#15*1#156#+60,(10#^*..&1#<6#26.6+*(-068#*.8#*JJ(-68#1&#*((#-99-2+*.10#01,87-.2#
-.#! 6̂(*.8-^#,.-=6+0-1-60:#O&g6=6+K#26.6+*(-0*1-&.#-0#.&1#156#9*-.#2&*(#&)#~,*(-1*1-=6#+606*+^5#@a-^519*.K#ABCYG:#ƒ,*(-1*1-=6#
+606*+^5#*-90#1&#6iJ(&+6#-.8-=-8,*(#6iJ6+-6.^60K#J+&=-86#*#866J6+#,.86+01*.8-.2#&)#156#0&^-*(#-.16+*^1-&.0#*.8#2-=6#-.0-251#
-.1&#J*+1-^,(*+#^*060K#g5-^5#.&#~,*.1-1*1-=6#+606*+^5#^*.#8&:##

Z56#01,87#-0#5-25(7#+6(6=*.1#)&+#!^6(*.8-^#5-256+#68,^*1-&.#<6^*,06#156#.,9<6+#&)#-99-2+*.10#J,+0,-.2#5-256+#68,^*1-&.#
-.#!^6(*.8#-0#2+&g-.2#6=6+7#76*+#*.8#156#-00,60#15*1#-99-2+*.1#01,86.10#9-251#<6#86*(-.2#g-15#&.#*#8*-(7#<*0-0#*+6#01-((#
(*+26(7#,.$.&g.:#P^^&+8-.2#1&#R1*1-01-^0#!^6(*.8K#*JJ+&i-9*16(7#Cju#&)#*((# .6g(7#+62-016+68#,.-=6+0-17#01,86.10#5*8#*#
)&+6-2.# <*^$2+&,.8# -.# ABCl# @R1*1-01-^0# !^6(*.8K# ABCFG:# Z56# J+606.1# 01,87# -0# *(0&# +6(6=*.1# -.# 156# U,+&J6*.# ^&.16i1:#
P^^&+8-.2#1&#156#c&(&2.*#d+&^600#!9J(696.1*1-&.#H6J&+1#@U,+&J6*.#e&99-00-&.VUPeUPVU,+78-^6K#ABC_GK#-99-2+*.10#
*+6#(600#(-$6(7#1&#6.+&(#-.#5-256+#68,^*1-&.:#Z56#.6g601#01*1-01-^0#-.#Q&+g*7#05&g#15*1K#g5-(6#156#26.6+*(#.,9<6+#&)#J6&J(6#
J,+0,-.2# 5-256+# 68,^*1-&.# -0# 2+&g-.2# 6=6+7# 76*+K# 156# .,9<6+# &)# -99-2+*.10# J,+0,-.2# 5-256+# 68,^*1-&.# -0# 2+*8,*((7#
8+&JJ-.2#@Z„..6006.#€#a*+06.K#ABCFG:#Z56#+6*0&.0#<65-.8#156#(&g6+#J6+^6.1*26#&)#-99-2+*.1#01,86.10#^&,(8#<6#*#(*^$#&)#
J+&J6+#68,^*1-&.*(#0,JJ&+1#*.8K#*0#*#+60,(1K#*#(*^$#&)#9&1-=*1-&.#*.8#-.^+6*0-.2#8+&J&,1#*9&.201#-99-2+*.1#01,86.10#
@U,+&J6*.#e&99-00-&.VUPeUPVU,+78-^6K#ABC_[#Z5….2#€#a*+0&.K#ABCB[#]*5(2+6.K#a,.8K#€#M6-26+K#ABCBG:#Z5-0#-.8-^*160#
15*1#9&+6#+606*+^5#05&,(8#<6#^&.8,^168#1&#<6116+#,.86+01*.8#156#J&0-1-&.#&)#-99-2+*.10#-.#5-256+#68,^*1-&.#-.#U,+&J6#
*.8#156#^5*((6.260#15*1#9*7#*))6^1#156-+#*^*869-^#J6+)&+9*.^6#*.8#9&1-=*1-&.:##

Literature	Review	
Z56#156&+61-^*(#)+*96g&+$#-0#<*068#&.#^&.01+,^1-=-01#156&+7K#g5-^5#J+-9*+-(7#)&^,060#&.#156#(6*+.-.2#J+&^600#*.8#*^1-=6#
^&.01+,^1-&.#&)#$.&g(6826#15+&,25#^&.01*.1#86=6(&J96.1#&)#156#01,86.1k0#0$-((0#@c+&&$0#€#c+&&$0K#CjjYG:#e&.01+,^1-=-01#
156&+7#J(*^60#01,86.10#-.#156#^6.1+6#&)#156#68,^*1-&.*(#J+&^600#*.8#69J5*0-060#86=6(&J96.1#&)#6*^5#01,86.1k0#J+&)600-&.*(#
0$-((0:# RJ6^-*(# *116.1-&.# -0# 2-=6.# 1&# 01,86.10k# <*^$2+&,.80# *.8# J+6=-&,0# 6iJ6+-6.^60# *.8# 5&g# 1567# ^&,(8# -9J*^1# 156#
$.&g(6826#^&.01+,^168#8,+-.2#156#(6*+.-.2#J+&^600#@f&.60#€#c+*86+EP+*%6K#ABBAG:#S,+156+9&+6K#05*+-.2#&)#6iJ6+-6.^60#
*.8# $.&g(6826# -0# 5-25(-25168# -.# 156# ^&.01+,^1-=-01# 156&+7K# g5-^5# J+&9&160# 0&^-*(# -.16+*^1-&.K# ^+-1-^*(# 15-.$-.2# *.8#
+68,^1-&.#&)#J+6%,8-^6#@c+&&$0#€#c+&&$0K#CjjY[#e&+.6(-,0E]5- 16K#ABBl[#O6.0&.K#ABBYG:##

e&.01+,^1-=-01# 156&+7# 5*0# 0-9-(*+# 6(696.10# 1&# 9,(1-^,(1,+*(# 68,^*1-&.# 156&+7K# g5-^5# =*(,60# 6=6+7# 01,86.1k0# J+6=-&,0#
6iJ6+-6.^60#*.8#69J5*0-060#6=6+7&.6k0#6~,*(#+-2510#*.8#*^^600#1&#68,^*1-&.K#+62*+8(600#&)#615.-^-17K#+*^6K#0&^-*(#01*1,0#&+#
*.7#&156+#01*1,0#@c*.$0#€#c*.$0K#ABCBG:#T.6#&)#156#-9J&+1*.1#2&*(0#&)#9,(1-^,(1,+*(#68,^*1-&.#-0#^+6*1-.2#*.#69J&g6+-.2#
0^5&&(# ^,(1,+6K# g56+6# 6=6+7# 01,86.1# )66(0# +60J6^168# *.8# 0,JJ&+168# @c*.$0K# ABBlG:# S*-(,+6# 1&# ^+6*16# *.# 69J&g6+-.2#
68,^*1-&.*(#6.=-+&.96.1#^&,(8#*))6^1#156#9&1-=*1-&.#&)#01,86.10#)+&9#=*+-&,0#9-.&+-17#2+&,J0K#-.^(,8-.2#-99-2+*.10#*.8#
(6*8#1569#1&#8+&J#&,1#&)#5-256+#68,^*1-&.#@c*.$0K#ABBl[#Q-61&K#ABCBG:#I,(1-^,(1,+*(#68,^*1-&.#156&+7#J+&9&160#*#(6*+.6+E
^6.1+68# 16*^5-.2# *JJ+&*^5K# ^*((68# ^,(1,+*((7# +60J&.0-=6# 16*^5-.2# @M*7K# ABBB[# >-((62*0# €# a,^*0K# ABBAG:# Z5-0# *JJ+&*^5#
69J5*0-060#6.^&,+*2-.2#*((#01,86.10#1&#,06#156-+#J+6=-&,0#6iJ6+-6.^60#*.8#^,(1,+*(#<*^$2+&,.80#1&#^&.01+,^1#$.&g(6826#
@M*7K# ABBCG:# P# ^,(1,+*((7# +60J&.0-=6# 16*^56+# (6*+.0#*<&,1# 01,86.10k# J+6=-&,0# 6iJ6+-6.^60# 15+&,25# *^1-=6# 8-*(&2,6# *.8#
J+6J*+60#^,++-^,(,9#<*068#&.#01,86.10k#<*^$2+&,.80#*.8#^,(1,+60#@M*7K#ABBBK#ABCBG:##

Z56# (6*+.6+Ê 6.1+68# *JJ+&*^5# 5*0# <6^&96# -.^+6*0-.2(7# J+6=*(6.1# -.# 156# )-6(8# &)# 5-256+# 68,^*1-&.K# g5-^5# -0# 2+*8,*((7#
05-)1-.2#)+&9#*#1+*8-1-&.*(#16*^56+Ê 6.1+68#*JJ+&*^5#15*1#J+68&9-.*.1(7#)&^,060#&.#01,86.10k#*^5-6=696.1#-.016*8#&)#&.#
156# (6*+.-.2# J+&^600# -106()# @c+&g.K# ABBYG:# m60J-16# 156# )*^1# 15*1# 156# 16*^56+Ê 6.1+68# *JJ+&*^5# 5*0# <66.# *^1-=6(7# ,068#
15+&,25&,1#̂6.1,+-60K#-1#5*0#0&96#0-2.-)-^*.1#g6*$#J&-.10K#9*$-.2#-1#-++6(6=*.1#-.#9&86+.#0&^-617:#Z56#16*^56+Ê 6.1+68#
*JJ+&*^5#-0#*#J*00-=6#9&86(K#g56+6#01,86.10#*+6#86J6.86.1#&.#*#16*^56+#g5&#-0#156#J+-9*+7#0&,+^6#&)#$.&g(6826K#g5-^5#
-0#1+*.09-1168#1&#01,86.10K#g5&#5*=6#(-11(6#^5*.^6#1&#^+-1-^-\6#-1#&+#^&.01+,^1#156-+#&g.#$.&g(6826#@M+*.1#€#O-((K#ABBD[#R9*+1#
61#*(:K#ABCAG:##

!.#^&.1+*01#1&#156#16*^56+Ê 6.1+68#*JJ+&*^5K#156#(6*+.6+Ê 6.1+68#*JJ+&*^5#J+&=-860#01,86.10#g-15#156#&JJ&+1,.-17#1&#
<6^&96#^+-1-^*(#15-.$6+0#*.8#̂+6*16#156-+#&g.#$.&g(6826#8,+-.2#*^1-=6#8-0^,00-&.0#g-15#16*^56+0#*.8#J66+0#@c+&g.K#ABBYG:#
Z56#+&(6#&)#156#16*^56+#-0#1&#26.6+*16#1&J-^0#&)#8-0^,00-&.0#*.8#9*-.1*-.#*#J+&8,^1-=6#(6*+.-.2#6.=-+&.96.1#15*1#6.^&,+*260#
01,86.10#1&#(6*+.#6))6^1-=6(7#@O6.0&.K#ABBYG:#d+6=-&,0#+606*+^5#5*0#05&g.#*#J&0-1-=6#-9J*^1#15*1#156#(6*+.6+Ê 6.1+68#
*JJ+&*^5#5*0#&.#01,86.10k#(6*+.-.2#&,1^&960#@e&+.6(-,0E]5-16K#ABBlG:#R1,86.10#g5&#6iJ6+-6.^68#*#(6*+.6+Ê 6.1+68#
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U,+&J6*.#f&,+.*(#&)#U8,^*1-&.*(#H606*+^5#‚#455	

*JJ+&*^5# 86=6(&J68# J&0-1-=6# +6(*1-&.0# 1&# J66+0K# <6^*96# 9&+6# -..&=*1-=6# *.8# (6*+.68# 5&g# 1&# ,06# *# g-86+# +*.26# &)#
-.01+,^1-&.*(#+60&,+^60K#)&+#6i*9J(6K#&.(-.6K#9,(1-968-*K#5,9*.K#<&&$0K#61^:#@e&+.6(-,0E]5-16K#ABBl[#M+*.1#€#O-((K#ABBDG:##

I&+6&=6+K#156#(6*+.6+Ê 6.1+68#*JJ+&*^5#2-=60#01,86.10#9&+6#J&g6+#1&#^&.1+&(#156-+#68,^*1-&.*(#J+&^600#*.8#86=6(&J0#
156-+#+60J&.0-<-(-17#0$-((0:#d&g6+#-0#.&#(&.26+#6i^(,0-=6(7#-.#16*^56+0k#5*.80[#01,86.10#*+6#*(0&#*((&g68#1&#86^-86#g5*1#1567#
(6*+.#*.8#5&g#@c+&g.K#ABBYG:#R5*+-.2#J&g6+#g-15#01,86.10#*.8#-9J+&=-.2#156-+#*^^600#1&#9*.*2-.2#156-+#(6*+.-.2#J+&^600#
^*.#-.^+6*06#6~,*(-17#-.#156#^(*00+&&9#*.8#9*$6#6=6+7#01,86.1#)66(#=*(,68#@M,7K#CjjjG:#d+6=-&,0#01,8-60#0,22601#15*1#*8,(10#
(6*+.#<601#g56.#1567#5*=6#156#&JJ&+1,.-17#1&#*^1-=6(7#J*+1-^-J*16# -.#156#(6*+.-.2#J+&^600#g56.#1567#+6^6-=6#J+*^1-^*(#
-.)&+9*1-&.#*.8#2,-86(-.60#)+&9#156#16*^56+#*.8#*+6#2+*.168#^&.1+&(#&=6+#156#(6*+.-.2#J+&^600#@X*+26K#d5-((-J0K#f60066K#€#
I^e*<6K#ABCC[#H,<6.0&.K#ABCC[#]&&8K#ABBYG:##

P^^&+8-.2# 1&# +606*+^5K#J&0-1-=6# 6iJ6+-6.^60# &)# J6+0&.*(# ^&99,.-^*1-&.0# g-15# 16*^56+0# 5*=6# *(0&# *# J&0-1-=6# 6))6^1# &.#
01,86.10k#*^*869-^#J6+)&+9*.^6#@c&60^5K#ABCN[#H*2.*+08&11-+#€#c(&.8*(K#ABCNG:#H606*+^5#^&.8,^168#<7#c&60^5#@ABCNG#
+6=6*(68#15*1#156#16*^56+0K#15+&,25#156-+#g-((-.2.600#1&#^+6*16#<6116+#J6+0&.*(#^&..6^1-&.0#g-15#01,86.10K#-9J+&=68#156#
87.*9-^0#-.#156#^(*00+&&9#*.8#9&1-=*168#-99-2+*.1#01,86.10:#I&01#01,86.10#5-25(-25168#156#)*^1#15*1#16*^56+0k#*=*-(*<-(-17#
*.8# g-((-.2.600# 1&# 0,JJ&+1# 01,86.10# *)16+# ^(*00# 5&,+0# ^&.1+-<,168#1&#156-+#J&0-1-=6#6iJ6+-6.^6#&)#156# (6*+.-.2#J+&^600#
@c&60^5K#ABCNG:###

Z56#-9J&+1*.^6#&)#601*<(-05-.2#9,1,*(#+60J6^1#*.8#&)#,.86+01*.8-.2#8-))6+6.1#01,86.10k#J&0-1-&.0#*.8#^5*((6.260#-0#&)16.#
8-0^,0068#-.#156#)-6(8#&)#9,(1-^,(1,+*(#68,^*1-&.#@c*.$0#€#c*.$0K#ABCB[#Q-61&K#ABCBG:#O&g6=6+K#156#+60,(10#&)#J+6=-&,0#
01,8-60#69J5*0-\6#15*1#15-0#8&60#.&1#-9J(7#(&&06.-.2#+6~,-+696.10#<*068#&.#01,86.1#615.-^-17#@Rg*9-.*15*.#€#P()+68K#
ABBCG:# Z6*^56+0# 9,01# 5*=6# 6~,*((7# 5-25# *^*869-^# 6iJ6^1*1-&.0# )&+# *((# 01,86.10K# +62*+8(600# &)# 156-+# &+-2-.0# &+# .*1-=6#
(*.2,*260#@c&60^5K#ABCN[#Rg*9-.*15*.#€#P()+68K#ABBCG:##

U01*<(-05-.2#J&0-1-=6#*.8#J+&8,^1-=6#J66+E1&EJ66+#-.16+*^1-&.0#*+6#*0#-9J&+1*.1#*0#9*-.1*-.-.2#J&0-1-=6#+6(*1-&.0#<61g66.#
16*^56+0#*.8#01,86.10#@f&.60#€#c+*86+EP+*%6K#ABBA[#R9*+1#61#*(:K#ABCAG:#U*+(-6+#+606*+^5#01,8-60#5*=6#69J5*0-\68#15*1#
2+&,J# g&+$# J(*70# *.# -9J&+1*.1# +&(6# -.# 01,86.10k# -.162+*1-&.# -.1&# 156# ,.-=6+0-17# 6.=-+&.96.1# *.8# 86=6(&J0# 156-+#
^&99,.-^*1-&.#0$-((0#@O*00*.-6.K#ABBD[#d&J&=#61#*(:K#ABCAG:#S,+156+9&+6K#+606*+^56+0#0,22601#15*1#9,(1-^,(1,+*(#2+&,J#
g&+$# 5*0# *# J&0-1-=6# 6))6^1# &.# 01,86.10k# *^*869-^# J6+)&+9*.^6K# J+&9&160# ^+&00Ê ,(1,+*(# $.&g(6826# 6i^5*.26# *.8#
69J&g6+0#01,86.10#@m6#>-1*K#ABBAK#ABB_[#X-996(#€#>&(61K#ABCB[#Rg66.67K#]6*=6.K#€#O6+-.21&.K#ABBFG:#I,(1-^,(1,+*(#
2+&,J#g&+$#^&.1+-<,160#1&#156#6(-9-.*1-&.#&)#^,(1,+*(#016+6&17J60#*.8#J+6%,8-^60#@m6#>-1*K#ABB_GK#*.#-9J&+1*.1#8-96.0-&.#
-.#9,(1-^,(1,+*(#68,^*1-&.#@c*.$0K#ABBlG:##

m60J-16# *((# 156# J&0-1-=6# 6(696.10# ^&..6^168# 1&# 2+&,J# g&+$K# 8-))6+6.1# 01,8-60#5*=6# +6=6*(68# 15*1# 9*.7# 01,86.10# 5&(8#
.62*1-=6# J+6^&.^6J1-&.0# *<&,1# 9,(1-^,(1,+*(# 2+&,J# g&+$# <6^*,06# 1567# 066# ^,(1,+*(# 8-))6+6.^60# *0# *# <*++-6+# -.016*8# &)#
*8=*.1*260#@m6#>-1*K#ABB_[#d&J&=#61#*(:K#ABCA[#Rg66.67#61#*(:K#ABBFG:#d&J&=#61#*(:#@ABCAG#01,8-68#01,86.10k#*11-1,860#1&g*+80#
9,(1-^,(1,+*(#2+&,J#g&+$#-.#*#,.-=6+0-17#-.#156#Q6156+(*.80:#Z56#01,87#5-25(-25168#0&96#-00,60#^&..6^168#1&#9,(1-^,(1,+*(#
2+&,J#g&+$:#Z56#J*+1-^-J*.10#J&-.168#&,1#15*1#8-))-^,(1-60#&^^,++68#<6^*,06#&)#0&96#2+&,J#969<6+0k#-.0,))-^-6.1#(*.2,*26#
0$-((0#*.8#26.6+*(#^&99,.-^*1-&.#J+&<(690#g-15-.#156#2+&,J0K#(-$6(7#+6(*168#1&#01,86.10k#8-))6+6.1#(6*+.-.2#017(60K#g5-^5#
9*7#^&96#)+&9#01,86.10k#68,^*1-&.*(#^,(1,+60#@d&J&=#61#*(:K#ABCAG:#R1,86.10#1+7#1&#*=&-8#9,(1-^,(1,+*(#2+&,J#g&+$#<7#
*0$-. 2#16*^56+0#1&#*((&g#1569#1&#^5&&06#16*99*160:#O&g6=6+K#156#+60,(10#&)#156#J+6=-&,0#+606*+^5#0,22601#15*1#16*^56+0#
05&,(8#*00-2.#2+&,J#969<6+0#-.#&+86+#1&#^+6*16#9&+6#<*(*.^68#2+&,J0#*.8#J+6=6.1#9*+2-.*(-\*1-&.#&)#0&96#01,86.10#@m6#
>-1*K#ABBAK#ABB_G:#I*-86.#*.8#d6++7#@ABCCG#01,8-68#-00,60#+6(*168#1&#156#)+66E+-8-.2#J56.&96.&.:#Z56-+#01,87#+6=6*(68#
15*1# 156# 01,86.10# *JJ+6^-*16# g56.# 16*^56+0# *+6# &<06+=*.1# &)# 156# 16.86.^-60# -.# 156# 2+&,J0K# *.8# 1567# ,06# 8-))6+6.1#
*JJ+&*^560#1&#86*(#g-15#)+66E+-86+0:#P9&.2#&156+#J+6^&.^6J1-&.0#*<&,1#9,(1-^,(1,+*(#2+&,J#g&+$#-0#15*1#-1#5*0#*#.62*1-=6#
6))6^1#&.#156#(6*+.-.2#&,1^&96#*.8#156#)-.*(#2+*86#&)#156#2+&,J#*00-2.96.1#@m6#>-1*K#ABBAG:#Z56#+60,(10#&)#J+6=-&,0#01,8-60#
5*=6#-.8-^*168#0&96#16.86.^-60#+62*+8-.2#156#6))6^1#15*1#9,(1-^,(1,+*(#2+&,J#g&+$#5*0#&.#156#(6*+.-.2#&,1^&96:#P#01,87#
^&.8,^168#<7#m6#>-1*#@ABBAG#*1#*#c+-1-05#,.-=6+0-17#8-0J+&=68#156#9-0^&.^6J1-&.#15*1#9,(1-^,(1,+*(#2+&,J#g&+$#^&,(8#J,((#
01,86.10k#*=6+*26#8&g.#*.8#69J5*0-\68#15*1#9,(1-^,(1,+*(#2+&,J#g&+$#5*0#J&0-1-=6#6))6^10#&.#*((#969<6+0k#*^*869-^#
J6+)&+9*.^6:#T.#156#&156+#5*.8K#*#01,87#^&.8,^168#<7#I&&+6#€#O*9J1&.#@ABC_G#*1#*.#P,01+*(-*.#,.-=6+0-17#g-15#8-=6+06#
01,86.1#J&J,(*1-&.0#+6=6*(68#15*1#01,86.10#^(*00-)-68#*0#5-25EJ6+)&+9-.2#g-15#+60J6^1#1&#-.8-=-8,*(#*00-2.96.10#+6^6-=68#
(&g6+#2+*860#)&+#2+&,J#*00-2.96.10K#g5-(6#9-8EJ6+)&+9-.2#01,86.10#+6^6-=68#5-256+#2+*860:#O&g6=6+K#I&&+6#€#O*9J1&.#
.&168#15*1#156+6#g*0#.&#^&++6(*1-&.#<61g66.#01,86.10k#<*^$2+&,.80#*.8#156#8-))6+6.^60#-.#2+*860#+6^6-=68#)&+#2+&,J#*.8#
-.8 -=-8,*(# *00-2.96.10K# g5-^5# 0,226010# r15*1# -.8-=-8,*(# *<-(-17# +*156+# 15*.# <*^$2+&,.8# 9*7# <6# -9J(-^*168# -.# 15606#
8-))6+6.^60†#@I&&+6#€#O*9J1&.K#ABC_K#J:NBYG:##

d+6=-&,0#+606*+^5#5*0#5-25(-25168#156#16*^56+k0#+&(6#-.#9,(1-^,(1,+*(#2+&,J#g&+$#*.8#J&-.168#&,1#15*1#J+&J6+#-.1+&8,^1-&.#
&)# 2&*(0# *.8# 56(J-.2# 01,86.10# 1&# ,.86+01*.8# 156# *8=*.1*260# &)# 9,(1-^,(1,+*(# 2+&,J# g&+$# ^&,(8# 6(-9-.*16# 0&96#
9-0^&.^6J1-&.0# @S&+65*.8K# a6-25K# S*++6((K# €# RJ,+(&^$K# ABCDG:# Z56# *0060096.1# 9615&8# 9,01# *(0&# <6# ^(6*+(7# 6iJ(*-.68K#
60J6^-*((7#g56.# 156# 2+&,J# -0# 2+*868# *0# *# g5&(6# <6^*,06# 0&96# 01,86.10# =-6g# 15-0# *0060096.1# 9615&8# *0# -.6~,-1*<(6#
@O*00*.-6.K#ABBDG:#Z&#*=&-8#.62*1-=6#*11-1,860#1&g*+80#156#*0060096.1#9615&80K#0&96#01,8-60#0,22601#̂&9<-.-.2#16*^56+#
J+&)600-&.*(#*0060096.1#*.8#J66+#*0060096.1#15+&,25#9&8-)7-.2#156#16*^56+k0#2+*86#<7#156#2+*860#*((&^*168#<7#J66+0#
@S&+65*.8#61#*(:K#ABCD[#O*00*.-6.K#ABBDG:#
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456#‚#cUQUm!XZRRTQ#€#HPMQPHRmTZZ!H#V#e&99,.-^*1-&.#*.8#M+&,J#]&+$#-.#156#I,(1-^,(1,+*(#e(*00+&&9#

T.6#&)#156#9*-.#2&*(0#&)#9,(1-^,(1,+*(#2+&,J#g&+$#-0#1&#56(J#01,86.10#1&#&<1*-.#.6g#$.&g(6826#15+&,25#156#J+&^600#&)#
*^1-=6#^&99,.-^*1-&.#<61g66.#2+&,J#969<6+0:#Z56#16*^56+0#05&,(8#)&^,0#156#01,86.10k#*116.1-&.#&.#156#&JJ&+1,.-17#1&#
6iJ(&+6#.6g#^,(1,+60K#1&#(6*+.#*<&,1#2+&,J#969<6+0k#8-))6+6.1#^,(1,+*(#<*^$2+&,.80#*.8#1&#=-6g#156-+#&g.#^,(1,+6#)+&9#
8-))6+6.1#J6+0J6^1-=60#@X-996(#€#>&(61K#ABCB[#Rg66.67#61#*(:K#ABBFG:##

Z56# +606*+^5# J+606.168# -.# 15-0# *+1-^(6# -0# 156# )-+01# 6i16.0-=6# 01,87# &.# -99-2+*.1# 01,86.10k#6iJ6+-6.^60# &)# (6*+.-.2#
6.=-+&.96.10K#16*^5-.2#9615&80#*.8#2+&,J#g&+$#-.#!^6(*.8-^#,.-=6+0-1-60:#Z56#+60,(10#&)#156#01,87#g-((#<6#8-0^,0068#-.#
(-251#&)#156#*<&=6E(-0168#156&+-60#*.8#+6(*168#1&#J+6=-&,0#+606*+^5#^&.8,^168#-.#8-))6+6.1#^&,.1+-60:##

Methodology	

P.#6i16.0-=6#~,*(-1*1-=6#01,87#g*0#^&.8,^168#)+&9#ABCD#1&#ABCF#-.#15+66#!^6(*.8-^#,.-=6+0-1-60W#z.-=6+0-17#&)#!^6(*.8K#
z.-=6+0-17#&)#P$,+67+-#*.8#H67$%*=-$#z.-=6+0-17:#Z56#+606*+^56+0k#*-9#g*0#1&#06(6^1#J*+1-^-J*.10#15+&,25#9*i-9*(#=*+-*1-&.#
0*9J(-.2K#<*068#&.#^5*+*^16+-01-^0#0,^5#*0#*26K#)-+01#(*.2,*26K#^&,.1+7#&)#&+-2-.K#)-6(8#&)#01,8-60#*.8#!^6(*.8-^#(*.2,*26#
J+&)-^-6.^7:#Z56#+62-01+*+0#&)#156#1*+26168#,.-=6+0-1-60#g6+6#*0$68#1&#J+&=-86#-.)&+9*1-&.#*<&,1#01,86.10#&)#)&+6-2.#&+-2-.:#
a*16+K#*#0.&g<*((#0*9J(-.2#9615&8#&)#+6^+,-1-.2#J*+1-^-J*.10#g*0#*JJ(-68#@S(-^$K#ABBj[#a-^519*.K#ABCYG:#P#1&1*(#&)#NC#
01,86.10#@CA#9*(6#*.8#Aj#)69*(6G#g5&#5*=6#01,8-68#*1#156#,.86+2+*8,*16#(6=6(#)&+#*1#(6*01#&.6#76*+#g6+6#+6^+,-168#1&#
J*+1-^-J*16#-.#156#+606*+^5:#Z56#J*+1-^-J*.10k#*260#+*.268#)+&9#AB#1&#_A#76*+0#&(8:#Z567#^&96#)+&9#AY#8-))6+6.1#^&,.1+-60#
-.#U,+&J6K#P0-*K#*.8#Q&+15#*.8#R&,15#P96+-^*#*.8#5*=6#(-=68#-.#!^6(*.8#)+&9#A#1&#CF#76*+0:##

Z56#!^6(*.8-^#m*1*#d+&16^1-&.#P,15&+-17#g*0#-.)&+968#*<&,1#156#+606*+^5:#P((#J+-=*^7#^&.0-86+*1-&.0#g6+6#-.#^&9J(-*.^6#
g-15#!^6(*.8-^#(*g#.+:llVABBB#*.8#156#U15-^0#e&99-1166#01*.8*+80#)&+#~,*(-1*1-=6#+606*+^5:##

Z56#01,87#g*0#0J(-1#-.1&#15+66#J5*060W#)&^,0#2+&,J#-.16+=-6g0#@^&.8,^168#-.#R6J169<6+#ABCD#p#f*.,*+7#ABClG[#-.8-=-8,*(K#
-. E86J15#-.16+=-6g0# @^&.8,^168# -.# R6J169<6+# ABCD#p#I*7# ABClG[# *.8# +6J6*168# )&^,0# 2+&,J# -.16+=-6g0# @^&.8,^168#
S6<+,*+7#ABCF#p#PJ+-(#ABCFG:#S&^,0#2+&,J#-.16+=-6g0#g6+6#^&.8,^168#15+&,25#*#8-+6^1-=6#-.16+=-6g-.2#*JJ+&*^5K#g56+6#
156#+606*+^56+#J(*768#*#8-+6^1-=6#+&(6#<7#*0$-.2#~,601-&.0#*.8#(6*8-.2#156#2+&,J#1&g*+80#0J6^-)-^#1&J-^0#@a-^519*.K#ABCYG:#
Z56# 2&*(# &)# 156# )&^,0# 2+&,J# -.16+=-6g0# g*0# 1&# ^+6*16# *# 8-0^,00-&.# *<&,1# 156# ^5&06.# 1&J-^0# &)# 156# +606*+^5# <61g66.#
J*+1-^-J*.10#*.8#&<06+=6#156-+#-.16+*^1-&.0#*+&,.8#156#+606*+^5#1&J-^#@c6.86+K#ABBY[#a-^519*.K#ABCYG:#Z56#+60,(10#&)#156#
)&^,0# 2+&,J# -.16+=-6g0# g6+6# ,068# 1&# ^+6*16# *.# -.16+=-6g# 2,-86# )&+# 156# -.8-=-8,*(K# -.E86J15# -.16+=-6g0# g-15# 156# 0*96#
J*+1-^-J*.10:# Z56# -.8-=-8,*(# -.16+=-6g0# g6+6# 069-E01+,^1,+68K# g5-^5# 2*=6# 156#J*+1-^-J*.10# +&&9# 1&# 8-0^,00# -00,60# .&1#
^&=6+68#<7#156#-.16+=-6g#2,-86#@c+-.$9*..#€#X=*(6K#ABC_[#S(-^$K#ABBjG:#Z56#+606*+^56+0#86^-868#1&#9661#156#J*+1-^-J*.10#
*2*-.#.-.6#9&.150#*)16+#156#(*01#-.8-=-8,*(#-.16+=-6g#g*0#^&.8,^168:#Z56#9*-.#J,+J&06#g*0#1&#8-0^,00#156#J*+1-^-J*.10k#
68,^*1-&.*(#J+&2+600#*.8#^&9J*+6#156-+#^,++6.1#6iJ6+-6.^60#&)#156#(6*+.-.2#6.=-+&.96.1#1&#156#6iJ6+-6.^60#15*1#1567#
05*+68#6*+(-6+:#P((#-.16+=-6g0#g6+6#^&.8,^168#-.#!^6(*.8-^#*.8V&+#U.2(-05:##

Z56#-.8-=-8,*(# -.16+=-6g#2,-86# -.^(,868#*#=*+-617#&)#~,601-&.0#+6(*168#1&#156#J*+1-^-J*.10k#6iJ6+-6.^60#&)#156#(6*+.-.2#
6.=-+&.96.10K#16*^5-.2#9615&80K#^&99,.-^*1-&.#g-15#J66+0#*.8#16*^56+0#*0#g6((#*0#<*^$2+&,.8#~,601-&.0#*.8#~,601-&.0#
*<&,1#)&+9*(#*.8#-.)&+9*(#0,JJ&+1#+6^6-=68#8,+-.2#156-+#01,8-60:#Z56#*=6+*26#(6.215#&)#156#-.16+=-6g0#g*0#Nl#9-.,160:#Z56#
-.16+=-6g#~,601-&.0#15*1#*+6#+6(*168#1&#15-0#J*J6+k0#9*-.#2&*(#*+6#J+606.168#<6(&gW''

• ]5*1#^*.#7&,#16((#*<&,1#7&,+#6iJ6+-6.^60#&)#<6-.2#*.#-99-2+*.1#01,86.1#*1#156#,.-=6+0-17h##
• ]5*1#^*.#7&,#16((#*<&,1#156#+6(*1-&.0#<61g66.#156#01,86.10#-.#156#^(*00+&&9h##

o O&g#8-8#156#16*^56+0#6.^&,+*26#01,86.10#1&#261#1&#$.&g#6*^5#&156+h#
• ]5*1#-0#7&,+#6iJ6+-6.^6#&)#2+&,J#g&+$h#

o O&g#g6+6#156#969<6+0#&)#156#2+&,J0#*00-2.68h#@16*^56+#*00-2.68#&+#01,86.10#^5&06#156906(=60G#
o ]5*1#*+6#7&,+#6iJ6+-6.^60#&)#^&99,.-^*1-&.#-.#156#2+&,J0h###
o ]5*1#(*.2,*26#8-8#7&,#,06#8,+-.2#156#2+&,J#g&+$h##
o O&g#g*0#156#g&+$(&*8#8-=-868#<61g66.#969<6+0h##
o ]5*1#^*.#7&,#16((#*<&,1#156#*0060096.1#&)#156#2+&,J#g&+$h#

• ]5*1#^*.#7&,#16((#*<&,1#7&,+#+6(*1-&.0#g-15#156#16*^56+0h##
o O*=6#7&,#6=6+#J6+0&.*((7#^&.1*^168#*#16*^56+h#@c6)&+6#&+#*)16+#156#^(*00#01*+1G#
o ]5*1#^*.#7&,#16((#*<&,1#7&,+#6iJ6+-6.^60#&)#^&99,.-^*1-&.#g-15#16*^56+0h##
o !)#156#^&,+060#g6+6#1*,251#-.#!^6(*.8-^W#m-8#156#16*^56+0#*0$#g56156+#156+6#g6+6#*.7#01,86.10#g5&#

^&,(8#.&1#,.86+01*.8#!^6(*.8-^h##
o ]5*1#8-8#156#16*^56+#8&#1&#+60&(=6#(*.2,*26#+6(*168#-00,60h##

• ]5*1#8&#7&,#15-.$#*<&,1#156#16*^5-.2#9615&80h#]5*1#16*^5-.2#9615&80#8-8#156#16*^56+0#*JJ(7h##
o m-8#156#16*^56+#,06#6i*9J(60#1&#6iJ(*-.#15-.20h#]6+6#156#6i*9J(60#2&&8h##
o e&,(8#7&,#,06#7&,+#J+6=-&,0#$.&g(6826#*.8#6iJ6+-6.^60#-.#7&,+#01,87h#!)#760K#J(6*06#6iJ(*-.#5&g:##

• m&#7&,#5*=6#*.715-.2#6(06#15*1#7&,#g&,(8#(-$6#1&#05*+6#g-15#,0#+62*+8-.2#7&,+#6iJ6+-6.^60#*1#156#,.-=6+0-17h#
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U,+&J6*.#f&,+.*(#&)#U8,^*1-&.*(#H606*+^5#‚#457	

d+&^600-.2#*.8#*.*(70-.2#156#^&((6^168#8*1*#01*+168#-9968-*16(7#*)16+#156#)-+01#-.16+=-6g#g*0#1+*.0^+-<68#@e+60g6((K#ABBFG:#
Z56#1&1*(#*9&,.1#&)#8*1*#^&((6^168#8,+-.2#156#-.16+=-6g0#6i^66868#C_BB#J*260:#Z56#8*1*#g*0#*.*(7068#,0-.2#1569*1-^#
*.*(70-0#*JJ+&*^5#@c+*,.#€#e(*+$6K#ABCY[#a-^519*.K#ABCYG:#RJ6^-*(#*.*(71-^*(#0&)1g*+6K#P1(*0:1-K#g*0#,068#1&#*.*(706#*((#
-.16+=-6g0:#H*g#8*1*#)+&9#156#1+*.0^+-J1-&.0#g*0#^&868#*.8#^&.01*.1(7#^&9J*+68#,0-.2#156#P1(*0:1-#0&)1g*+6:#e&860#g6+6#
*0069<(68#-.#^*162&+-60K#*.8#*1#156#)-.*(#01*26K#9*-.#156960#g6+6#^+6*168#&,1#&)#156#^*162&+-60:#Z5606#156960#*+6#J+606.168#
<6(&g#-.^(,8-.2#156#$67#^&860K#g5-^5#0,JJ&+1#156#156960:##

• a6*+.6+Ê 6.1+68#*JJ+&*^5#*.8#156#-9J&+1*.^6#&)#^&99,.-^*1-&.##
o e(*00#8-0^,00-&.0##
o e&99,.-^*1-&.#g-15#16*^56+0##
o e+-1-^*(#15-.$-.2##
o Q62*1-=6#6iJ6+-6.^60#&)#^&99,.-^*1-&.##
o d&g6+#05*+-.2##
o z0*26#&)#!^6(*.8-^VU.2(-05#8,+-.2#156#(6*+.-.2#J+&^600#

• P8=*.1*260#&)#^,(1,+*((7#+60J&.0-=6#16*^5-.2##
o e,(1,+*((7#+60J&.0-=6#*0060096.1#
o e,(1,+*((7#+60J&.0-=6#16*^5-.2##
o S+668&9#&)#6iJ+600-&.0#*.8#^+-1-^*(#15-.$-.2##
o X.&g(6826#V#UiJ6+-6.^60#05*+-.2#<61g66.#16*^56+0#*.8#01,86.10##

• I,(1-^,(1,+*(#2+&,J#g&+$#*0#*.#&JJ&+1,.-17#1&#05*+6#$.&g(6826#*^+&00#^,(1,+60##
o P00-2.-.2#969<6+0#&)#156#2+&,J0##
o S+66E+-8-.2##
o M+&,J#*0060096.1##
o X.&g(6826#05*+-.2#g-15-.#156#2+&,J0##
o a*.2,*26#+6(*168#-00,60##
o I-0,.86+01*.8-.2#&)#156#J,+J&06#&)#2+&,J#g&+$##
o Q62*1-=6#6iJ6+-6.^60#&)#2+&,J#g&+$##
o d&0-1-=6#6iJ6+-6.^60#&)#2+&,J#g&+$##
o H&(6#&)#16*^56+0#-.#2+&,J#g&+$##

• Z6*^56+0k#(&g#6iJ6^1*1-&.0#<*068#&.#01,86.1#<*^$2+&,.8##
o a&g6+-.2#156#+6~,-+696.10##
o I-0-.16+J+61*1-&.0#&)#-99-2+*.1#01,86.10k#.6680##
o Z6*^56+0#*11-1,860#1&g*+80#-99-2+*.1#01,86.10##

• I&=696.1#1&g*+80#69J&g6+-.2#0^5&&(#^,(1,+6##
o P,1&.&97#*.8#69*.^-J*1-&.# #
o U~,*(-17#*.8#06.06#&)#<6(&.2-.2#-.#156#^(*00+&&9##
o d&0-1-=6#(6*+.-.2#6.=-+&.96.1##

!.#156# .6i1#^5*J16+K#156#)-.8-.20K#-.^(,8-.2#~,&1*1-&.0#+6(*168#1&#156#156960#*.8#156#$67#^&860#g-((#<6#J+606.168#*.8#
*.*(7068#-.#156#(-251#&)#156#+6(6=*.1#156&+-60#*.8#+60,(10#)+&9#6*+(-6+#+606*+^5#01,8-60:##

Findings	

S-=6# 9*-.# 156960# g6+6# 86+-=68# )+&9# 156# -.16+=-6g0# g-15# 156# J*+1-^-J*.10:# Z56# )-+01# 15696# ^&=6+0# 156# J*+1-^-J*.10k#
6iJ6+-6.^60#&)#^&99,.-^*1-&.#g-15#16*^56+0#8,+-.2#156#(6*+.-.2#J+&^600#*.8#+6=6*(0#156#-9J&+1*.^6#&)#*JJ(7-.2#*#(6*+.6+E
^6.1+68#*JJ+&*^5#-.#156#9,(1-^,(1,+*(#^(*00+&&9:#Z56#06^&.8#15696#J+606.10#156#J*+1-^-J*.10k#+6)(6^1-&.0#&.#^,(1,+*((7#
+60J&.0-=6# 16*^5-.2# *.8# 5-25(-2510# 156# *8=*.1*260# &)# -1:# Z56# 15-+8# 15696# +6=6*(0# 156# J*+1-^-J*.10k# J6+0J6^1-=60# &.#
9 ,(1-^,(1,+*(#2+&,J#g&+$:#Z56#)&,+15#15696#6iJ&060#-00,60#+6(*168#1&#16*^56+0k#(&g6+#6iJ6^1*1-&.0#)&+#-99-2+*.1#01,86.10:#
Z56# )-)15# 15696# J+606.10# 156# J*+1-^-J*.10k# 6iJ6+-6.^60# &)# 156# 69J&g6+-.2# 0^5&&(# ^,(1,+6# 86=6(&J-.2# -.# !^6(*.8-^#
,.-=6+0-1-60:#P((#~,&1*1-&.0#86+-=68#)+&9#156#-.16+=-6g0#15*1#g6+6#^&.8,^168#-.#U.2(-05#*+6#J+606.168#-.#156-+#&+-2-.*(#)&+9:#
ƒ,&1*1-&.0#)+&9#156#-.16+=-6g0#15*1#g6+6#^&.8,^168#-.#!^6(*.8-^#5*=6#<66.#1+*.0(*168#<7#156#*,15&+0#)+&9#!^6(*.8-^#-.1&#
U.2(-05:##

“The	class	became	livelier	because	there	was	more	communication”	

Learner-centred	approach	and	the	importance	of	communication		

I&86+.#68,^*1-&.#156&+-010#69J5*0-06#156#0-2.-)-^*.^6#&)#*#(6*+.6+Ê 6.1+68#*JJ+&*^5#*.8#J+6=-&,0#+606*+^5#05&g0#156#
J&0-1-=6#6))6^1#15*1#0,^5#*.# *JJ+&*^5#5*0#&.#01,86.10k#*^*869-^#J6+)&+9*.^6#*.8#26.6+*(#6iJ6+-6.^60#&)#156#(6*+.-.2#
J+&^600#@c+&g.K#ABBY[#e&+.6(-,0E]5-16K#ABBl[#R9*+1#61#*(:K#ABCA[#]6<<6+K#ABCAG:#P^^&+8-.2#1&#156#+60,(10#&)#156#-.16+=-6g0#
g-15# 156# J*+1-^-J*.10# -.# 156# J+606.168# 01,87K# 156+6# -0# 0&96# 6=-86.^6# &)# (6*+.6+Ê 6.1+68# *JJ+&*^560# -.# (6*+.-.2#
6.=-+&.96.10#-.#!^6(*.8-^#,.-=6+0-1-60:#]56.#-1#^&960#1&#J&g6+#05*+-.2#-.#156#^(*00+&&9K#156#9*%&+-17#&)#16*^56+0#*+6#&J6.##
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458#‚#cUQUm!XZRRTQ#€#HPMQPHRmTZZ!H#V#e&99,.-^*1-&.#*.8#M+&,J#]&+$#-.#156#I,(1-^,(1,+*(#e(*00+&&9#

)&+#8-0^,00-&.0#*.8#156#^&99,.-^*1-&.#g-15#1569#g*0#<*068#&.#9,1,*(#1+,01:#R1,86.10#+6=6*(68#15*1#9&01#&)#156#16*^56+0#
g6+6# &J6.# 1&# 5*=-.2# *.# *^1-=6# 8-*(&2,6# g-15# 01,86.10# *.8# J,11-.2# 69J5*0-0# &.# 6~,*(-17# -.# 156#̂ (*00+&&9K# g5-^5#*+6#
-9J&+1*.1#6(696.10#&)#156#(6*+.6+Ê 6.1+68#*JJ+&*^5#*.8#*+6#60J6^-*((7#=*(,68#<7#156#156&+-010#&)#9,(1-^,(1,+*(#68,^*1-&.#
@c*.$0#€#c*.$0K#ABCB[#c+&g.K#ABBY[#S+669*.#61#*(:K#ABBl[#M,7K#CjjjG:#

Z56#J*+1-^-J*.10#69J5*0-068#156#-9J&+1*.^6#&)#16*^56+0#J+&9&1-.2#*^1-=6#-.16+*^1-&.#-.#156#^(*00+&&9:#R6=6+*(#8-01*.^6#
(6*+.-.2#01,86.10#g5&#J*+1-^-J*168#-.#156#+606*+^5#+6=6*(68#15*1#1567#)&,.8#-1#=6+7#56(J),(#*.8#6.^&,+*2-.2#g56.#16*^56+0#
)&016+68#-.16+*^1-&.#<61g66.#01,86.10#8,+-.2#156#0600-&.0#)&+#156#8-01*.^6#(6*+.-.2#01,86.10:###

Z567#<+-.2#8-0^,00-&.0#1&#156#01,86.10:#Z5606#*+6#156#<601#16*^56+0#15*1#*^1,*((7#J+&9&16#0&96#-.16+*^1-&.:#
U=6.#-)#g6#*+6#8-01*.^6#(6*+.6+0K#1567#5*=6#)&,.8#g*70#1&#J+&9&16#-.16+*^1-&.:##

d+6=-&,0#+606*+^5#+6=6*(68#156#0-2.-)-^*.^6#&)#*^1-=6#^&99,.-^*1-&.#8,+-.2#156#(6*+.-.2#J+&^600#1&#),+156+#^&.1+-<,16#1&#
156#01,86.10k#-.162+*1-&.#*.8#06.06#&)#<6(&.2-.2#-.#156#,.-=6+0-17#6.=-+&.96.1#@S+669*.#61#*(:K#ABBl[#H*2.*+08&11-+#€#
c(&.8*(K#ABCNG:#

Z56#J*+1-^-J*.10#01*168#15*1#156#9*%&+-17#&)#16*^56+0#g6+6#6*0-(7#*^^600-<(6K#*.8#1567#g6+6#-.16+60168#-.#2611-.2#)668<*^$#
)+&9#156#01,86.10:#R6=6+*(#01,86.10#96.1-&.68#15*1#-1#g*0#,.,0,*(#)&+#1569#1&#^*((#156-+#16*^56+0#<7#156-+#)-+01#.*960#
g-15&,1#*88-.2#*.7#1-1(60#g56.#+6)6++-.2#1&#*#16*^56+:#Z56#J*+1-^-J*.10#=*(,68#156#*19&0J56+6#&)#6~,*(-17#*.8#1+,01#^+6*168#
-.#156#^(*00+&&9#*.8#^&.^(,868#15*1#-1#5*8#*#J&0-1-=6#-9J*^1#&.#156-+#6iJ6+-6.^60#&)#156#(6*+.-.2#6.=-+&.96.1:##

Z6*^56+0#*+6#+6*((7#56(J),(:#`&,#$.&gK#1567#*+6#.&1#1+7-.2#1&#5*=6#(6=6(0#&+#01*1,0:#!1#-0#*(g*70#$-.8#&)#156#
0*96#(6=6(#6=6+7&.6#n‡o#]6#5*=6#*#+6(*1-&.05-J#(-$6#*#)+-6.805-J:##

S,+156+9&+6K#156#J*+1-^-J*.10#5-25(7#=*(,68#156#-9J&+1*.^6#&)#16*^56+0#J+&=-8-.2#.6^600*+7#1&&(0#*.8#2,-86(-.60#1&#J,+0,6#
68,^*1-&.#*.8#*((&g-.2#01,86.10#1&#g&+$#-.86J6.86.1(7:#Z6*^56+0k#+&(6#05-)168#)+&9#<6-.2#96+6(7#*#0&,+^6#&)#$.&g(6826#
1&#<6^&9-.2#^&.1+-<,1&+0#1&#01,86.10k#86=6(&J96.1:##

Z6*^56+0#6iJ6^1#01,86.10#1&#<6#9,^5#9&+6#-.86J6.86.1#n‡o#Z56#16*^56+#-0#J+606.1-.2#*#^(*00#*.8#5*0#156#
1&&(0#1&#J+606.1#)&+#156#01,86.10:#c,1#01,86.10#*+6#J+6117#9,^5#6iJ6^168#1&#g&+$#&.#156-+#&g.:##

P^^&+8-.2#1&#156#J*+1-^-J*.10K#0&96#16*^56+0#*+6#)&((&g-.2#*#16*^56+Ê 6.1+68#*JJ+&*^5#*.8#01-((#J,1#*.#6i16.0-=6#)&^,0#&.#
01,86.10k# *^5-6=696.1# *.8# 8&# .&1# 6.^&,+*26# *^1-=6# $.&g(6826# ^&.01+,^1-&.# -.# 156# ^(*00+&&9:# !.# 15&06# ^*060K# 156#
J*+1-^-J*.10k#6iJ6+-6.^60#g6+6#9&01(7#.62*1-=6K#*.8#1567#6=6.#^&.^(,868#15*1#15-0#$-.8#&)#*JJ+&*^5#5*0#(-11(6#1&#8&#g-15#
16*^5-.2:#!.#&.6#&)#156#-.16+=-6g0K#156#J*+1-^-J*.1K#g5&#01,8-68#J07^5&(&27K#^&9J*+68#1g&#8-))6+6.1#16*^5-.2#9615&80#*.8#
05*+68#56+#6iJ6+-6.^60#&)#1569:##

c*0-^*((7K#1567#*+6#.&1#6i*^1(7#16*^5-.2#J6+#06:#Z567#5*=6#1+*.0(*168#156#<&&$K#156#^5*J16+#&)#156#<&&$#15*1#
g6#*+6#01,87-.2:#Z567#5*=6#J,1#-1#-.#*#d&g6+#d&-.1#J+606.1*1-&.K#*.8#0&#-1#-0#*#0,99*+-\68#1+*.0(*1-&.#&)#
156#<&&$:#P.8#0&961-960#16*^56+0#*+6#<*0-^*((7#+6*8-.2#156#0(-860#0&#156+6#-0#.&1#9,^5#16*^5-.2#-.#-1:#Z56+6#
-0#.&1#2&-.2#1&#<6#*.715-.2#6i1+*#n‡o#c,1#.&1#*((#156#16*^56+0:#R&96#&)#1569#<+-.2#6i1+*#9*16+-*(0#<60-860#
156#<&&$0#n‡o#R&961-960#g6#5*=6#0600-&.0#=-*#R$7J6:#]56.#g6#5*=6#156#16*^5-.2#0600-&.0K#1567#<+-.2#
8-0^,00-&.0#1&#156#01,86.10:##

Z5-0#J*+1-^,(*+#J*+1-^-J*.1k0#6iJ6+-6.^60#^&.)-+9#156#0-2.-)-^*.^6#&)#<+-.2-.2#*^1-=6#8-0^,00-&.0#-.1&#156#^(*00+&&9#*.8#
*JJ(7-.2# *# (6*+.6+Ê 6.1+68# *JJ+&*^5:# P^^&+8-.2# 1&# +606*+^5# *.8# 156&+7K# 15-0# *JJ+&*^5# J+&9&160# ^+-1-^*(# 15-.$-.2# *.8#
$.&g(6826#^&.01+,^1-&.#8,+-.2#156#(6*+.-.2#J+&^600#@c+&g.K#ABBY[#e&+.6(-,0E]5-16K#ABBl[#O6.0&.K#ABBYG:##

m,+-.2#&.6#&)#156#2+&,J#-.16+=-6g0K#*.#-.16+601-.2#^*06#g*0#860^+-<68#<7#*#J*+1-^-J*.1#g5&#-0#^,++6.1(7#01,87-.2#)&+6-2.#
(*.2,*260:#P#16*^56+#.&1-^68#15*1#06=6+*(#-99-2+*.1#01,86.10#8-8#.&1#J*+1-^-J*16#-.#156#^(*00#8-0^,00-&.0:#O6#)&,.8#&,1#15*1#
156#+6*0&.#g*0#156#01,86.10k#(-9-168#!^6(*.8-^#(*.2,*26#0$-((0:#!.#&+86+#1&#*^1-=*16#15&06#01,86.10K#156#16*^56+#0,2260168#
^*++7-.2#&,1#156#8-0^,00-&.#-.#U.2(-05#-.016*8#&)#!^6(*.8-^K#*#^5*.26#15*1#2*=6#2&&8#+60,(10:##

Z56+6#g6+6#&.6#&+#1g&#^(*0060#15*1#6.868#,J#<6-.2#-.#U.2(-05:#P.8#156#^(*00#<6^*96#(-=6(-6+#<6^*,06#156+6#
g*0#9&+6#^&99,.-^*1-&.:#d6&J(6#01*+168#1&#-.16+*^1#g-15#156#16*^56+:#Z567#01*+168#*.0g6+-.2#~,601-&.0#
*.8#8-0^,00-.2#15-.20K#g5-^5#+6*((7#8-8#.&1#5*JJ6.#g56.#^(*00#g*0#1*,251#-.#!^6(*.8-^K#<6^*,06#156.#156+6#
g*0#(-$6#&.6#&+#1g&#~,601-&.0#*.8#16*^56+#%,01#1*($-.2#*((#156#1-96:##

!.#156#*<&=6E96.1-&.68#^*06K#156#16*^56+#8-8#.&1#96+6(7#^*+6#*<&,1#)&((&g-.2#156#16*^5-.2#J(*.:#O6#&<06+=68#156#16.86.^-60#
-.#156#^(*00+&&9#*.8#9*86#*#016J#1&g*+80#-9J+&=-.2#156#(6*+.-.2#J+&^600#<7#*((&g-.2#*((#01,86.10#1&#J*+1-^-J*16#-.#156#
^(*00# 8-0^,00-&.0:# m-))6+6.1# 01,8-60# 05&g68# 15*1# ^&99,.-^*1-&.# -.# 156# ^(*00+&&9# 8,+-.2# 156# (6*+.-.2# J+&^600# -0# =6+7#
-9 J&+1*.1#)&+#^+6*1-.2#*#J+&8,^1-=6#(6*+.-.2#6.=-+&.96.1#@H,<6.0&.K#ABCC[#R9*+1#61#*(:K#ABCAG:#O&g6=6+K#01,86.10k#(-9-168#
(*.2,*26#0$-((0#*.8#(*^$#&)#0,JJ&+1#^&,(8#<6^&96#*.#&<01*^(6#-.#^&99,.-^*1-&.#g-15#J66+0#*.8#16*^56+0#@c&60^5K#ABCN[#
U+-09*.#€#a&&.67K#ABBlG:#Z5*1#-0#g57#-1#-0#-9J&+1*.1#1&#J+&=-86#*JJ+&J+-*16#0,JJ&+1#*.8#*JJ(7#*.#-.8-=-8,*(#*JJ+&*^5#1&#
6=6+7#01,86.1#-.#156#^(*00+&&9#-.#&+86+#1&#6.0,+6#*#J&0-1-=6#(6*+.-.2#6iJ6+-6.^6#*.8#*^1-=6#6.2*2696.1#-.#156#(6*+.-.2#
J+&^600:#

Z56#+60,(10#&)#15-0#01,87#-.8-^*16#15*1#156#J*+1-^-J*.10#=*(,68#15&06#16*^56+0#g5&#6.^&,+*268#1569#1&#,06#156-+#J+6=-&,0#
$.&g(6826#*.8#6iJ6+-6.^60#15+&,25&,1#156#(6*+.-.2#J+&^600:#m,+-.2#156#-.16+=-6g0K#156#+606*+^56+0#g6+6#5-25(7#-.16+60168#
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U,+&J6*.#f&,+.*(#&)#U8,^*1-&.*(#H606*+^5#‚#459	

-.# *.*(70-.2# 156# J*+1-^-J*.10k# +6*^1-&.0# 1&# *.8# +6)(6^1-&.0# &.# ^,(1,+*((7# +60J&.0-=6# 16*^5-.2# 9615&80K# g5-^5# *+6# *.#
-9J&+1*.1#8-96.0-&.#&)#9,(1-^,(1,+*(#68,^*1-&.:#Z56#+60,(10#+6(*168#1&#156#6iJ6+-6.^60#&)#^,(1,+*((7#+60J&.0-=6#16*^5-.2#
9615&80#J+606.168#-.#156#.6i1#06^1-&.:##

“You	could	share	your	experiences	and	it	was	just	interesting	to	speak	to	everyone”	

Advantages	of	culturally	responsive	teaching		

e,(1,+*((7# +60J&.0-=6# 16*^5-.2# 9615&80# *+6# 860-2.68# 1&# -.^&+J&+*16# 01,86.10k# <*^$2+&,.80# *.8# $.&g(6826# -.1&# 156-+#
(6*+.-.2#J+&^60060#@M*7K#ABBB[#>-((62*0#€#a,^*0K#ABBAG:#!.#156#^&,+06#&)#156#-.16+=-6g0K#156#J*+1-^-J*.10#g6+6#*0$68#-)#1567#
^&,(8# ,06# 156-+# <*^$2+&,.80# -.# 156# (6*+.-.2# J+&^600# *.8# g56156+# 16*^56+0# 6.^&,+*268# 1569# 1&# 8&# 0&:# H6(*1-=6(7# )6g#
J*+1-^-J*.10#6iJ6+-6.^68#^,(1,+*((7#+60J&.0-=6#16*^5-.2:##

R6=6+*(#J*+1-^-J*.10#+6=6*(68#15*1#0&96#16*^56+0#g6+6#1+7-.2#1&#*^1-=*16#-99-2+*.1#01,86.10#<7#-.162+*1-.2#^&.16.1#)+&9#
01,86.10k# 5&96# ^&,.1+-60# -.1&# ^,++-^,(,9# *.8# <7# 6.^&,+*2-.2# 01,86.10# 1&# +6(*16# .6g# $.&g(6826# 1&# 156-+# J+6=-&,0#
6iJ6+-6.^60:# Z5606# 16*^5-.2# 16^5.-~,60# g6+6# *JJ+6^-*168# <7# 156# J*+1-^-J*.10K# *.8# 1567# 6iJ+60068# J&0-1-=6# *11-1,860#
1&g*+80#156#^&,+060#g56+6#0-9-(*+#16^5.-~,60#g6+6#*JJ(-68:##

Z567#n16*^56+0o#*+6#156#<601s#!#96*.#1567#*+6#+6*((7#2&&8K#*.8#156#^&99,.-^*1-&.#g*0#+6*((7#)+-6.8(7:#P.8#
16*^56+0#*((&g68#,0#1&#<6#&,+06(=60#*.8#!#+6*((7#6.%&768#-1:##

!.# 156# R^5&&(# &)# U8,^*1-&.K# -1# -0# =6+7# J6+0&.*(# ‡# `&,# ^&,(8# 05*+6# 7&,+# 6iJ6+-6.^60K# *.8# -1# g*0# %,01#
-.16+601-.2#1&#0J6*$#1&#6=6+7&.6:##

m,+-.2# 156# *.*(71-^*(# J+&^600K# 156# +606*+^56+0# .&1-^68# *# 16.86.^7# 15*1# 156# =*01# 9*%&+-17# &)# 156# J*+1-^-J*.10# g5&#
6iJ6+-6.^68#^,(1,+*((7#+60J&.0-=6#16*^5-.2#g6+6#01,86.10#*1#156#R^5&&(#&)#U8,^*1-&.#*1#156#z.-=6+0-17#&)# !^6(*.8:#Z5-0#
16.86.^7#^&,(8#<6#6iJ(*-.68#<7#156#^,++6.1#69J5*0-0#&.#156#-9J(696.1*1-&.#&)#^,(1,+*((7#+60J&.0-=6#16*^5-.2#9615&80#*1#
156#R^5&&(#&)#U8,^*1-&.:#P#0J6^-*(#J+&2+*996#.*968#!.16+.*1-&.*(#R1,8-60#-.#U8,^*1-&.#5*0#<66.#+6^6.1(7#86=6(&J68#*1#
156#R^5&&(#&)#U8,^*1-&.#@c&&$0K#H*2.*+08&11-+K#f&.00&.K#€#I*^8&.*(8K#ABCC[#z.-=6+0-17#&)#!^6(*.8K#ABCFG:#Z56#J+&2+*996#
J*+1-^,(*+(7#)&^,060#&.#-.16+.*1-&.*(#01,86.10#*.8#01,86.10#g5&06#.*1-=6#(*.2,*26#-0#.&1#!^6(*.8-^K#*.8#156#86=6(&J6+0#&)#
156#J+&2+*996#69J5*0-\68#156#-9J&+1*.^6#&)#9,(1-^,(1,+*(#68,^*1-&.#*.8#^,(1,+*((7#+60J&.0-=6#16*^5-.2#9615&80#@c&&$0#
61#*(:K#ABCCG:#U*+(-6+#+606*+^5#&.#01,86.10k#6iJ6+-6.^60#&)#156#16*^5-.2#9615&80#^&.)-+968#15*1#156#!.16+.*1-&.*(#R1,8-60#-.#
U8,^*1-&.#J+&2+*996#69J&g6+68#01,86.10#*.8#2*=6#1569#156#^&.)-86.^6#1&#J,+0,6#),+156+#01,8-60#@H*2.*+08&11-+#€#
c(&.8*(K#ABCNG:##

P# ^,++6.1# 01,86.1# *1# 156# R^5&&(# &)# U8,^*1-&.K# g5&# )&+96+(7# 01,8-68# *1# 156# R^5&&(# &)# O,9*.-1-60K# +6=6*(68# 15*1# 156#
8-))6+6.^60#<61g66.#156#0^5&&(0#g6+6#0-2.-)-^*.1:##

Z56+6#-0#*#5,26#8-))6+6.^6:#P1#156#16*^5-.2#86J*+196.1K#7&,#^*.#)66(#15*1#-1#-0#g*+96+K#(-$6#*((#156#*^1-=-1-60#
*+6#=6+7#.-^6(7#^&9<-.68:#R&K#!#8&.k1#$.&gK#<,1#!#)6(1#156#8-))6+6.^6:##

Z56#0*96#J*+1-^-J*.1#(*16+#J+&=-868#9&+6#861*-(0#*<&,1#g57#5-0#6iJ6+-6.^6#&)#156#(6*+.-.2#6.=-+&.96.1#*1#156#R^5&&(#&)#
U8,^*1-&.#g*0#0&#J&0-1-=6:##

!1#g*0#%,01#*.#6.%&796.1:#]6#g6+6#*(g*70#8-0^,00-.2#15-.20#*.8#1*($-.2#*<&,1#1569:#P(g*70:#!1#g*0#.&1#
%,01#0&96#*^*869-^#01,8-60K#-1#g*0#*.#6iJ6+-6.^6:#P.8#g6#g6+6#*(g*70#(-016.-.2#*<&,1#8-))6+6.1#&J-.-&.0#
*.8#8-0^,00-.2#g5*1#g6#5*=6#(6*+.68:##

Z5-0#01,86.1#-0#1*($-.2#*<&,1#),.8*96.1*(#8-96.0-&.0#&)#^,(1,+*((7#+60J&.0-=6#16*^5-.2K#&J6.#8-0^,00-&.#*.8#$.&g(6826#
6i^5*.26#-.#156#^(*00+&&9#@M*7K#ABBB[#Q-61&K#ABCBG:#Z5-0#*(0&#^&++60J&.80#1&#156#9*-.#J+-.^-J(60#&)#156#(6*+.6+Ê 6.1+68#
*JJ+&*^5K#g56+6#8-0^,00-&.0#*.8#$.&g(6826#^&.01+,^1-&.#*+6#-.#156#^6.1+6#&)#156#(6*+.-.2#J+&^600#@c+&g.K#ABBY[#O6.0&.K#
ABBYG:###

P#J*+1-^-J*.1#g5&#01,8-68#26&(&27#^&9J*+68#1g&#8-))6+6.1#16*^5-.2#017(60#15*1#056#6iJ6+-6.^68#*.8#2*=6#56+#J+6)6+6.^60#
)&+#16*^5-.2#9615&80#g56+6#156#16*^56+#05*+68#5-0#&+#56+#&g.#J6+0&.*(#6iJ6+-6.^60#g-15#156#01,86.10#*.8#+6(*168#1569#
1&#156#0,<%6^1:##

!#*9#$66.6+#&.#16*^56+0#g5&#*+6#.&1#%,01#+6*8-.2#0(-860K#<,1#g5&#0J6*$#*<&,1#0&9615-.2#-.16+601-.2K#g5-^5#
-0#6*07#1&#+6969<6+:#Q&1#%,01#+6*8-.2#156#0(-860:#Z56#16*^56+0#g5&#16((#*<&,1#156-+#6iJ6+-6.^60:##

Z56#J*+1-^-J*.1#69J5*0-\60#156#-9J&+1*.^6#&)#9,1,*(#$.&g(6826#6i^5*.26K#g56+6#<&15#01,86.10#*.8#16*^56+0#05*+6#(-)6#
6iJ6+-6.^60#g-15#6*^5#&156+:#c7#J+&=-8-.2#6i*9J(60#)+&9#5-0#&+#56+#J6+0&.*(#6iJ6+-6.^6K#156#16*^56+#-0#.&1#96+6(7#9*$-.2#
156#16*^5-.2#9&+6#-.16+601-.2K#<,1#56#&+#056#6.^&,+*260#156#01,86.10#1&#8&#156#0*96:##

d+6=-&,0#+606*+^5#5*0#5-25(-25168#156#-9J&+1*.^6#&)#*JJ(7-.2#^,(1,+*((7#+60J&.0-=6#*0060096.1#9615&80#-.#*#9,(1-^,(1,+*(#
^(*00+&&9# @R(66K# ABCBG:# P# J*+1-^-J*.1# g5&# 01,8-60# <-&16^5.&(&27# 05*+68# 5-0# 6iJ6+-6.^60# &)# ^,(1,+*((7# +60J&.0-=6#
*0060096.1:##
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460#‚#cUQUm!XZRRTQ#€#HPMQPHRmTZZ!H#V#e&99,.-^*1-&.#*.8#M+&,J#]&+$#-.#156#I,(1-^,(1,+*(#e(*00+&&9#

!#066K#)&+#6i*9J(6K#15*1#16*^56+0#*+6#1+7-.2#1&#)-05#)&+#01+6.2150#*.8#g6*$.60060#)+&9#156#01,86.10:#P.8#!#
066#156+6#-0#*1#(6*01#&.6#16*^56+#g5&#0*70#15*1#!#*9#2&&8#-.#0&9615-.2#J*+1-^,(*+K#*.8#!#261#*#^5*.^6#1&#
86=6(&J#96#),+156+:#P.8#56#J&-.10#&,1#97#g6*$.60060#*.8#56#0*70#15*1#!#05&,(8#1+7#9&+6:#

Z56#J*+1-^-J*.1#-0#1*($-.2#*<&,1#16*^56+0#g5&#*.*(706#01,86.10k#68,^*1-&.*(#J6+)&+9*.^6#*.8#69J5*0-\6#156-+#01+6.2150#
g5-(6# 6.^&,+*2-.2# 1569# 1&# 86=6(&J# ),+156+# *.8# J&-.1-.2# &,1# J(*^60# )&+# -9J+&=696.1:# Z5-0# ^&++60J&.80# 1&# ^,(1,+*((7#
+60J&.0-=6#*0060096.1#9615&80#15*1#J+&=6#1&#<6#,06),(#-.#9,(1-^,(1,+*(#(6*+.-.2#6.=-+&.96.10#@R(66K#ABCBG:###

e,(1,+*((7#+60J&.0-=6#16*^5-.2#-.=&(=60#*#(&1#&)#^&99,.-^*1-&.#-.#156#^(*00+&&9:#!.#&+86+#1&#*^1-=*16#01,86.10#*.8#J+&=-86#
*.#&JJ&+1,.-17#1&#05*+6#$.&g(6826K#2+&,J#g&+$#-0#&)16.#+6^&996.868#8,+-.2#156#(6*+.-.2#J+&^600:#O&g6=6+K#06=6+*(#
+606*+^5#01,8-60#+6=6*(68#15*1#01,86.10k#6iJ6+-6.^60#&)#2+&,J#g&+$#*+6#8-))6+6.1#*.8#+*.26#)+&9#<6-.2#5-25(7#J&0-1-=6#1&#
.62*1-=6#@m6#>-1*K#ABB_[#S&+65*.8#61#*(:K#ABCD[#d&J&=#61#*(:K#ABCAG:##

“It	enriches	you	as	a	person”	

Multicultural	group	work	as	an	opportunity	to	share	knowledge	across	cultures		

m,+-.2#156#-.16+=-6g0K#156#~,601-&.#&)#2+&,J#g&+$#g*0#&.6#&)#156#9&01#8-0^,0068#*.8#156#J*+1-^-J*.10k#6iJ6+-6.^60#&)#
9,(1-^,(1,+*(#2+&,J#g&+$#*.8#^&99,.-^*1-&.#g-15#J66+0#g6+6#=6+7#8-))6+6.1:##

U*+(-6+#+606*+^5#01,8-60#5*=6#5-25(-25168#156#-9J&+1*.^6#&)#9,(1-^,(1,+*(#2+&,J#g&+$#-.#^(*00+&&90#g-15#8-=6+06#01,86.1#
J&J,(*1-&.0#@d&J&=#61#*(:K#ABCA[#Rg66.67#61#*(:K#ABBFG:#I,(1-^,(1,+*(#2+&,J#g&+$#6.^&,+*260#01,86.10#1&#6.16+#-.1&#8-+6^1#
8-*(&2,6# g-15# 156-+# J66+0# *.8# 56(J0# 1&# +68,^6# 6i-01-.2# ^,(1,+*(# J+6%,8-^60# -.#*# ^(*00+&&9:# P# J*+1-^-J*.1# g5&# 01,8-68#
-.16+.*1-&.*(# +6(*1-&.0# +6=6*(68# 15*1# -1# g*0# *# J&0-1-=6# *.8# <6.6)-^-*(# 6iJ6+-6.^6# 1&# g&+$# g-15# 01,86.10# )+&9# 8-))6+6.1#
^&,.1+-60:##

!1#g*0#-.16+601-.2#*.8#),.#0&961-960:#P.8#,06),(#1&#)&((&g#8-))6+6.1#&J-.-&.0#)+&9#156#P96+-^*.#0^5&&(K#
M6+9*.K#H,00-*.#*.8#6=6.K#7&,#$.&gK#Q&+8-^#*.8#e5-.606#01,86.10:#!1#g*0#0&9615-.2#=6+7#<6.6)-^-*(:###

P.&156+#J*+1-^-J*.1#g5&#01,8-68#)&+6-2.#(*.2,*260#*(0&#^&.0-86+68#9,(1-^,(1,+*(#2+&,J#g&+$#<6-.2#,06),(:#S,+156+9&+6K#
56#^&.^(,868#15*1#2+&,J#g&+$#g*0#6))6^1-=6#)&+#(6*+.-.2#5&g#1&#g&+$#1&26156+#g-15#*#8-=6+06#2+&,J#&)#J6&J(6#*.8#*8*J1#1&#
8-))6+6.1#0-1,*1-&.0:##

!#15-.$#-1#n9,(1-^,(1,+*(#2+&,J#g&+$o#-0#=6+7#-.16+601-.2#<6^*,06#-1#6.+-^560#7&,#*0#*#J6+0&.:#P.8#*(0&K#1&#
261#1&#$.&g#5&g#1&#6iJ*.8#7&,+#(-9-10#*.8#2&#)&+g*+8#*0#g6((:##

Z56+6# g6+6# 06=6+*(# J*+1-^-J*.10# g5&# J+6)6++68# g&+$-.2# g-15# !^6(*.8-^# 01,86.10# +*156+# 15*.# -.# 9,(1-^,(1,+*(# 2+&,J0#
<6^*,06#156#)-.*(#+6J&+10#)+&9#156#2+&,J#g&+$#5*8#1&#<6#g+-116.# -.# !^6(*.8-^:#R&96#J*+1-^-J*.10#0*g#*.# *8=*.1*26#-.#
g&+$-.2#g-15#!^6(*.86+0#g5&#^&,(8#8&#156#g+-116.#J*+1#g5-(6#1567#g&,(8#^&.1+-<,16#&+*((7:#P#J*+1-^-J*.1#g5&#01,8-68#
<-&(&27#^(6*+(7#6iJ(*-.68#156#*8=*.1*260#&)#g&+$-.2#-.#2+&,J0#g-15#!^6(*.8-^#J66+0:#O6#*(0&#96.1-&.68#15*1#5-0#!^6(*.8-^#
J66+0#g6+6#26.6+*((7#&J6.#1&#0J6*$-.2#U.2(-05#8,+-.2#156#2+&,J#8-0^,00-&.0:##

]6#0-1#1&26156+#*.8#-1k0#+6*((7#,J#1&#97#01,86.1#9*160#g5*1#(*.2,*26#*+6#g6#0J6*$-.2K#<,1#1567#*+6#,0,*((7#
6=6.#9&+6#&J6.#15*.#156#16*^56+0#1&#U.2(-05:#P.8#156.#1567#g+-16#-.#!^6(*.8-^#156#+6J&+1K#*.8#7&,#$.&gK#!#
%,01#2-=6#1569#=6+<*(#-.J,1#&.#g5*1#97#&J-.-&.#-0K#*.8#1567#%,01#1+*.0(*16#-1#-.1&#!^6(*.8-^:#

P#J*+1-^-J*.1#g5&#^,++6.1(7#01,8-60#<,0-.600#*89-.-01+*1-&.#8-0^,0068#0&96#-00,60#15*1#9-251#&^^,+#-.#!^6(*.8-^#0611-.20#
*+&,.8#9,(1-^,(1,+*(#2+&,J#g&+$:#O6#)6(1#15*1#0&96#969<6+0#&)#156#2+&,J#^&,(8#J,((#156#g5&(6#2+&,J#8&g.#<6^*,06#&)#*#
(*^$#&)#(*.2,*26#0$-((0#-.#*^*869-^#!^6(*.8-^:#O-0#g&++7#g*0#15*1#156#g&+$(&*8#-.#*#9,(1-^,(1,+*(#2+&,J#g&+$#9-251#<6#
8-=-868#,.6=6.(7#*.8#15*1#!^6(*.8-^#01,86.10#5*8#1&#8&#g+-1-.2#*.8#68-1-.2#g&+$#)&+#156-+#.&.E!^6(*.8-^#J66+0:###

!)#!#5*=6#1&#8&#2+&,J#g&+$K#156.#&)#^&,+06#-0#8-))-^,(1#<6^*,06#0&961-960#J6&J(6#nJ66+0o#5*=6#1&#+6*8#&=6+#
g5*1#!#8-8:#R&K#!#*(g*70#1+7#1&#^&9J6.0*16#-.#&156+#*+6*0:#c,1#!#*^1,*((7#6iJ6+-6.^6#0&961-960K#156+6#*+6#
)6g#d&(-05#J6&J(6#56+6#g5&#*+6#01,87-.2#g-15#96K#*.8#1567#*(g*70#*0$#-)#!#g*.168#1&#<6#-.#156#2+&,J#g-15#
1569:#P.8#-.#156#<62-..-.2K#!#*(g*70#8-8#-1:#c,1#156.#!#01*+168#1,+.-.2#J6&J(6#8&g.#<6^*,06#-1k0#1&&#9,^5K#
-1k0#1&&#8-))-^,(1#)&+#&156+#!^6(*.86+0#1&#5*=6#9*.7#)&+6-2.6+0#-.#156#0*96#2+&,J#-)#156#*00-2.96.1#g*0#8&.6#
-.#!^6(*.8-^:#R&K#15*1#g*0#J+&<*<(7#156#9&01#8-))-^,(1#15-.2:##

]5-(6#156#J*+1-^-J*.1k0#)6*+0#9*7#<6#,.86+01*.8*<(6K#J+6^68-.2#+606*+^5#5*0#69J5*0-\68#156#)*^1#15*1#9,(1-^,(1,+*(#2+&,J#
g&+$#8&60#.&1#5*=6#*#.62*1-=6#-9J*^1#&.#01,86.10k#J6+)&+9*.^6K#*.8#156#*00,9J1-&.#15*1#9,(1-^,(1,+*(#2+&,J#g&+$#^&,(8#
J,((#8&g.#-.8-=-8,*(#969<6+0k#*^*869-^#0^&+60#g*0#.&1#^&.)-+968#@m6#>-1*K#ABBAG:##

!.#156#*<&=6#~,&1*1-&.K#156#J*+1-^-J*.1#5-25(-2510#156#)*^1#15*1#-1#g*0#8-))-^,(1#)&+#5-9#1&#1,+.#J6&J(6#8&g.#<*068#&.#156-+#
(*.2,*26#0$-((0#&+#&+-2-.0:#Z56#0&(,1-&.#1&#15-0#J+&<(69#g*0#0,2260168#-.#J+6=-&,0#01,8-60K#g56+6#156#69J5*0-0#g*0#J,1#&.#
156#16*^56+k0#+&(6#-.#+68,^-.2#0,^5#J+&<(690#<7#*00-2.-.2#J6&J(6#-.1&#2+&,J0#*.8#^+6*1-.2#9&+6#<*(*.^68#2+&,J0#+*156+#
15*.#*((&g-.2#01,86.10#1&#^5&&06#969<6+0#&)#*#2+&,J#@m6#>-1*K#ABBAK#ABB_G:#P.&156+#J*+1-^-J*.1#g5&#01,8-60#<,0-.600#
*89-.-01+*1-&.#+6=6*(68#15*1#056#,.86+01*.80#156#*8=*.1*260#&)#969<6+0#<6-.2#*00-2.68#1&#156#2+&,J0#*.8#0*g#-1#*0#*.#
&JJ&+1,.-17#1&#J+6J*+6#)&+#),1,+6#g&+$:##
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U,+&J6*.#f&,+.*(#&)#U8,^*1-&.*(#H606*+^5#‚#461	

Z6*^56+0#8&#.&1#g*.1#1&#*((&g#,0#1&#^5&&06#n969<6+0#)&+#156#2+&,J#g&+$o:#Z567#g*.1#1&#*00-2.#2+&,J0K#
<6^*,06#1567#*+6#%,01#J+6J*+-.2#,0#)&+#),1,+6#g&+$K#<6^*,06#7&,#g&.k1#261#1&#^5&&06#g5&#7&,#g&+$#g-15#
g56.#7&,#*+6#g&+$-.2#-.#*#^&9J*.7:##

P#8-))6+6.1#-00,6#15*1#06=6+*(#J*+1-^-J*.10#<6^*96#*g*+6#&)#-0#)+66E+-8-.2#g-15-.#2+&,J0#*.8K#*0#*#+60,(1K#*#(&g6+#2+&,J#2+*86:##

!#*9#26.6+*((7#0*1-0)-68#g-15#156#2+*860#g5-^5#!#261K#<,1#0&961-960#-1#-0#%,01#<*8K#g56.#0&96#969<6+0#*+6#
%,01#+-86+0:#m&#7&,#,.86+01*.8h#Z567#*+6#-.#156#2+&,J#<,1#8&.k1#8&#*.715-.2#<,1#01-((#261#156#0*96#2+*86#*0#
*#J6+0&.#g5&#5*=6#8&.6#*#(&1#n:::o#!#15-.$#-1#-0#,.)*-+#15*1#15-0#969<6+#2610#156#0*96#2+*86#*0#96:#P.8#-1#-0#
J,((-.2#156#2+*86#8&g.:##

U*+(-6+# +606*+^5# 01,8-60# 0,22601# 8-))6+6.1# g*70# &)# 86*(-.2# g-15# )+66E+-8-.2# g-15-.# 156# 2+&,J0# *.8# +68,^-.2# 01,86.1#
8-00*1-0)*^1-&.#g-15#2+*860#@S&+65*.8#61#*(:K#ABCD[#O*00*.-6.K#ABBD[#I*-86.#€#d6++7K#ABCCG:#!1#-0#0,2260168K#*9&.2#&156+#
15-.20K#15*1#16*^56+0#86=6(&J#9&+6#*8=*.^68#*0060096.1#9615&80#*.8#^&9<-.6#J66+#*0060096.1#g-15#16*^56+#*0060096.1:#
d66+#*0060096.1#-0#*(0&#+6^&996.868#*0#*.#*0060096.1#9615&8#g56.#*JJ(7-.2#*#(6*+.6+Ê 6.1+68#*JJ+&*^5#1&#16*^5-.2K#*0#
15-0#17J6#&)#6=*(,*1-&.#1+-226+0#*^1-=6#8-0^,00-&.0#*.8#^&99,.-^*1-&.#g-15-.#156#2+&,J0#@c+&g.K#ABBY[#]6<<6+K#ABCAG:###

m,+-.2#&.6#&)#156#2+&,J#-.16+=-6g0K#156#+606*+^56+0#<6^*96#*g*+6#15*1#0&96#J*+1-^-J*.10#(*^$#,.86+01*.8-.2#*<&,1#156#
J,+J&06#&)#2+&,J#g&+$K#g5-^5#(*16+#+60,(168#-.#156#J*+1-^-J*.10k#8-00*1-0)*^1-&.#g-15#156#(6*+.-.2#J+&^600#*.8#156#(6*+.-.2#
&,1^&96:#P#J*+1-^-J*.1#g5&#01,8-60#!^6(*.8-^#*0#*#06^&.8#(*.2,*26#05*+68#5-0#6iJ6+-6.^60#&)#2+&,J#g&+$K#g5-(6#06=6+*(#
&156+#J*+1-^-J*.10#g5&#1&&$#J*+1#-.#156#0*96#2+&,J#-.16+=-6g#*2+668#g-15#5-9:##

I*7<6#-1#-0#%,01#97#J+&<(69K#<,1#!#5*16#2+&,J#*00-2.96.10#nH606*+^56+#.&16W#R6=6+*(#&156+#J*+1-^-J*.10#
.&8#156-+#*2+6696.1#*.8#&.6#&)#1569#0*70K#`60K#760o#c6^*,06#-)#!#9*$6#9-01*$60K#1567#*+6#%,01#97#9-01*$60K#
*.8# !#8&.k1#g*.1#1&#15-.$#15*1#156+6#*+6#&156+#J6&J(6# -.#156#2+&,J:# !1#9*$60#96#01+60068:# !#%,01#8&.k1#
,.86+01*.8#g57#g6#*+6#8&-.2#0&#9*.7#2+&,J#*00-2.96.10K#<6^*,06#-1#-0#(-$6#*#2+&,J#$.&g(6826K#.&1#g5*1#
!#5*=6#(6*+.68:##

!.#15-0#^*06K#156#-00,60#^&,(8#J+&<*<(7#5*=6#<66.#0&(=68#*1#*.#6*+(7#01*26#-)#156#16*^56+#^(6*+(7#-.1+&8,^68#156#J,+J&060#&)#
2+&,J#g&+$#*.8#6iJ(*-.68#156#*8=*.1*260#&)#9,(1-^,(1,+*(#2+&,J#g&+$:#Z5-0#J*+1-^,(*+#01,86.1#8&60#.&1#,.86+01*.8#5&g#
156#2+&,J#g&+$#^*.#^&.1+-<,16#1&#5-0#68,^*1-&.#*.8#56#8&60#.&1#066#156#<6.6)-10#&)#156#J+&^600#&)#$.&g(6826#^&.01+,^1-&.#
g-15-.# 156# 2+&,J:# m-))6+6.1# +606*+^5# 01,8-60# 5-25(-25168# 15*1# J+&J6+# -.1+&8,^1-&.K# 8-*(&2,6# g-15# 01,86.10# *.8# 9&+6#
*8=*.^68# *0060096.1# 9615&80# ^&,(8# 6(-9-.*16# 0&96# -00,60# *.8# 9-0^&.^6J1-&.0# +6(*168# 1&# 9,(1-^,(1,+*(# 2+&,J# g&+$#
@S&+65*.8#61#*(:K#ABCD[#O*00*.-6.K#ABBDG:##

P(15&,25#156#9*%&+-17#&)#156#6iJ6+-6.^60#05*+68#<7#156#J*+1-^-J*.10#g6+6#J&0-1-=6#&+#.6,1+*(K#0&96#&)#156-+#6iJ6+-6.^60#
g6+6#.62*1-=6K#*.8#156#J*+1-^-J*.10#g-0568#15*1#,.-=6+0-1-60#^&,(8#-9J+&=6#-.#0&96#*+6*0:#T.6#-00,6#860^+-<68#<7#06=6+*(#
J*+1-^-J*.10#01&&8#&,1#*.8#g-((#<6#8-0^,0068#-.#156#.6i1#06^1-&.:##

“I	think,	she	approached	us	as	if	we	were	children”	

Teachers’	low	expectations	based	on	student	background		

R6=6+*(# J*+1-^-J*.10# +6=6*(68# 15*1# 1567# g-0568# 15*1# 0&96# 16*^56+0# g&,(8# ^5*.26# 156-+# *11-1,860# 1&g*+80# -99-2+*.1#
01,86.10# *.8# 8-8# .&1# 6=*(,*16# *^*869-^# ^&9J616.^60# 0&(6(7# <*068# &.# 156# 01,86.10k# &+-2-.0# &+# (*.2,*26# 0$-((0:# Z56#
J*+1-^-J*.10#860^+-<68#0-1,*1-&.0#g56.#16*^56+0#5*8#(&g6+#6iJ6^1*1-&.0#)&+#-99-2+*.1#01,86.10#*.8#8-8#.&1#1+6*1#1569#
6~,*((7:##

!.#&,+#)-6(8K#1567#n16*^56+0o#g6+6#.&1#+6*((7#~,*(-)-68:#Z567#1+6*168#,0#=6+7#J&0-1-=6(7K#(-$6#156-+#0&.0#*.8#
8*,2516+0K#<,1#-1#g*0#*#<-1#&)#*#$-.86+2*+16.:##

Z56#16*^56+#8-8.k1#16*^5#,0#=6+7#g6((:#!#15-.$K#056#$-.8#&)#*JJ+&*^568#,0#*0#-)#g6#g6+6#^5-(8+6.:##

Z56#J*+1-^-J*.10#,.86+01&&8#15*1#156#16*^56+0K#<7#*JJ+&*^5-.2#1569#8-))6+6.1(7K#g6+6#1+7-.2#1&#56(JK#<,1#15-0#J*+1-^,(*+#
*JJ+&*^5#8-8#.&1#g&+$#g6((:#Z56&+-010#*.8#J+6=-&,0#+606*+^5#-.#156#)-6(8#&)#9,(1-^,(1,+*(#68,^*1-&.#,.86+(-.6#156#)*^1#15*1#
,.86+01*.8-.2# 01,86.10k# .6680# *.8# <6-.2# )(6i-<(6# g-15&,1# (&&06.-.2# 156# +6~,-+696.10# <*068# &.# 01,86.10k# 615.-^-17# &+#
<*^$2+&,.8#-0#=6+7#-9J&+1*.1#-.#156#9,(1-^,(1,+*(#(6*+.-.2#6.=-+&.96.1#@c*.$0#€#c*.$0K#ABCB[#Q-61&K#ABCB[#Rg*9-.*15*.#
€# P()+68K# ABBCG:# Z6*^56+0k# 9-0-.16+J+61*1-&.# &)# -99-2+*.1# 01,86.10k# .6680# +60,(168# -.# 156# J*+1-^-J*.10k# .62*1-=6#
6iJ6+-6.^60#&)#156#(6*+.-.2#J+&^600#*.8#^&99,.-^*1-&.#g-15#15&06#16*^56+0:##

P(15&,25#156#J*+1-^-J*.10#6iJ6+-6.^68#^5*((6.260#+6(*168#1&#0&96#16*^56+0k#9-0^&.^6J1-&.0K#1567#*89-1168#15*1#!^6(*.8-^#
,.-=6+0-17#^,(1,+6#-0#J&0-1-=6#*.8#&J6.#1&#-99-2+*.1#01,86.10:##

“The	university	gave	me	emancipation	and	ambition	to	think	freely”		

Movement	towards	empowering	school	culture		
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462#‚#cUQUm!XZRRTQ#€#HPMQPHRmTZZ!H#V#e&99,.-^*1-&.#*.8#M+&,J#]&+$#-.#156#I,(1-^,(1,+*(#e(*00+&&9#

Z56#01,87#+6=6*(68#15*1#156#6.=-+&.96.10#*1#156#15+66#1*+261#,.-=6+0-1-60#*+6#9&86+.#*.8#&J6.#)&+#-99-2+*.1#01,86.10:#
Z56#J*+1-^-J*.10#01*168#15*1#156#9*%&+-17#&)#16*^56+0#g6+6#g-((-.2#1&#J+&=-86#6i1+*#0,JJ&+1#*.8#g6+6#26.6+*((7#&J6.#)&+#
8-0^,00-&.#&)#*.7#-00,60#15*1#&^^,+#8,+-.2#156#(6*+.-.2#J+&^600:##

e+6*1-.2#*.#69J&g6+-.2#0^5&&(#^,(1,+6K#g56+6#6=6+7#01,86.1#)66(0#=*(,68K#g56+6#$.&g(6826#-0#^&.01+,^168#15+&,25#*^1-=6#
8-*(&2,6K#*.8#g56+6#156#g5&(6#070169#-0#<*068#&.#6~,-17#J68*2&27#*.8#*.#-.8-=-8,*(#*JJ+&*^5#)&+#6=6+7#01,86.1#-0#*#
0-2.-)-^*.1# 2&*(# &)# 9,(1-^,(1,+*(# 68,^*1-&.# @c*.$0# €# c*.$0K# ABCBG:# Z5606# )*^1&+0# *+6# *(0&# -.^(,868# -.# ^&.01+,^1-=-01#
68,^*1-&.#156&+7K#g5-^5#2-=60#J+-&+-17#1&#01,86.10k#(6*+.-.2#6iJ6+-6.^60#*.8#86=6(&J96.1#*0#^+-1-^*(#15-.$6+0#@f&.60#€#
c+*86+EP+*%6K#ABBAG:#Z56#+60,(10#&)#156#J+606.168#+606*+^5#-.8-^*16#15*1#156#J*+1-^-J*.10#5*=6#*(+6*87#6iJ6+-6.^68#0&96#
&)#156#8-96.0-&.0#&)#9,(1-^,(1,+*(#68,^*1-&.#*.8#15*1#156-+#6iJ6+-6.^60#*+6#9*-.(7#J&0-1-=6:#P#J*+1-^-J*.1#g5&#01,8-60#
68,^*1-&.#0^-6.^60#*.8#*#J*+1-^-J*.1#g5&#01,8-60#0&^-&(&27#<&15#+6)(6^168#&.#156#~,601-&.#&)#*,1&.&97#*.8#-.86J6.86.^6K#
g5-^5#1567#6.%&768#8,+-.2#156-+#01,8-60:#Z567#*JJ+6^-*168#16*^56+0#*((&g-.2#1569#1&#<6#^+-1-^*(#15-.$6+0#*.8#6.^&,+*2-.2#
1569#1&#^&.01+,^1#156-+#&g.#$.&g(6826#8,+-.2#156#68,^*1-&.#J+&^600:###

!#*9#=6+7#5*JJ7#g-15#156#-.16+.*1-&.*(#J+&2+*9#<6^*,06#-1#2-=60#96#9&+6#*,1&.&97#-.#g5*1#!#g*.1#1&#
01,87:##

!#(-$6#15*1#7&,#*+6#-.86J6.86.1K#*.8#7&,#*+6#)+66#1&#-..&=*16#7&,+#&g.#15&,2510K#^+6*16#7&,+#&g.#-86.1-17#
-.016*8#&)#<6-.2#*#+&<&1#-.#156#^(*00:#R&K#!#+6*((7#(-$6#60J6^-*((7#15-0#!^6(*.8-^#g*7#&)#16*^5-.2:#

P#J*+1-^-J*.1#g5&#01,8-60#)&+6-2.#(*.2,*260#*.8#*#J*+1-^-J*.1#g5&#01,8-60#<-&(&27#5*8#0-9-(*+(7#J&0-1-=6#6iJ6+-6.^60#&)#
156#(6*+.-.2#6.=-+&.96.1#*.8#+6=6*(68#15*1#1567#6.%&768#156#6~,*(-17#*.8#)+-6.8(7#*19&0J56+6:#Z567#96.1-&.68#15*1#156#
,.-=6+0-17#<6^*96#156-+#5&96#*g*7#)+&9#5&96:##

!.#&,+#86J*+196.1#nS*^,(17#&)#a*.2,*260#*.8#e,(1,+60o#-1k0#$-.8#&)#*#09*((#)*9-(7#7&,#$.&g:#R&K#g6#%,01#
-.=-16#6*^5#&156+#)&+#8-..6+#6*1-.2#&,10-86K#15*1#$-.8#&)#15-.20K#g5-^5#-0#~,-16#.-^6#56+6:##

!#+6*((7#)6(1#*1#5&96#-.#P0$%*#nR^5&&(#&)#U.2-.66+-.2#*.8#Q*1,+*(#R^-6.^60o:#!#=6+7#~,-^$(7#)&,.8#97#&g.#
J(*^6K#g56+6#!#8&#15-.20#*.8#76*5K#!#,0,*((7#)66(#+6*((7#^&9)&+1*<(6#156+6#26.6+*((7K#!#(-$6#2&-.2#156+6:##

Z56# 01,86.10# g5&# J*+1-^-J*168# -.# 156# +606*+^5# 01,8-60# ^&.8,^168# <7# c&60^5# @ABCNG# *.8# S+669*.# 61# *(:# @ABBlG# *(0&#
,.86+(-.68#5&g#2&&8#^&99,.-^*1-&.#g-15#16*^56+0#*.8#*#0^5&&(#6.=-+&.96.1#<*068#&.#6~,*(-17#*.8#1+,01#^*.#5*=6#*#
J&0-1-=6#-9J*^1#&.#01,86.10k#06.06#&)#<6(&.2-.2#*.8#^+6*16#*#J&0-1-=6#(6*+.-.2#6.=-+&.96.1:###

P# J*+1-^-J*.1#g5&# 01,8-68# <&15# !^6(*.8-^# *0# *# 06^&.8# (*.2,*26# *.8# -.16+.*1-&.*(# +6(*1-&.0# 0,99*+-\68# 5-0# J&0-1-=6#
6iJ6+-6.^60#&)#156#(6*+.-.2#J+&^600#*.8#^&.^(,868#15*1#156#68,^*1-&.#69J&g6+68#5-9:#m,+-.2#156#(6*+.-.2#J+&^600K#56#
(6*+.68#5&g#1&#<6#*.#-.86J6.86.1#15-.$6+:###

!#(-$6#15*1#156#,.-=6+0-17#2*=6#96#69*.^-J*1-&.#*.8#*9<-1-&.#1&#15-.$#)+66(7:#P.8#15-0#-0#156#J(*^6#g56+6#!#
2&1#*.#6.^&,+*2696.1#1&#<6#*#)+66#15-.$6+K#15*1k0#156#9&01#-9J&+1*.1#15-.2:#

Z56#+60,(10#&)#156#^,++6.1#+606*+^5#+6=6*(68#15*1K#860J-16#0&96#^5*((6.260#156#J*+1-^-J*.10#)*^68#8,+-.2#156-+#(6*+.-.2#
J+&^600K#156-+#&=6+*((#6iJ6+-6.^60#*+6#J&0-1-=6:#Z56#(6*+.-.2#6.=-+&.96.10#*1#!^6(*.8-^#,.-=6+0-1-60#*+6#^&.0-86+68#<7#156#
9*%&+-17#&)#156#J*+1-^-J*.10#<6-.2#&J6.#*.8#)+66#)+&9#J+6%,8-^6:##

Conclusion	

Z56#*.*(70-0#&)#156#)-.8-.20#05&g0#15*1#9*.7#J*+1-^-J*.10#5*=6#5*8#0-9-(*+#6iJ6+-6.^60#&)#156#(6*+.-.2#J+&^600K#g5-^5#9*7#
-.8-^*16#0&96#^&99&.#16.86.^-60#*.8#^5*((6.260#15*1#&156+#01,86.10#g-15#0-9-(*+#^5*+*^16+-01-^0#)*^6#8,+-.2#156-+#01,8-60:#
c*068#&.#156#8*1*#*.*(70-0K#06=6+*(#156960#+6(*168#1&#156#+606*+^5#2&*(0#86=6(&J68#)+&9#156#-.16+=-6g0:#Z56#J+-9*+7#)&^,0#
&)#156#01,87#g*0#&.#6iJ(&+-.2#156#J*+1-^-J*.10k#6iJ6+-6.^60#&)#^&99,.-^*1-&.#g-15#16*^56+0#8,+-.2#156#(6*+.-.2#J+&^600K#
^,(1,+*((7#+60J&.0-=6#16*^5-.2#9615&80#*.8#*#(6*+.6+Ê 6.1+68#*JJ+&*^5:#S,+156+9&+6K#156#J*+1-^-J*.10k#J6+0J6^1-=60#&.#
9,(1-^,(1,+*(#2+&,J#g&+$#g6+6#*.*(7068#*0#g6((#*0#^5*((6.260#+6(*168#1&#2+&,J#g&+$:##

Z56#9*%&+-17#&)#156#J*+1-^-J*.10#01+60068#156#)*^1#15*1#156-+#6iJ6+-6.^60#&)#^&99,.-^*1-&.#g-15#16*^56+0#g6+6#26.6+*((7#
J&0-1-=6:#Z6*^56+0#g6+6#6*0-(7#*^^600-<(6K#*.8#1567#6.^&,+*268#01,86.10#1&#15-.$#^+-1-^*((7:#Z56#*.*(70-0#&)#156#-.16+=-6g0#
+6=6*(68#15*1#9*.7#16*^56+0#-.#!^6(*.8-^#,.-=6+0-1-60#*JJ(7#*#(6*+.6+Ê 6.1+68#*JJ+&*^5K#*.8#*^^&+8-.2#1&#156#J*+1-^-J*.10k#
6iJ6+-6.^60K#15-0#*JJ+&*^5#5*8#*#J&0-1-=6#6))6^1#&.#156-+#*^*869-^#J6+)&+9*.^6#*.8#1+-226+68#8-0^,00-&.0#-.#156#^(*00+&&9:#
Z56#J*+1-^-J*.10#=*(,68#16*^56+0#g5&#g6+6#1+7-.2#1&#J+&=-86#6=6+7#01,86.1#g-15#*JJ+&J+-*16#68,^*1-&.*(#0,JJ&+1#*.8#1&#
*((&g#6=6+7&.6#1&#)&((&g#5-0#&+#56+#&g.#(6*+.-.2#017(6#+*156+#15*.#066$-.2#&.6#16*^5-.2#9615&8#15*1#g&,(8#0,-1#*((:#Z5-0#
^&++60J&.80#1&#156#^&.01+,^1-=-01#156&+7K#g5-^5#J,1#69J5*0-060#*#(6*+.6+Ê 6.1+68#*JJ+&*^5#*.8#5-25(-2510#156#-9J&+1*.^6#
&)#*((&g-.2#01,86.10#1&#1*$6#*.#*^1-=6#J*+1#-.#156#(6*+.-.2#J+&^600K#*0#&JJ&068#1&#J*00-=6(7#)&((&g-.2#16*^56+0k#-.01+,^1-&.0#
@O6.0&.K#ABBY[#f&.60#€#c+*86+EP+*%6K#ABBAG:#!.#^&.1+*01#1&#156#J&0-1-=6#6iJ6+-6.^60#&)#156#(6*+.6+Ê 6.1+68#*JJ+&*^5K#156#
J*+1-^-J*.10k#J6+0J6^1-=60#&.#156#16*^56+Ê 6.1+68#*JJ+&*^5#g6+6#9&01(7#.62*1-=6:#Z567#^+-1-^-068#15&06#16*^56+0#g5&#J,1#
*.#6i16.0-=6#)&^,0#&.#01,86.10k#*^5-6=696.1#+*156+#15*.#&.#156#(6*+.-.2#J+&^600:##
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U,+&J6*.#f&,+.*(#&)#U8,^*1-&.*(#H606*+^5#‚#463	

Z56#J*+1-^-J*.10#*JJ+6^-*168#-1#g56.#16*^56+0#*((&g68#1569#1&#,06#156-+#^,(1,+*(#<*^$2+&,.80#*.8#J+6=-&,0#6iJ6+-6.^60#
8,+-.2#156#(6*+.-.2#J+&^600:#P(15&,25#0&96#16*^56+0#*JJ(7#06=6+*(K#0-.2(6#8-96.0-&.0#&)#^,(1,+*((7#+60J&.0-=6#16*^5-.2K#
0,^5# *0# ^&.16.1# -.162+*1-&.# *.8# J+6%,8-^6# +68,^1-&.# 15+&,25# &J6.# 8-0^,00-&.0# -.# 156# ^(*00+&&9K# 156# *.*(70-0# &)# 156#
-.16+=-6g0#+6=6*(68#15*1#^,(1,+*((7#+60J&.0-=6#16*^5-.2#-0#01-((#*.#,.^&99&.#J56.&96.&.#-.#156#!^6(*.8-^#,.-=6+0-1-60#*.8#
15*1#+6(*1-=6(7#)6g#16*^56+0#*JJ(7#15606#16*^5-.2#9615&80:#Z56#J*+1-^-J*.10k#6iJ6+-6.^60#&)#^,(1,+*((7#+60J&.0-=6#16*^5-.2#
*+6# 6i^(,0-=6(7# J&0-1-=6K# *.8# 1567# 5-25(-25168# 156# J&0-1-=6# -9J*^1# -1# 5*8# &.# 156-+# 06.06# &)# <6(&.2-.2# -.# 156# (6*+.-.2#
6.=-+&.96.1:##

m60J-16#*((#156#J&0-1-=6#6(696.10#+6(*168#1&#2+&,J#g&+$K#156#J*+1-^-J*.10k#6iJ6+-6.^60#+*.268#)+&9#<6-.2#5-25(7#J&0-1-=6#1&#
8-01-.^1(7#.62*1-=6:#R&96#J*+1-^-J*.10#=*(,68#2+&,J#g&+$#*.8#0*g#-1#*0#*.#&JJ&+1,.-17#1&#6i^5*.26#$.&g(6826#*.8#(6*+.#
*<&,1#8-))6+6.1#2+&,J#969<6+0k#6iJ6+-6.^60:#Z567#*(0&#*JJ+&*^568#2+&,J#g&+$#)+&9#156#J&-.1#&)#=-6g#&)#-1#J+6J*+-.2#1569#
)&+#),1,+6#%&<0K#*0#156#9*%&+-17#&)#9&86+.#J+&)600-&.0#+6~,-+6#*1#(6*01#0&96#*9&,.1#&)#2+&,J#g&+$:#Z56#J*+1-^-J*.10#g5&06#
6iJ6+-6.^60#&)#2+&,J#g&+$#g6+6#.62*1-=6#05&g68#0-2.0#&)#*#26.6+*(#9-0,.86+01*.8-.2#&)#156#J,+J&06#&)#2+&,J#g&+$#&+#
5*8#0&96#9-0^&.^6J1-&.0#+6(*168#1&#156#J+&^600#-106()K#0,^5#*0#*#9-02,-868#<6(-6)#15*1#9,(1-^,(1,+*(#2+&,J#g&+$#^&,(8#J,((#
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HANNA RAGNARSDÓTTIR | MENNTAVÍSINDASVIÐI HÁSKÓLA ÍSLANDS 
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ICELANDIC AS A SECOND LANGUAGE:        
UNIVERSITY STUDENTS’ EXPERIENCES 

The aim of this paper is to present and analyze how university students experience 
teaching methods of Icelandic as a second language and communication with teachers 
during the learning process. The theoretical framework includes multicultural education 
theory and second language teaching and learning theories. The findings are based on 
qualitative interviews with twelve students who study Icelandic as a second language at 
the University of Iceland. The analysis of the interviews revealed that the participants were 
generally satisfied with the learning environment and had positive experiences of 
communication with the majority of the teachers. Nevertheless, the participants described 
themselves as being rather passive recipients of knowledge in the courses where explicit 
teaching of grammar was applied and lacking active participation in the learning process. 
Additionally, the participants encountered several challenges during the learning process 
such as issues related to task-based and group assignments and, in some cases, teachers 
lacked understanding of different students’ needs, such as that of providing extra learning 
materials. 

!"#$%&'()*+,-+"&*"'./01,%23*("/%2'*402-.0-"3*1"0/+,2-*5"1+%'(3*6.04,101,7"*&"("0&/+3*8/"402',/*

INTRODUCTION 
Icelandic language courses for university students have been available in the School of 
Humanities at the University of Iceland since 1954 (Hjartardóttir, 2000). Both teaching 
methods and course materials have changed significantly since that time. Nowadays, the 
University of Iceland offers a variety of courses in Icelandic as a second language. Two 
different programs have been developed within the School of Humanities; the Icelandic as a 
Second Language Practical Diploma (60 ECTS) and the Icelandic as a Second Language BA 
Program (180 ECTS). These two programs have some important differences. The Practical 
Diploma program is designed for beginners and exchange students who take an interest in 
learning Icelandic. The Icelandic as a Second Language BA Program is a full degree program 
designed for students who have an academic interest in Icelandic language and culture 
(University of Iceland, n.d.-b).!
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The full BA degree program includes various courses that focus on developing different 
language skills. In courses such as Grammar and Syntax, explicit teaching methods are used, 
and the main focus is on grammar and linguistic competence in Icelandic (University of Iceland, 
2017). On the other hand, courses such as Conversational Practice focus on advancing 
students’ communicative competence, and implicit teaching methods are usually applied 
(University of Iceland, 2017). The terms explicit teaching and implicit teaching are antonyms, 
where the former term implies intentional teaching approaches, during which students are 
instructed to learn language rules and practice them through pattern drills and similar 
exercises (N. C. Ellis, 2015). The term implicit teaching refers to teaching approaches based on 
the notion that students should acquire language skills, including linguistic competence, 
naturally through different classroom activities, such as group work and class discussion (N. C. 
Ellis, 2015).  

Despite the long tradition of teaching Icelandic as a second language at the University of 
Iceland, little knowledge exists on university students’ experiences of the teaching methods. 
Hence, it is highly relevant to provide insight into students’ experiences of learning Icelandic 
as a second language and to highlight the main challenges and obstacles that could impact 
their academic performance.  

The main focus of this paper is to explore how university students experience the teaching 
methods of Icelandic as a second language courses offered in the two different programs at 
the University of Iceland. Furthermore, the paper aims to present and analyze students’ 
experiences of communication with teachers during the learning process. It is important to 
highlight that the goal of this paper is not to compare the Icelandic as a Second Language 
Practical Diploma Program (60 ECTS) with the Icelandic as a Second Language BA Program (180 
ECTS).  

The statistics available on the University of Iceland’s webpage suggest that there is 
significant dropout from the Icelandic as a Second Language programs (University of Iceland, 
n.d.-a, n.d.-c). From 2009–2018, there was an average of 83 newly registered students in the 
BA program, while an average of only 16 students graduated with the BA degree during the 
same time frame (University of Iceland, n.d.-a, n.d.-c). When it comes to the Practical Diploma, 
from 2009–2018, the average number of newly registered students was 82, while on average 
32 students graduated from the Practical Diploma program during the same period (University 
of Iceland, n.d.-a, n.d.-c). This statistical data provides a rough estimate of the dropout rate. 
In order to reveal the exact numbers, a separate quantitative study should be conducted using 
more detailed data from the office of the registrar.  

The paper is based on results from twelve individual, in-depth interviews with university 
students who have taken at least three different courses in Icelandic as a second language. 
The main research questions are presented below.  

•! What are the participants’ experiences of communication with teachers during the 
learning process?  

•! What are the participants’ reactions to and reflections on implicit teaching methods 
that focus on developing communicative skills?  

•! What are the participants’ experiences of courses where explicit teaching of 
grammar is applied?  
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This paper is derived from the qualitative research project Educational Aspirations, 
Opportunities and Challenges for Immigrants in University Education in Iceland conducted 
from 2016 to 2018. The project was funded by the Icelandic Centre for Research (Rannís).  

The paper includes five sections and an abstract. The next section presents the theoretical 
framework of the study. The theoretical framework mainly focuses on multicultural education 
theory, specifically culturally responsive teaching and second-language teaching theories. The 
third section covers research design and methods of data collection. The fourth section 
combines presentation and discussion of the findings. The fifth section is a conclusion 
comprising several final remarks.  

 
THEORETICAL FRAMEWORK  
According to previous research (Erisman & Looney, 2007; Sinacore & Lerner, 2013), limited 
language skills, lack of support and insufficient language teaching for immigrant students can 
have a serious impact on the students’ learning outcomes and sense of belonging in the 
learning environment. Furthermore, knowledge of the dominant cultures’ languages is 
considered to be an important element in the integration process as language is inseparable 
from culture (Erisman & Looney, 2007; Sinacore & Lerner, 2013). In contemporary education, 
it is highly relevant to implement teaching and assessment methods designed with equity in 
mind because they provide equal learning opportunities to all students regardless of 
nationality, race or any other status.  

The essence of multicultural education is to create an empowering school environment 
where all students, regardless of their origin or social status, have equal access to education 
and are treated with respect by peers and teachers (Banks & Banks, 2010; Nieto, 2010). 
Culturally responsive teaching (Gay, 2018; Villegas & Lucas, 2002) is a learner-centered 
approach to teaching within multicultural education theory. Culturally responsive teachers try 
to understand their own cultural identity and their students’ cultural identities through 
dialogue in the classroom and they allow every student to bring his or her own knowledge, 
talents, and experiences to invest in the learning process (Gay, 2018). Furthermore, 
multicultural education theory and previous research emphasize the importance of applying 
diverse and unbiased assessment methods in culturally diverse classrooms (Montenegro & 
Jankowski, 2017; Nicol & Macfarlane-Dick, 2006; Padilla & Borsato, 2008; Slee, 2010). 
According to Padilla and Borsato (2008), high-stakes examinations, such as final exams, are 
not always fair towards students from culturally diverse backgrounds, including immigrants. 
Culturally responsive assessment does not measure students’ achievement based on 
standardized criteria only (Padilla & Borsato, 2008; Slee, 2010). Teachers are encouraged to 
take students’ cultures, previous experiences and individual learning styles into consideration 
and to assess learning by prioritizing diverse low-stakes tests and assignments applied evenly 
throughout the learning process (Nicol & Macfarlane-Dick, 2006; Padilla & Borsato, 2008).  

Culturally responsive teaching may be related to constructivist theory in the way that it 
highlights educational shifts from mere knowledge acquisition to empowering experiences of 
knowledge exchange (Banks & Banks, 2010; Gay, 2018). Constructivist theory emphasizes 
discovery as an essential element of the learning process and learning is considered to be 
active knowledge construction performed by the students themselves (Birenbaum, 2003; 
Cornelius-White, 2007). 
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The role of students is transformed from being passive recipients of knowledge to 
becoming active participants in the learning process (Cornelius-White, 2007; Schiller, 2009). 
Students’ active participation is an essential element in the culturally responsive approach to 
teaching (Gay, 2018; Villegas & Lucas, 2002). Classroom activities such as discussions and 
group work are recommended in learning environments with diverse student populations 
because such activities motivate students to actively participate in the learning process (De 
Vita, 2005; Sweeney, Weaven, & Herington, 2008). According to the results of previous 
research, multicultural group work has a positive effect on students’ performance and their 
integration into the learning environment (De Vita, 2005; Popov et al., 2012; Sweeney et al., 
2008). These activities are also useful in language learning environments, as they activate 
students, encourage them to use the target language during discussions and group work and, 
thereby, improve their communicative language skills (Oroujlou & Vahedi, 2011; Pedersen, 
2007; Wesche & Skehan, 2002). When it comes to second language teaching, it is as important 
to work on developing students’ knowledge of the language as it is to teach the students to 
use the language actively in everyday life.  

Focus-on-forms is an explicit teaching approach, where the syllabus includes a 
predetermined list of linguistic forms that students are supposed to practice through a set of 
exercises (Long, 2011). This approach has been widespread within the field of second language 
teaching. The early theorists of explicit teaching methods of grammar concluded that 
intensive exercises of grammar rules are an essential element in the language acquisition 
process (Harmer, 1987; Lado, 1964). Student involvement in the learning process is very 
limited. Thus, this approach is considered to be less motivating and not learner- centered (N. 
C. Ellis, 2015; Long, 2011). Focus-on-forms is usually opposed to the teaching approach called 
focus-on-form, which claims that a better learning outcome could be achieved by occasionally 
drawing students’ attention to linguistic elements, including morphology and syntax during 
lessons that are primarily focused on communication or meaning (R. Ellis, 2012; Long, 2011).  

Focus-on-form is considered to be a learner-centered approach which activates students 
and has a positive effect on their involvement in the learning process (R. Ellis, 2009, 2012). 
Focus-on-form combines elements of explicit language teaching and implicit language 
teaching (R. Ellis, 2012; Loewen, 2005). Theorists argue that traditional grammar teaching has 
different negative side-effects that can be avoided by rejecting explicit teaching of grammar 
rules based on pattern drills and by incorporating grammar teaching into communicative 
activities that motivate students (R. Ellis, 2012; Long, 2011). Focus-on-form is divided into two 
types: incidental focus-on-form and planned focus-on-form, where the planned focus-on-form 
implicates the use of predetermined tasks with a specific focus on linguistic elements (R. Ellis, 
2012). On the other hand, the distinctive feature of incidental focus-on-form is that teaching 
of grammar is applied “spontaneously without prior planning in meaning-focused interaction” 
(Loewen, 2005, p. 361). Incidental focus-on-form is supported by Swain’s (1993) output 
hypothesis, which claims that second language acquisition is more effective when students 
become aware of their knowledge gaps and learn something new about the target language 
by making an effort to modify their output (Loewen, 2005; Swain, 1993; Swain & Lapkin, 1995). 
Both Loewen (2005) and Swain (1993, 2005) emphasize that, in order to develop students’ 
language skills, some explicit teaching methods need to be applied especially when students 
are graded in accordance with their academic performance and improvement. 
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In contrast to explicit language teaching methods, implicit or usage-based teaching 
methods prioritize meaning instead of forms and use communication as a tool to acquire 
language skills (N. C. Ellis, 2015). Early in the 1980s, Krashen pointed out that the acquisition 
of a second language should take place in a stress-free environment without an extensive 
focus on the linguistic elements (Krashen, 1985). This natural learning environment could be 
achieved by applying implicit teaching methods, where communication is an important 
element of the learning process. Communicative teaching methods have some essential 
characteristics, such as teachers using authentic texts and applying learner-centered 
approaches that motivate students (Wesche & Skehan, 2002). This corresponds to culturally 
responsive teaching methods, where special attention is also given to communication during 
the learning process (Gay, 2018). Furthermore, students are encouraged to share their 
knowledge with peers while resolving task-based communicative assignments provided by 
teachers (Richards, 2006; Wesche & Skehan, 2002). By using communicative language 
teaching methods, teachers not only develop students’ language skills but also create social 
interaction in the classroom (Pedersen, 2007; Richards, 2006). Different classroom activities 
are suggested, such as group work, interviews, opinion sharing, and role play.  

The task-based teaching approach claims to develop all language skills, including listening, 
reading, speaking, and writing, as well as creating a productive learning environment by 
motivating students to participate in the learning process (R. Ellis, 2009; Pedersen, 2007). 
However, the theorists strongly suggest that teachers should apply task-based assignments 
carefully and take students’ existing knowledge and language skills into consideration (R. Ellis, 
2009; Richards, 2006). The key characteristics of a task are introduced by Richards (2006), who 
claims that a task requires students to use their existing language resources. Tasks focus on 
meaning and have “an outcome which is not simply linked to learning language, though 
language acquisition may occur as the learner carries out the task” (Richards, 2006, p. 31). 
While no task fits all classrooms, every task must be tailored to a particular group of students 
in order to achieve good results (R. Ellis, 2009; Swan, 2005). Theodórsdóttir and Friðriksdóttir 
(2013) explored how students of Icelandic as a second language experienced a task-based 
assignment called !"#$%"&'()*+,- (The Icelandic Village). Their theoretical framework was 
based on a paper by Wagner (2004), who suggested that adding a social dimension into task-
based instruction by sending students out of the classroom and encouraging them to use their 
language resources could have benefits and develop students’ communicative competences. 
The task, !"#$%"&'()*+,-, aimed to promote daily interaction in Icelandic and to improve 
students’ language skills by speaking Icelandic to Icelanders, recording and analyzing the 
conversations. The findings presented by Theodórsdóttir and Friðriksdóttir (2013) were 
positive and they report students’ satisfaction with the task.  

Different levels of curiosity and motivation amongst students could be among the 
challenges that teachers might experience during the teaching process (Karge, Phillips, Jessee, 
& McCabe, 2011; Norton & Toohey, 2011). However, Norton and Toohey (2011), in their work 
on identity and language learning, point out that motivation and investment in the learning 
process are two different things. A highly motivated student could have little investment in 
the learning process, which can be explained by the student’s lack of a sense of belonging in 
the classroom or negative attitudes from teachers or peers. The role of the teacher is to be 
observant of tendencies in the classroom and provide better support for students whose 
investment is relatively low as compared to other students (Norton & Toohey, 2011). 
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Both explicit and implicit teaching methods have their pros and cons. Explicit teaching 
methods are criticized for being less relevant and having little practical value (Long, 2011; 
Norris, 2011), while implicit teaching lacks advanced insight into linguistic elements of the 
language which could help students to further develop their language skills (N. C. Ellis, 2015). 
According to previous research, it is reasonable to incorporate the teaching of linguistic 
elements into communicative language teaching by applying incidental focus-on-form 
(Loewen, 2005). However, this teaching approach must be carefully tailored to the particular 
students in order to achieve better learning outcomes (R. Ellis, 2009; Swan, 2005).  

The theoretical framework creates a base for the presented study. The theories and earlier 
research will be used to discuss the findings from different perspectives. In the next section, 
the research design and methods of data collection are presented.  

 
 

METHOD!!
The project ./'012,)%1#3 4"+,*12,)%"53 6++)*2'%,2,$"3 1%/3 781##$%9$"3 :)*3 ;<<,9*1%2"3 ,%3

=%,>$*",2?3./'012,)%3,%3;0$#1%/ (2016– 2018) is a qualitative study based on interviews with 
41 university students, who are first-generation immigrants in Iceland. In Iceland, the term 
immigrant is applied to “a person born abroad with two foreign-born parents and four foreign-
born grandparents” (Statistics Iceland, 2016). Only those immigrant students who had studied 
at undergraduate level for at least one year were recruited to participate in the study. The 
additional requirement was that the participants were not exchange-students. Information on 
some participants was obtained from the office of the registrar, while the majority were 
recruited by using a snowball sampling method (Flick, 2009).  

As this paper focuses on students’ experiences of teaching methods for Icelandic as a 
second language, the findings are based on individual interviews with those participants who 
have taken at least three courses in Icelandic as a second language at the University of Iceland 
(from the Icelandic as a Second Language Practical Diploma Program and/or Icelandic as a 
Second Language BA Program). Twelve participants out of the 41 in the larger study met the 
selection criterion. These participants come from eight different countries in Europe, Asia and 
North America and have been living in Iceland from two up to twelve years. Six out of twelve 
participants have been registered students in the Icelandic as a Second Language BA Program, 
and as of today, one of them has graduated with the BA degree in Icelandic, two have changed 
their major and three have quit their studies at the University of Iceland. Three participants 
have been registered students at the Icelandic as a Second Language Practical Diploma 
Program, and as of today, two have graduated with the diploma and one has quit. Three 
participants took the Icelandic language courses as elective courses; that is, they did not aim 
to receive a degree in Icelandic and only wished to improve their language skills. 

The participants were advised about the project and informed consent was obtained from 
all participants before the interviews started. The participants’ identity and contact 
information is not revealed, and the study is in compliance with the privacy requirements in 
Icelandic law about data protection. 
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Data was collected through qualitative, individual, semi-structured, in-depth interviews 
(Brinkmann & Kvale, 2015; Flick, 2009). All interviews were conducted in Icelandic and/or 
English, audio-recorded, and later transcribed verbatim. During the interviews, the students 
were asked to share their experiences of the learning environment, the teaching methods and 
their communication with teachers as well as to share their perspectives on group work and 
assessment methods. Additionally, several background questions were included in the 
interview guide. The questions relating to the main goals of this paper are presented below.  

¥! What can you tell us about your experiences of communication with teachers?  
¥! What teaching methods did the teachers apply?  
¥! What do you think about these teaching methods?  
¥! What is your experience of group work?  
¥! What are your experiences of communication in the groups?  
¥! What language did you use during the group work?  
¥! What are your experiences of the assessment methods?  

The interviews were analyzed using the thematic analysis approach, and the analysis took 
place concurrently throughout the research period (Creswell, 2008). Atlas.ti analytical 
software was used to code the interviews and create categories and themes. The raw data 
was coded using the complete coding approach (Braun & Clarke, 2013), later the codes were 
organized into categories, which subsequently were developed into the three themes 
presented in the finding and discussion section.  

 
 

FINDINGS AND DISCUSSION  
The findings are divided into three sections representing the three main themes derived 

from the interviews. In the first section, the participants’ experiences of communication with 
the teachers during the learning process are presented and analyzed. The second section 
reveals the participants’ reactions to, and reflections on, implicit teaching methods focusing 
on developing communicative skills. Additionally, the second section includes the participants’ 
perspectives on group work and the task-based assignment !"#$%"&'()*+,- . Finally, the third 
section presents the participants’ experiences of courses where explicit teaching of grammar 
is applied, emphasizing the participants’ perspectives on workload and assessment in those 
courses. 
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In this chapter, quotations from interviews conducted in English are presented in their 
original form according to interview transcriptions. Quotations from interviews conducted in 
Icelandic have been translated from Icelandic into English by the authors, who tried to provide 
as accurate a translation as possible. The analysis is solely based on the participants’ 
interviews; that is, their memories and experiences of the teaching methods. The researchers 
realize that there could be inconsistencies and/or contradictions between the participants’ 
answers and official syllabi in the courses discussed.  

 
Communication with teachers during the learning process  
The participants highlighted that the teachers’ role is not solely to transmit knowledge and 
assess students’ academic performance but also to be observant and caring for the students. 
Previous studies emphasized the importance of creating a positive learning environment that 
could have a strong impact on students’ level of investment in their education (Norton & 
Toohey, 2011). Generally, the participants were satisfied with their teachers and they 
emphasized the importance of being able to communicate with them in an informal way. 
Three participants said, “[t]he teachers are very accessible, and the classes are interesting”, 
“[@*1%"#12$/3 :*)<3 ;0$#1%/,0] I find the teachers really, really approachable and they are 
interested in what they are doing”, “[t]he teachers are always there for you. You know it is 
like a sharing process, very personal communication”. These responses indicated that in many 
cases teachers were accessible and caring for their students. This contributed to the 
participants’ positive experiences of the learning process and generally motivated them. 
According to multicultural education theory, communication with teachers is important in a 
multicultural classroom where the teacher should ensure that all students feel valued and 
participate equally in the learning process (Gay, 2018; Nieto, 2010).  

The participants were not satisfied with those teachers who failed to create connections 
with their students and ignored suggestions coming from the classroom. During the analytical 
process, a pattern was discovered in several participants’ comments on one of the core 
courses in the Icelandic as a Second Language BA Program. The participants encountered 
problems when requesting extra learning materials and educational support.  
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The above example reveals the participant’s negative experience caused by the teacher’s lack 
of understanding of the student’s needs. The teacher refused to provide additional learning 
material that would suit this particular student and help him to improve. Instead of offering 
educational support, the teacher chose to threaten the student with expulsion from the BA 
program. While the participant’s negative attitudes may be understandable, one must take 
into consideration the specifics of this particular course which is one of the core courses on 
the Icelandic as a Second Language BA Program.  

As further explained by the participants, this course had a fixed syllabus and a relatively 
large number of students. These could potentially be the reasons why the teacher refused to 
alter the syllabus or provide personal support. Nevertheless, earlier research and multicultural 
education theory emphasize the notion that teachers should be open to suggestions coming 
from students, value every student’s opinion and try to provide personal support to the 
students (Banks & Banks, 2010; Gay, 2018; Nieto, 2010). This has a positive effect on students’ 
sense of belonging and motivates them. Dialogue and positive connection between students 
and teachers is especially important in the language learning environment, where the main 
goal of the education process is to teach students to communicate in a second language, which 
often requires active communication in the classroom.  

 
Implicit language teaching: The emphasis on active participation and 
communication  
The Icelandic as a Second Language BA Program includes two Conversational Practice courses 
where the main focus is on developing students’ communicative skills (University of Iceland, 
2017). The participants who took those courses generally expressed positive attitudes towards 
communicative teaching methods applied in the classroom. They reported that the teachers 
encouraged every student to participate in classroom discussions and tried to make the 
learning process dynamic and interesting. One of the students, who took the same course 
twice with a one-year pause between, commented on the changed teaching methods applied 
by the teachers.  
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+04<*+%.&(;*9+"&"*0&"*',(/.((,%2(;*MN1.'"21*,2*1+"*8/"402',/*0(*0*N"/%2'*K02-.0-"*H?*O&%-&05P**

In the same interview, the participant explained that the teacher played the role of facilitator. 
The teacher generated topics and encouraged the students to discuss them in Icelandic. The 
teacher offered assistance when the students had questions, both relating to the linguistic 
elements of Icelandic and to the discussion topics. This approach corresponds to the principle 
of incidental focus-on-form, where the teacher focuses on the linguistic elements and explains 
them when the issues naturally appear during lessons mainly focused on communication 
(Loewen, 2005). Several other participants of the study also gave positive feedback about the 
same course and wished that there were more such courses.  
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Previous research emphasizes that encouraging students to use the target language as 
much as possible during classroom activities is an important principle for teachers who are 
implementing communicative teaching methods (Richards, 2006; Wesche & Skehan, 2002). 
However, one student in the Icelandic as a Second Language BA Program commented that the 
teacher was not always aware of one particular problem during the classroom activities. The 
student pointed out that sometimes students switched to English during the discussions. 
“[@*1%"#12$/3:*)<3;0$#1%/,0] I tried to speak Icelandic, but there were many who switched to 
English. You know, if there is a group of native English speakers, they immediately start 
speaking English”.  

The participants who were enrolled in the Practical Diploma Program specifically 
mentioned a communicative task-based assignment called !"#$%"&'()*+,- (The Icelandic 
Village). According to the task requirements, the students had to work in pairs to practice 
Icelandic in a natural environment; they had, for example, to go together to a coffee shop or 
a bookshop and order a coffee or ask for assistance in Icelandic. They also had to audio-record 
themselves speaking Icelandic with a shop assistant and then analyze the conversation 
together. A pattern was discovered in the participants’ answers. Their experiences were 
ambivalent in that they clearly understood the benefits of the idea behind the task but the 
experiences of doing the task were mostly negative. The participants felt they were poorly 
prepared for the task and this resulted in extensive stress and generally negative attitudes 
towards the whole process. The participants mentioned that the task was given too early and 
they did not have enough skills or confidence to go out and start speaking Icelandic. One 
student said that:  

?(*02*,'"03*,1*,(*>.(1*$%2'"&<.43*E.1*,1*'%"(2=1*$%&:*0(*1+"*1"0/+"&*5,-+1*+%D"*<%&*;;;*S%.*0&"*2"$*1%*
1+"*/%.21&#*02'*#%.*(1,44*'%2=1*&"044#*:2%$*,1*02'*#%.*'%2=1*:2%$*1+"*D"%D4";*?2'*#%.*+07"*1%*(D"0:*
1+"*402-.0-"*1+01*#%.*/02=1*(D"0:;*?2'*>.(1*1%*(10&1*(D"0:,2-*$0(*0*E,1*',<<,/.41;*8*$0(*2%1*&"0'#*<%&*
,1;*MN1.'"21*,2*1+"*8/"402',/*0(*0*N"/%2'*K02-.0-"*O&0/1,/04*T,D4%50*O&%-&05P**

The students’ negative experiences of and the failure in this particular task may be explained 
by the substantial knowledge gap between students’ existing communicative skills and the 
skills required to do the task. Research on communicative teaching methods further 
emphasized the importance of applying appropriate task-based assignments, which should 
not be far above the students’ abilities and “should be challenging but not threatening” 
(Wesche & Skehan, 2002, p. 217).  

These experiences contradict the findings from Theodórsdóttir and Friðriksdóttir (2013), 
who studied students’ experiences with the !"#$%"&'()*+,- task. The researchers reported that 
students had highly positive attitudes towards !"#$%"&'()*+,- and generally considered the 
task to be a success (Theodórsdóttir & Friðriksdóttir, 2013). According to the interview guide 
in Theodorsdóttir and Friðriksdóttir’s study, the students were specifically asked to describe 
the advantages of the task and its value. However, they were not specifically asked about the 
disadvantages or failures. The differences between students’ experiences in Theodórsdóttir 
and Friðriksdóttir’s (2013) study and those in the current study could be explained by the 
different focuses of the studies. !
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The earlier study specifically focused on the !"#$%"&'()*+,- and particularly looked for positive 
experiences associated with it (Theodórsdóttir & Friðriksdóttir, 2013). While the current study 
did not include any questions about the task! concerned, the participants revealed their 
experiences when they were asked to comment on teaching methods applied by the teachers 
of Icelandic as a second language. Besides, the differences between these two studies could 
be explained in terms of the students’ different learning styles, personalities or levels of 
language proficiency. Furthermore, the task was probably not adapted to new groups of 
students. Several theorists highlight that there is no single way of doing task- based 
instruction; task-based assignments must be adapted to students’ level of competence in the 
target language and other circumstances (R. Ellis, 2009; Richards, 2006; Swan, 2005). This 
creates challenges for teachers, because the same task can be highly relevant for one 
particular group of students but irrelevant for another group. !

A participant who took the Icelandic language courses as elective courses revealed that 
one of the teachers in the BA program tried to combine interaction on social media and 
language teaching, and this teaching method worked for the students who experienced it. The 
participant described how engaged the teacher was in the educational process. “[The teacher] 
is really interested. [He/she] set up a Facebook group, and is desperate to talk to us all the 
time because [he/she] says that that is going to make us better”. This element combines the 
dimensions of culturally responsive teaching (Gay, 2018; Nieto, 2010) and communicative 
language teaching (Gatbonton & Segalowitz, 2005). The teacher cared about the students and 
their academic performance, used every opportunity to promote active interaction in 
Icelandic and helped to develop students’ writing skills by communicating with them via a 
social media platform. The importance of creating a link between school and the outside world 
and using a variety of teaching approaches has previously been proved to be effective (Gay, 
2018; Nieto, 2010; Ragnarsdóttir & Blöndal, 2014). Two other participants who were enrolled 
in the BA Program confirmed that the above-mentioned approach to teaching is suitable for 
the Icelandic learning environment; it takes communicative language teaching to a different 
level, gives good results and motivates the students. 

Group work is often described as one of the most significant elements of multicultural 
education because it triggers interactions between students and helps to create a positive 
atmosphere in the classroom (Banks & Banks, 2010; De Vita, 2005; Gay, 2018; Popov et al., 
2012). Additionally, it is suggested that group work helps to maintain students’ motivation 
and interest in the second language learning process (Oroujlou & Vahedi, 2011). Group work 
was one of the most discussed teaching methods during the interviews with the participants. 
Students’ attitudes towards group work were very diverse. Some students really appreciated 
the group work and wished there were more group projects, while several students 
considered group work to be a waste of time. 

A student in the BA program who had highly positive experiences of group work described 
it as an opportunity to share ideas with people from different cultures. “[@*1%"#12$/3 :*)<3
;0$#1%/,0] When people come from different corners of the world and have different ideas, 
sometimes it is just enjoyable”. Later in the interview, the participant explained that it was 
challenging to get used to each other at the start, as students involved in group work may 
have very different experiences and world views. 
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Several other participants did not agree with the point of view that group work was a 
positive experience. They mentioned different reasons why group work was an unpleasant 
aspect that merely made the whole educational process more difficult. According to the 
participants, one of the main reasons for group work being experienced in a negative way was 
that the members of the group had different levels of language skills, which made advanced 
language users more active members of the group, while those whose level was relatively low 
became mute members and did not feel involved in the process. One participant who took 
the Icelandic language courses as elective courses commented that “[t]he group work is not 
chosen really carefully. Some of us had much more advanced knowledge and teachers just 
tend to communicate better with them”. Another participant also brought up this issue.  

@(%$)#*$+",-.%/0-1&"*$),2&3*8<*(%5"%2"*(D"0:(*<4."21*8/"402',/*02'*8*>.(1*/%5"*<%&*"U05D4"*02'*(0#3*
BV%%'*5%&2,2-F3*1+,(*>.(1*'%"(2=1*$%&:*;;;*8*1+,2:*,1*,(*E%&,2-*1%*'%*1+"*-&%.D*$%&:*;;;*81*,(*E"(1*1%*
',7,'"*(1.'"21(*0//%&',2-*1%*1+",&*4"7"4*%&*0//%&',2-*1%*1+",&*%&,-,2;*MN1.'"21*,2*1+"*8/"402',/*0(*0*
N"/%2'*K02-.0-"*H?*O&%-&05P**

While the participant’s idea that it could be beneficial to divide students according to their 
origins might sound reasonable, several other participants concluded that working in a 
monocultural group might become an obstacle because they would start chatting in their 
native language and forget about the assignment and the purpose of the group work. Previous 
research suggests that group work is more productive when the members of the group have 
different backgrounds because they can share experiences and fill one another’s knowledge 
gaps (De Vita, 2002, 2005). Furthermore, it is recommended that teachers assign group 
members rather than allowing students to choose group members themselves (De Vita, 2002, 
2005). This would create more balanced groups.  

Some participants did not fully understand the purpose of group work and were generally 
less satisfied with the process and the outcome. A participant shared his experience of the 
group work in one of the courses included in the BA program “[@*1%"#12$/3:*)<3;0$#1%/,0] I 
think it is unfair to work in groups ... I don’t know why group work [is assigned]. It doesn’t 
show anything. We all got the same grade even though everybody agreed that I was the best”. 
The participant did not reveal the name of the course, but he shared several details of the 
aforementioned group assignment. He highlighted that the teacher did not properly introduce 
the main goals of the group work up front. Furthermore, the participant was excessively 
focused on achievement and the final grade but not on the working process. It was not clear 
to him how the assignment was going to be assessed. The participant believed that the group 
members would be assessed individually, while in reality everyone was assessed as a group 
and received the same grade. Those are the reasons for the participant’s dissatisfaction with 
the group work itself and with the grade when the assignment was finished. As pointed out 
by several different researchers in the field of higher education, a proper introduction to the 
purpose of group work assignments, making sure that every student understands the 
assessment methods before the actual group work begins, is crucially important for both 
students’ experiences of the group work and the learning outcomes (Forehand, Leigh, Farrell, 
& Spurlock, 2016; Hassanien, 2006; Sweeney et al., 2008).  
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Apart from the communicative teaching methods, some of the courses included in the 
Icelandic as a Second Language BA Program placed a strong emphasis on the students’ 
achievement in mastering the grammar of Icelandic. In the next section, the students’ 
experiences of explicit grammar teaching methods will be presented and discussed.  

 
 

Explicit teaching of grammar: The emphasis on the students’ achievement  
During the interviews, all of the participants who were enrolled in the BA program discussed 
their experiences of courses where explicit teaching of grammar was applied. They particularly 
shared their views on the courses Grammar and Syntax. Explicit teaching methods are 
considered useful by some theorists, especially when teachers are working on strengthening 
the students’ knowledge of the target language and closing knowledge gaps by making the 
students aware of them (N. C. Ellis, 2015; R. Ellis, 2012). Despite the positive intention of 
applying such methods, the participants’ experiences of the explicit teaching of grammar were 
mostly negative. The participants explained that the main reason for their dissatisfaction was 
that they did not feel involved in the learning process. The learning became a routine review 
of grammatical exercises and homework assignments. The emphasis on keeping the learning 
process within the frames of the syllabus and the predetermined number of assignments 
contributed to the students’ negative experiences of the learning process.  

9+"#*1&#*1%*50:"*(.&"*1+01*#%.*<%44%$*1+"*D&%-&05;*?2'*01*1+"*"2'*%<*1+"*'0#3*$"*"2'"'*.D*>.(1*
'%,2-*1+"*+%5"*10(:(*,2(1"0'*%<*E",2-*,27%47"'*,2*1+"*4"0&2,2-*D&%/"((;*N%3*,1*$0(*>.(1*;;;*8*&"04,W"'*
1+01*8*$0(*0*50/+,2"*1+01*D&%'./"'*+%5"$%&:;*MN1.'"21*,2*1+"*8/"402',/*0(*0*N"/%2'*K02-.0-"*H?*
O&%-&05P**

Later, the same student concluded that the workload in the Grammar and Syntax courses was 
very heavy. Two other participants shared this student’s experience and mentioned that 
sometimes the amount of work was too much. They spent significantly more time studying 
for the courses where explicit teaching methods were applied than for the courses where 
implicit methods, such as communicative language teaching, were used. A participant, who 
had quit the program, concluded that one of the courses with the excessively heavy workload 
was probably a reason for quitting the studies.  

@(%$)#*$+",-.%/0-1&"*$),2&A*O&%E0E4#*8*6.,13*E"/0.("*,1*$0(*>.(1*1%%*5./+*<%&*5";*S"(3*<,&(1*1+"*E%%:(*
1+01*$"*+0'*1%*(1.'#*$"&"*2%1*,21"&"(1,2-*1%*5"*02'*',<<,/.41*;;;*?2'*1+"*+%5"*0((,-25"21(*;;;*8*
/%.4'2=1* '%*"7"&#1+,2-;*8*$0(*1&#,2-*E.1*2%;*MN1.'"21* ,2*1+"*8/"402',/*0(*0*N"/%2'*K02-.0-"*H?*
O&%-&05P**

The participants’ negative attitudes towards the courses where explicit teaching methods of 
grammar are applied can potentially be explained using constructivist theory. The core 
elements in constructivist theory are learners’ active participation and learner-centeredness 
(Cornelius-White, 2007; Schiller, 2009). The explicit teaching methods of grammar are 
intrinsically not learner-centered, and the participants have often described themselves as 
being passive recipients of knowledge in grammar courses.  
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The findings indicated that the students enrolled in the BA program would appreciate being 
active participants in the learning process. They suggested that it could be more beneficial if 
the teachers could incorporate the teaching of grammar rules in communicative teaching 
through incidentally focusing on linguistic elements during the communicative activities in the 
classroom; that is, applied incidental focus-on-form approach. Another suggestion coming 
from the participants of the study was that they wished the teachers would invite them to 
discuss the syllabus at the beginning of every term, to allow them to evaluate the workload 
and probably choose some amount of the reading materials. This agrees with the suggestions 
made by culturally responsive pedagogy theorists, who emphasize the importance of 
constructive dialogue between teachers and students and, in some cases, allowing students 
to choose some of the learning materials (Gay, 2018; Villegas & Lucas, 2002). 

The majority of the participants indicated that they were less satisfied with the courses 
that based their assessment solely on the outcome of the final exam, which is a common 
practice in grammar courses. The participants would have liked the assessment to be diverse 
and more evenly divided throughout the academic semester. Previous research highlights the 
importance of applying different assessment methods throughout the learning process 
instead of relying on final exams (Montenegro & Jankowski, 2017; Nicol & Macfarlane-Dick, 
2006; Slee, 2010). This is particularly relevant in culturally diverse classrooms, where students 
have different levels of knowledge and are used to different learning styles (Padilla & Borsato, 
2008; Slee, 2010). Those participants who came from countries outside the European 
Economic Area (EEA) experienced even more pressure because their residence permits 
depend on their academic performance at the university. A single failure in one exam could 
potentially have serious consequences for those students and, in some cases, might even 
result in a student having to leave the country (The Directorate of Immigration, n.d.-a, n.d.-b, 
n.d.-c). 

Even though the study revealed several important problems relating to the teaching 
methods used in Icelandic language courses, the participants’ overall experiences of the 
learning environment are positive. The participants hope to see improvement in the 
university, and it would be appreciated if university administrators and teachers addressed 
the issues discussed in this paper. 

 
 

CONCLUSION 
The main goal of this study was to analyze the participants’ perspectives on the teaching 
methods of Icelandic as a second language and their involvement in communication with the 
teachers. The findings presented here shed light on the individual participants’ experiences of 
second-language education at the University of Iceland. Although the findings cannot be 
generalized beyond that, the study nevertheless gives some indication of challenges that other 
students might experience. 
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The findings indicate that the majority of the participants have positive attitudes towards 
the learning environment within the university. They highlight the fact that the majority of 
teachers are generally accessible and communication with them is easy. According to the 
participants, many teachers value the students’ previous knowledge and care about their 
experiences and learning outcomes. Several participants in the study also shared negative 
experiences, which were usually caused by lack of communication between teachers and 
students. In a few cases, the participants reported that they had been refused educational 
support in the form of extra learning materials suited to the students’ diverse proficiency 
levels. This contradicts the teaching practices based on multicultural education theory’s 
important principles; that is, mutual respect, genuine concern for students and relevant 
educational support (e.g., Banks & Banks, 2010; Gay, 2018). 

When it comes to courses where implicit teaching methods are applied, the experiences of 
the participants were positive when teachers initiated class discussions and encouraged 
students to use Icelandic as much as possible during classroom activities. On the other hand, 
the participants’ perspectives were less positive and, in some cases, negative when teachers 
applied a communicative task-based assignment called !"#$%"&'()*+,-, although task-based 
assignments, including !"#$%"&'()*+,- have been reported in the literature to have a positive 
influence on language learning. Some participants concluded that the task was not tailored to 
the students’ proficiency level, applied too early in the learning process and could have 
worked better if the teacher had assigned the task in question later when the students’ 
communication skills were more advanced. 

The participants’ attitudes to group work were diverse. Some participants valued group 
work and saw it as an opportunity to exchange knowledge and learn from one another. On 
the other hand, several participants saw the group work as a challenge. While the theorists 
recommend group work as a teaching method, especially in the field of multicultural 
education (Banks & Banks, 2010), different studies emphasize the importance of properly 
introducing the goals of the group work and explaining how the working process should be 
carried out (Forehand et al., 2016; Hassanien, 2006; Sweeney et al., 2008). Teachers’ failure 
to introduce the benefits of group work together with insufficient explanations of assessment 
methods could result in students’ negative experiences, such as those described in detail by 
one of the participants in the current study. 

The participants’ main concerns were mostly related to courses where explicit teaching 
methods, such as grammar teaching, were applied. The participants felt those courses were 
mere knowledge transmission where the students were passive recipients. Furthermore, the 
participants had negative attitudes towards the assessment being solely based on final exams 
and preferred diverse assessment methods and assessment evenly divided throughout the 
academic semester. Multicultural education theory and constructivist theory support the 
participants’ views and highlight the importance of implementing learner-centered 
approaches to teaching and applying diverse assessment methods (Banks & Banks, 2010; 
Cornelius-White, 2007; Padilla & Borsato, 2008; Schiller, 2009; Slee, 2010). 
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The presented research indicates the participants’ overall satisfaction with the Icelandic 
language courses. According to the participants, university staff members are criticism-
tolerant and genuinely willing to work on resolving issues and creating an empowering 
learning environment. Apart from the main goal of presenting and analyzing students’ 
perspectives regarding the learning environment and the teaching methods, the secondary 
aim of the study is to motivate further research on adult students’ experiences of second 
language learning in Iceland, because the volume of research and knowledge within this area 
is still relatively low.  
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The modern European population is becoming increasingly diverse through constant 
immigration. In 2017 more than 2.4 million people immigrated to the European Union (EU) from 
non-EU member countries according to Eurostat (2019). In Iceland, first-generation immigrants 
made up 10.6% of the total population in 2017 (Statistics Iceland, 2017). Immigration brings 
both new opportunities and challenges to the educational settings in Iceland. This includes 
higher education institutions, where the percentage of newly registered students of foreign 
origin, including immigrants, has grown from approximately 5% in 1997 to 19% in 2017 (Statistics 
Iceland, 2018). Despite the high percentage of immigrants in Icelandic universities, teachers, 
administrators and policymakers still lack information on immigrants’ experiences of the 
learning environments, teaching and assessment methods used in higher education.  
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The paper comes from the first extensive qualitative research project 
on immigrant students’ experiences of higher education in Iceland. 
The aim of the paper is to explore immigrant students’ experiences of 
different assessment methods, such as summative, formative and 
group assessment, applied in three Icelandic universities. The analysis 
of the participant interviews revealed that teachers still frequently 
apply summative assessment methods involving high-stakes 
examinations, which the participants regarded as not beneficial. The 
participants highlighted the fact that high-stakes examinations 
neither motivate them nor promote active learning. The study also 
revealed that culturally responsive assessment is almost non-existent 
in Icelandic universities. Additionally, the participants wished for 
standardisation of the policies regarding special support during the 
examination periods for students whose native language is not 
Icelandic. The paper is highly relevant for teachers, policymakers and 
other academic personnel of universities with diverse student 
populations. 
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International research shows that, even in countries where the percentage of minority students, 
including immigrants, is high, inequalities continue to be a reality (e.g., Owens & Lynch, 2012; 
Parekh, 2006; Swaminathan & Alfred, 2001). Minority group students experience difficulties in 
communication with teachers and peers, which are often caused by language-related issues 
(e.g., Boesch, 2014; Lau & Lin, 2017). They lack appropriate educational support, and the 
percentage of dropouts continues to be relatively high amongst this group (Altbach et al., 2009; 
Engstrom & Tinto, 2008).  

Educational institutions in Iceland have become increasingly aware of immigrant students’ 
needs and try to address these issues by implementing learner-centred teaching methods and 
developing new programmes for international students (e.g., Books et al., 2011). The language 
policies of the Icelandic universities clearly state that the main language of instructions on the 
undergraduate level is Icelandic, but English is also considered important because most of the 
learning material is in English (Wozniczka & Ragnarsdóttir, 2016). This technically requires all 
undergraduate students to have good skills in both languages in order to successfully pursue 
their studies, excepting those in courses specifically designed for exchange and international 
students, which are mostly in English. Previous research has emphasised the importance of 
relevant language support for diverse students, including immigrants (Ragnarsdóttir & Blöndal, 
2014; Sinacore & Lerner, 2013), which could eliminate the inequalities caused by language-
related issues and motivate the students. Additionally, suitable assessment methods with clear 
criteria are claimed to be among the most significant elements that ensure fairness and equal 
opportunity (Medland, 2016; Padilla & Borsato, 2008). In this paper, assessment methods are 
defined as different approaches in evaluating students’ learning and skills. Some assessment 
methods focus on measuring students’ achievement based on standardised criteria, while other 
methods put emphasis on providing feedback that could motivate students and encourage 
further learning. 

When looking at different university programmes in Iceland, it appears that Icelandic 
universities still put strong emphasis on summative assessment methods involving high-stakes 
final examinations and assignments on the undergraduate level, while formative assessment 
methods involving low-stakes assignments are significantly less frequently used (Reykjavik 
University, 2019; University of Akureyri, 2019; University of Iceland, 2019). Summative 
assessment methods have often been criticised for being less motivating, focusing extensively 
on student achievement and not promoting further development (Boud & Falchikov, 2006; 
Gerdy, 2002; Schiller, 2009). Previous research has emphasised that the main purposes of 
assessment should be to facilitate learning and provide a deep understanding of the skills that 
students acquired instead of just being a measuring tool (Medland, 2016; Schiller, 2009). 

In contrast to summative assessment, the purpose of formative assessment is to produce 
feedback on student performance with the aim of motivating and improving learning (Nicol & 
Macfarlane-Dick, 2006). Some theorists move even further and advocate for sustainable 
assessment methods that are centred on empowering students and ‘establishing a basis for 
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students to undertake their own assessment activities in the future’ (Boud, 2000, p. 151). In 
contemporary educational settings, a new approach to assessment has emerged in the field of 
multicultural education, called culturally responsive assessment, that takes students’ languages, 
previous experiences and cultural backgrounds into consideration (Padilla & Borsato, 2008). 
Instead of attempting to measure students’ achievement based on standardised criteria, 
culturally responsive assessment attempts to evaluate learning progress based on individual 
students’ abilities and previous experiences (Slee, 2010). Previous studies have emphasised that 
diverse students, including immigrants, can potentially find themselves in a discriminatory 
position if the assessment methods are applied without considering the cultural backgrounds 
and previous experiences (Padilla & Borsato, 2008; Sinacore & Lerner, 2013; Slee, 2010). 
According to Padilla and Borsato (2008), all details are very important when it comes to 
assessment of diverse students, including the language of the assessment, the criteria, the 
methods and the type of feedback. Attention to the details could help in creating a learning 
environment based on the equality and trust. 

The main goal of this paper is to explore immigrant students’ experiences of assessment 
methods, including summative, formative and group assessment, used in three different 
universities in Iceland. Additionally, the paper investigates immigrant students’ perspectives on 
special support aimed at compensating for inequalities often caused by a lack of skills in 
academic Icelandic offered by the universities during the examination periods. The paper is 
based on findings from focus group and individual interviews with immigrant students. In this 
study, the term immigrant student is applied to university students who are first-generation 
immigrants to Iceland. According to the official definition stated by Statistics Iceland (2017), an 
immigrant is a person born abroad with both parents and grandparents also born abroad. 

As part of the first, extensive qualitative project on immigrant students’ experiences of 
university education in Iceland, this paper is highly relevant for Icelandic higher education. 
Furthermore, the study has a comparative value as it makes a relevant contribution to the 
discussion about immigrant students’ experiences of higher education. The study presents the 
views of those immigrant students who shared their experiences with the researchers. Thus, the 
results cannot be generalised and applied to all immigrant students who pursue higher 
education in Iceland. The study reveals some patterns in the participants’ answers that may 
indicate some common challenges that other students with similar characteristics might 
experience as well. However, generalisation was not the goal of this study because it aimed to 
provide a deeper understanding of the experiences of individuals. 

 

Theoretical framework and previous research 
Constructivist theory highlights the importance of learner-centred teaching that features active 
learning, knowledge construction and critical thinking during the education process (Jones & 
Brader-Araje, 2002; Wright, 2011). As opposed to conventional lecture-based teaching, a 
teacher-centred approach where students passively acquire knowledge from a teacher, a 
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learner-centred approach focuses on creating an effective and motivating learning environment 
where students are at the centre of the learning process and encouraged to create their own 
knowledge based on the knowledge exchange between teacher and students (Smart et al., 2012; 
Webber, 2012). The role of teachers transforms from being merely a source of knowledge to 
becoming a mentor and advisor who makes the learning process multidimensional by 
transmitting new knowledge to the students and, at the same time, encouraging students to 
think critically and to challenge the presented theories in order to create their own knowledge 
(Schiller, 2009). Appropriate assessment methods that are integrated into the learning process 
and motivate students are regarded as an important element of the learner-centred approach 
to teaching (Medland, 2012, 2016; Schiller, 2009). In this section, four different approaches to 
assessment are discussed: summative, formative, sustainable and culturally responsive. 
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Assessment is often associated with monitoring or measuring an achievement. However, 
appropriate assessment methods can go far beyond that; they can promote learning and 
motivate students (Boud & Falchikov, 2006; Gerdy, 2002). Summative assessment has been 
frequently criticised for being a measuring and decision-making tool that does little to promote 
active learning and is usually associated with conventional teaching methods, where assessment 
has the sole purpose of certifying the level of student achievement (Schiller, 2009). Summative 
assessment involves, in most cases, high-stakes examinations and assignments in the form of 
written exams and final essays. The extensive focus on achievement can diminish the value of 
the potential benefits of supporting and motivating students through of assessment (Medland, 
2016). 

The main criticisms of summative assessment is that it is usually only applied at the end of 
the semester and that it separates assessment from the learning process (Medland, 2016; 
Schiller, 2009). Furthermore, it does not provide valuable feedback that students could use to 
improve their performance and does not assess the depth of the acquired knowledge (Boud, 
2000; Falchikov, 2005; Schiller, 2009). Although advocates of summative assessment methods 
claim that this type of assessment is essential for determining the level of skills acquired by 
students, previous research argues that summative assessment is flawed and that the majority 
of assessment criteria in higher education is still derived from the dominant culture and does 
not reflect student diversity (Medland, 2016; Padilla & Borsato, 2008; Struyven et al., 2005; 
Yorke, 2011). 

Formative assessment methods usually involve low-stakes tests and assignments that take 
place throughout the semester (Nicol & Macfarlane-Dick, 2006; Padilla & Borsato, 2008). Low-
stakes assessment could involve weekly quizzes, journaling, breaking down larger projects into 
parts, providing feedback on drafts, etc. (Falchikov, 2005; Padilla & Borsato, 2008). Formative 
assessment is considered to be a learner-centred approach (Schiller, 2009). Instead of merely 
determining the level of knowledge acquired by students and generating grades, formative 



MULTICULTURAL EDUCATION REVIEW              

180 

assessment focuses on student development; it aims to determine what students still need to 
learn and promote learning (Medland, 2012, 2016; Webber, 2012; Wright, 2011). 

Formative assessment methods are incorporated into the learning process and aim to 
provide immediate feedback on student development (Medland, 2016; Shull, 2005). 
Constructive feedback is a very important feature of formative assessment as it encourages 
students and gives them opportunities for further development (Nicol & Macfarlane-Dick, 2006; 
Schiller, 2009). However, this puts extensive pressure on teachers to constantly evaluate 
student work and provide narrative feedback on assignments before starting new ones (Shull, 
2005). Despite the positive elements of formative assessment, several theorists question its 
potential to empower because power still lies with the teachers (e.g., Boud, 2000; Boud & 
Falchikov, 2006). It is difficult to see how students can be empowered if they depend on teacher 
evaluation and follow feedback solely provided by teachers (Boud & Falchikov, 2006; Nicol & 
Macfarlane-Dick, 2006). 
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Boud and Falchikov (2006) stated that a big disadvantage of the majority of the assessment 
methods is that students are passive recipients of the actions of teachers. In contrast to other 
assessment methods, sustainable assessment promotes life-long learning and empowers 
students to take responsibility for their own assessment both during and after finishing formal 
education (Boud, 2000; Boud & Falchikov, 2006). According to Boud and Falchikov (2006, p. 402), 
‘[n]either teachers nor a curriculum drive learning after graduation; it is the desires of learners, 
the initiatives they take and the context in which learning takes place that are powerful 
influences’. Sustainable assessment fits well into constructivist learning theory, as it emphasises 
active participation in the learning process and self-generation of feedback (Boud, 2000). 
Sustainable assessment includes different activities, such as peer assessment, self-assessment, 
and collaborative assessment (Boud, 2000; Falchikov, 2005). 

Group work has proven to be useful when it comes to developing students’ skills in working 
collaboratively (Hassanien, 2006; De Vita, 2005). Furthermore, group work can be used as a 
sustainable assessment tool by introducing peer assessment as part of the group work 
(Falchikov, 2005). In order for students to benefit from peer assessment, it is recommended that 
teachers clearly separate feedback from grades and involve students in the discussion about 
assessment criteria (Boud & Falchikov, 2006; Falchikov & Goldfinch, 2000). Earlier research 
shows that peer assessment within groups has a positive effect on the group members’ 
academic performance and promotes a deeper understanding of course content (Shull, 2005). 
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Culturally responsive teaching methods come from the field of multicultural education (Banks, 
2016; Gay, 2018). The characteristic feature of culturally responsive teaching is that it pays 
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special attention to students’ previous experiences, cultural backgrounds and languages (Gay, 
2018). When it comes to the assessment of diverse students, according to Slee (2010), it is 
important to prioritise culturally responsive assessment that takes individual learning styles into 
consideration and assesses learning rather than measuring achievement based on standardised 
criteria. Padilla and Borsato (2008) claim that high-stakes tests are not fair towards minority 
group students, including immigrants, because evaluation guidelines are still normed on 
dominant group populations. So, minority students may find themselves in the situation of being 
unfairly assessed and, because of this, denied access to educational opportunities (Padilla & 
Borsato, 2008). On the other hand, some researchers found that it is essential that teachers 
maintain equally high academic expectations towards all students regardless of ethnicity and/or 
language skills (Gay, 2018; Swaminathan & Alfred, 2001). Assessment should be non-biased and 
include a variety of methods that are recognised as culturally responsive within multicultural 
education, such as self- and peer assessment, group assessment and oral and written low-stakes 
assignments (Gay, 2015; Lloyd et al., 2015; Montenegro & Jankowski, 2007; Shannon-Baker, 
2018). 

In order to ensure more equitably access to education, it is recommended that appropriate 
support be provided to minority group students, including immigrants (Montenegro & 
Jankowski, 2007; Padilla & Borsato, 2008; Slee, 2010). In most cases, support includes allowing 
students to bring dictionaries to exams, providing translations of examinations, allowing 
students to use different languages when they answer examination questions and write 
assignments, and encouraging students to ask for definitions of words that they do not fully 
understand (Keith-Spiegel et al., 2002). However, Hambleton and Patsula (1999) reveal several 
myths related to the translation of tests and examination papers, including the most widespread 
myth that anyone who knows two languages can provide a sufficiently good translation of 
assignments or exams questions. To provide an acceptable translation, a teacher should possess 
a deep understanding of the source and target languages and cultures, as well as being 
knowledgeable about designing examinations and assignments, something quite challenging for 
teachers (Hambleton & Patsula, 1999). When it comes to other forms of support, multicultural 
education theorists stress that teachers should make sure that all students understand the 
requirements and assessment criteria and that the students know the existing assessment 
culture at the particular educational institution (Banks, 2016; Gay, 2018; Slee, 2010). 

Previous research has highlighted the importance of appropriate assessment methods and 
emphasised the effect that assessment can have on student motivation and engagement in the 
learning process (e.g., Falchikov & Goldfinch, 2000; Medland, 2016; Nicol & Macfarlane-Dick, 
2006). Teachers should evaluate student learning, provide valuable feedback and encourage the 
further development of students rather than merely assigning grades. Formative and 
sustainable assessment methods share many features with culturally responsive assessment, 
such as an emphasis on applying a variety of assessment methods, including self-, peer and 
group assessment, and activating students to develop a sense of responsibility for their own 
learning (Gay, 2018; Lloyd et al., 2015; Slee, 2010). 
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Research design and methods 
The project is based on focus group interviews and individual, in-depth semi-structured 
interviews with 41 immigrant students. The qualitative design was chosen in order to provide a 
deep understanding of the participants’ experiences. The research was conducted in Iceland’s 
three biggest universities. The University of Iceland is a public university established in 1911 
located in Reykjavík with 12296 registered students in 2017 (University of Iceland, 2018). As 
Iceland’s biggest university, the University of Iceland offers a great variety of programmes and 
has a significant number of immigrant students. The University of Akureyri is a public university 
established in 1987 located in northern Iceland with 2074 registered students in 2017 
(University of Akureyri, 2018). Reykjavík University, a private university established in 1998, is 
located in Reykjavík and had 3800 registered students in 2016 (Reykjavik University, 2017). 
These three universities offer study programmes on all academic levels. 

In the initial stage of the research project, The Icelandic Data Protection Authority and the 
Ethics Committee of the University of Iceland were informed of the study. All privacy 
considerations were in compliance with Icelandic law nr.77/2000 about data protection. During 
the first stage of recruitment, the registrars of the universities were asked to provide contact 
information for students of foreign origin. The potential participants were contacted via email; 
however, few responded. Later, snowball sampling (Flick, 2009) was used to recruit participants. 
Snowball sampling, or chain sampling, is a method used to identify potential participants by 
asking those already contacted or interviewed to name others who might meet the selection 
criteria for participants (Lichtman, 2013). 

Several criteria for the selection of participants were determined by the research group. The 
participants should be first-generation immigrants to Iceland who had been pursuing full-time 
undergraduate studies at one of the three above-mentioned universities for at least one year. 
Additionally, the researchers aimed to recruit diverse participants based on characteristics such 
as age, nationality, field of studies, socio-economic status, number of years in Iceland and 
language skills in Icelandic, English and their native language(s). Forty-one participants agreed 
to take part in the study. The participants’ ages varied from 20 to 52 and they had been living in 
Iceland for 2 to 18 years at the time of the study. They came from 23 different countries in 
Europe, Asia, and North and South America and had 21 different native languages. The 
participants studied subjects such as biology, computer science, languages, pedagogy, sociology, 
etc. The interviews with the participants were conducted in Icelandic and/or English. The 
interviews were transcribed verbatim and analysed by the research group. 

In the first stage of the data collection, seven focus group interviews were conducted. The 
average length of each focus group interview was one hour. During the focus group interviews, 
the researchers applied a directive interviewing approach, where the researchers led group 
discussion towards the topics of the study (Lichtman, 2013). The findings from the focus group 
interviews were analysed and used to create interview guides for individual interviews with the 
same participants. The individual, in-depth interviews were based on the interviewing approach 
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presented by Lichtman (2013). This approach was chosen to explore every participant’s unique 
experiences of higher education in Iceland. The interview questions related to the goals of this 
paper are presented below. 

● What are your experiences of the assessment methods at your university? 

● What can you tell me about the assessment criteria and requirements? 

● What can you tell me about the assessment of group work? 

● Please tell me about your experiences of how it was for you to sit for exams. 

● Did you receive any special support during the examination periods? If yes, please tell 
me what kind of support and what are your experiences of it? 

The average length of the individual interviews was forty-seven minutes. The individual 
interviews were analysed using thematic analysis (Braun & Clarke, 2013; Creswell, 2008) with 
the Atlas.ti software developed for handling large qualitative databases (Lichtman, 2013). The 
research group worked collaboratively throughout the analysis. In the beginning of the analysis, 
the group familiarised themselves with the data through reading and discussing preliminary 
findings. Later, all interviews were coded using the complete coding approach with researcher-
derived codes applied to the data (Braun & Clarke,2013). The initial codes were evaluated and 
refined by adding new codes, subtracting irrelevant ones, and splitting and merging some. 
Thematically similar codes were grouped into several categories that were constantly compared 
and discussed during research group meetings. In the final stage of the analysis, memos and 
code-networks were created to visualise the themes that emerged from the coding and 
categorizing process. Figure 1 shows the code network behind the theme of the immigrant 
students’ perspectives on the assessment methods and special support. 

 

Figure 1. Immigrant students’ perspectives on assessment methods and special support. 
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During the analytical process, the participants’ reflections on the assessment methods and 
special support were coded and the codes were divided into three code clusters. The reader 
should start exploring the code network from the blue square towards the middle of Figure 1. 
Following that, the reader should look into the three clusters, starting from the one highlighted 
with green colour and consisting of the participants’ perspectives on formative, sustainable and 
culturally responsive assessment. The analytical process revealed that the participants had 
positive experiences of this kind of assessment methods. The next cluster is highlighted with red 
colour and consist of the participants’ perspectives on the summative assessment methods 
including high-stakes examinations and assignments. The majority of the participants held 
negative attitudes towards the summative assessment and considered it to be unfair. The third 
cluster is highlighted with yellow and consists of the participants’ reactions to and reflections 
on special support available to them during the examination periods. The arrows and lines within 
the network represent the relations between the codes and show whether the specific codes 
are part of other codes, are associated with them or are considered by the participants to be a 
cause for their particular attitudes. 

 

Findings 
This chapter presents the participants’ experiences of assessment methods in the three target 
universities. The first section presents the participants’ experiences of summative assessment 
that involves high-stakes examinations and assignments. The second section explores findings 
revealing the participants’ experiences of formative assessment that involves low-stakes 
examinations and assignments. The third section presents the participants’ experiences of group 
assessment. The fourth section includes the participants’ perspectives on special support 
offered by the universities during the examination periods. 
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During the individual interviews, the participants widely discussed summative assessment 
methods that involve high-stakes examinations. The majority of the participants revealed that 
this kind of assessment dominates at the three target universities. The participants’ experiences 
of high-stakes assessment methods were mainly negative. The reasons behind students’ 
dissatisfaction with summative assessment varied, but they most frequently mentioned that it 
did not promote active learning and had a negative effect on their motivation and investment 
in the learning process. The participants generally considered summative assessment to be an 
old-fashioned method, especially when teachers expected students to learn facts without 
reflecting on the learning material. A participant, who studied both biology and languages 
shared her experiences. 
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He [a teacher] just wanted us to learn things by heart, which I thought made no sense [. . .] There 
was one course where the classes were really easy, and the test had nothing to do with what we 
had been learning. It was just way too hard for literally everyone in class, even the best students, 
and we all basically failed it [. . .] We all complained, and he never listened to that. I think that when 
the whole class complains that the test has nothing to do with the teaching materials, he should 
either redo it or ignore it. But from what I understand, he just included it as a big portion of the 
grade, but basically, no one really knows what he does with those grades. 

The above-mentioned example reveals several different issues related to the assessment 
methods in that particular course. First, the student explained that the final examination 
questions were not derived from the course syllabus provided to the students. Second, the 
assessment criteria were not explained to the students, who fundamentally had no idea how 
the final grades of this course were assigned. Finally, and probably one of the most alarming 
findings, was that the teacher was indifferent to the students’ opinions about the exam and 
ignored complaints coming from the students. 

Another frequently discussed issue was related to the psychological aspects of high-stakes 
exams. The participants reported feeling a lot of stress during the examination periods, 
especially when they have several high-stakes exams. Some participants shared that extensive 
stress even affected their physical health, and in one case, a participant ended up being 
admitted to hospital for treatment. Two particular groups of participants experienced stress 
more often than others during the examination periods. They were participants who came from 
the countries outside the European Economic Area whose residence permits are dependent on 
the number of ECTS credits granted during every semester and participants who received 
student loans that require them to successfully finish a certain number of ECTS every semester. 
A participant, who studied biotechnology and received student loan revealed that: 

[Translation from Icelandic] There were 5 exams, 30 credits. Yes, it puts a lot of pressure on me 
because I receive student loan and I have a family. I must pass all the exams, even though I think 
exams are an ancient method. There shouldn’t be any final exams. The exams only show your stress 
resistance. For me, I learn a lot before the exams, and when I come to the exam, I am just blank. I 
am stressed out. The first 45 minutes are very difficult for me because I am just trying to overcome 
the stress. 

Several participants compared their academic performance in low-stakes assignments with 
their performance in high-stakes exams. A student who studied languages shared his 
experiences of a course where assessment was divided into two parts. One part included several 
low-stakes assignments applied evenly throughout the semester that counted for 40% of the 
final grade, while the final exam counted for 60%. 

A perfect example would be my history course from last year when I had two best grades in class 
after 40% of the grade. I was really proud of that! But then comes to the exam, and I get a really bad 
grade and ended up with a 6 [out of 10], which was really bad. I was really not satisfied. 
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The analysis of the interviews with the study participants revealed that summative 
assessment methods involving high-stakes examinations and assignments are considered to be 
irrelevant. The participants shared that these assessment methods put unnecessary pressure on 
them and have a negative impact on their experiences of the education process. The majority 
of the participants wished that the number of summative high-stakes exams would be reduced 
and replaced with more productive and motivating assessment methods. 
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The participants’ experiences of formative assessment methods that involved low-stakes 
examinations and assignments evenly applied throughout the learning process were mostly 
positive. Students highlighted the fact that these assessment methods motivated them and 
encouraged active learning. Furthermore, they stated that formative assessment helped them 
to identify knowledge gaps and feedback provided by the teachers played an important role in 
their development. A student who studied pedagogy revealed how important teacher feedback 
was for her. 

I personally care about both the grade and the assessment, you know, feedback. Feedback that we 
get from the teacher, that is very important because you can have word on what you can improve, 
what you do good or wrong, so you can improve it for the next assignment. 

The participants especially valued teachers who provided organised course syllabi that included 
transparent assessment criteria and clear explanations of the main goals of the course. A 
participant who was enrolled in a programme named International Studies in Education shared 
her positive experiences. 

I like how the assignments are organised. I think all the courses we have, we get assignments 
throughout the semester and each of them has, like, a certain value and we know about it up front 
so we always get, like, a kind of, like, a course criteria sheet or something like that [. . .] It’s never, 
like, you don’t know what to expect. That never happens because you are informed about 
everything. 

Two students from the School of Education at the University of Iceland revealed that sometimes 
teachers recruit PhD candidates to help them to evaluate students’ written assignments and 
provide feedback. Although the participants understand that this practice helps teachers to 
reduce evaluation and grading time, the participants still preferred having their teachers assess 
the assignments. 

Sometimes it can be very hard for us to receive a review from a person who does not know us or 
has not even been present in any of our classes. I do believe that many people have different 
opinions, but it would be much more rewarding for us students to have feedback and answers from 
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our own teachers, who know a bit more our personal perspectives, because it actually feels like an 
abandoned child being corrected by an unknown parent. 

The participants of the current study revealed that formative assessment involving low-stakes 
assignments throughout the learning process is still a relatively rare phenomenon at the 
targeted Icelandic universities. The participants who frequently experienced formative 
assessment studied at the School of Education in the University of Iceland. 
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The analysis of the interviews revealed that sustainable assessment, such as peer and self-
evaluation, were rarely used, so the participants could not comment on their experiences of 
these. Despite group work being one of the most frequently applied teaching methods at the 
Icelandic universities, the participants revealed that they scarcely ever got a chance to formally 
assess each other’s performance in group work assignments and thus take an active part in the 
assessment. The grades were, in most cases, assigned by teachers, which contradicts the main 
sustainable assessment principle of involving students into the assessment process as much as 
possible. 

The most common issue related to group assessment was that the assessment criteria were 
unclear and that the teachers did not present the purpose of the group work before giving the 
assignments. The lack of information on the assessment criteria made some students feel like 
grades were assigned unsystematically and were solely based on a teacher’s subjective opinion. 
A participant who studied biology shared her experiences regarding group assessment in one of 
her courses. 

I remember there was one course, and we worked really hard on the project. And then, it seemed 
like all the grades were given out randomly. We were making a poster, so in the end, it was quite 
subjective if the teacher liked the poster or not. So yeah, sometimes the grade was just sort of 
filtering. 

Another commonly discussed issue was related to different students’ attitudes towards group 
assignments and their different levels of academic aspirations. A case described by a participant 
who studied Icelandic revealed that her experiences of group work were affected by other group 
members’ negative attitudes towards the group work. She assessed their aspiration level as 
being very low and their performance as not satisfying. 

[Translation from Icelandic] There were people who didn’t bother. They said, ‘Oh! Let’s just finish it 
and get something!’ This was difficult for me; I was not satisfied at all. You know, it wasn’t just about 
the grade but more like the group members’ attitudes towards the assignment. 

The findings related to group assessment in the three Icelandic universities revealed some 
issues, mainly caused by the lack of a clear explanation of the assessment criteria and internal 
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problems due to group members’ different learning styles and levels of motivation. Despite the 
challenges, approximately half of all the participants were satisfied with group work 
assignments and understood that the group work assignments have a sustainable quality and 
prepare them for future work in their fields. 
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When it comes to culturally responsive assessment, the findings revealed that such assessment 
methods are still uncommon in Icelandic universities, according to the participants. However, 
some teachers cared for students whose native languages were not Icelandic and provided some 
form of support to compensate for language-related issues. An interesting story was shared by 
a student who studied computer science. She revealed that her teacher offered valuable 
personal support via Skype and explained the assignments and the assessment criteria, which 
were provided in Icelandic in the syllabus. The student regarded this form of support as highly 
relevant, and it helped her to understand the assignments. This later resulted in better learning 
outcomes and positive experiences from this particular course. 

Language support during examination periods was one of the central themes highlighted by 
the majority of the participants. The main issue is that special support for students whose native 
language is not Icelandic is not clearly regulated at the three target universities. According to 
Student Counselling Services at the University of Akureyri, every student whose native language 
is not Icelandic can apply for special support during examination periods, which is usually being 
allowed to use a dictionary during exams and an extended examination time (staff member at 
Student Counselling Services at the University of Akureyri, personal communication, 22 February 
2017). 

At Reykjavik University, students can book an appointment at the Student Counselling and 
Career Centre and apply for special support, which may be in form of being allowed to use a 
dictionary and/or translation of the examination questions. Extended examination time is 
usually not an option, but it may be considered in special circumstances (staff member at the 
Student Counselling and Career Centre at the Reykjavik University, personal communication, 
May 18, 2017). When it comes to the University of Iceland, the case of special support during 
the examinations is very complicated as different schools and faculties have different policies. 
Usually, a student must negotiate special support with a teacher first and then send a formal 
application to the Student Counselling and Career Centre. In 2018, the School of Education at 
the University of Iceland made a step towards standardisation of its policies regarding special 
support by introducing a new policy. Every student at the School of Education whose native 
language is not Icelandic can bring a dictionary to the exams and apply for extended examination 
time. A formal application is required and must be addressed to the school’s office (staff 



MULTICULTURAL EDUCATION REVIEW              

189 

member at the School of Education at the University of Iceland, personal communication, 26 
February 2019). 

All participants who studied at the University of Akureyri revealed that they always applied 
for extended examination time and that they were very grateful for this assistance. They 
considered this type of support as fair, since they reported spending a relatively long time on 
understanding the questions and, in some cases, translating them for themselves. 

Usage of dictionaries was, according to the participants, the most common support offered 
by the teachers. However, the participants did not regard this support to be useful because it 
took time to find the words. Moreover, bilingual dictionaries have been replaced by electronic 
translation software that can help students to understand the formulation of the assignments, 
but it can also do them a disservice. A student who studied sociology shared an experience of a 
teacher using software to translate the examination but not checking the translation, which 
resulted in everything going very wrong. When talking about the whole experience, the 
participant smiled. However, he later admitted receiving such an examination was far from 
funny on examination day. 

I have another very bad experience. They used translation during the exam, so instead of political 
science, everything turned out to be about flying birds, keys, cars and bears. Björnsson [an Icelandic 
surname] for example, was translated as a son of the bear. 

More than half of the participants repeatedly noted that, in most cases, they did not need full 
translations of the examinations, but they always appreciated when they were given the choice 
of answering exam questions in English. They considered it the most effective form of support 
that could compensate for a lack of language skills in academic Icelandic. However, this form of 
support is amongst the least regulated in the three Icelandic universities and totally relies on 
the discretion of the teacher in question. In some cases, the decision comes days before the 
examination. One participant shared her negative experience of an exam at the School of Health 
Sciences at the University of Iceland. 

I asked her [a teacher] first whether it is possible to take the final exam in English or not. She said 
yes. But two days before the exam she called me and said that it is not possible to take the exam in 
English. I lost all the hopes and wishes and said to myself ‘Ok I just fail’ [. . .] Because she said that it 
is a competition exam and all the students should be the same. You know it is not the same; it is 
their mother tongue. I could take the exam in English. It was also difficult, but it is easier since it is 
my second language. Icelandic for me like the third language, so we were not the same. I think it 
was not fair but … 

Despite several participants’ negative experiences, many participants revealed that their 
teachers were generally open to allowing students to answer exam questions or write 
assignments in English, as teachers understood that this could eliminate inequalities caused by 
language barriers. A participant who studied languages and international affairs revealed that 
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his teachers had a deep understanding of the diversity of student needs, especially when it came 
to language support, 

Our teachers were very open to English as a language of writing assignments and exams. All of them 
[. . .] They even published some article in English, so you feel this encouragement from them. And 
you don’t feel like any kind of the second sort. 

Different and complicated rules and policies regarding special support during examination 
periods create confusion among students, especially when the policies require rounds of 
negotiations with teachers, faculty offices and student counsellors. The participants explained 
that the procedures are often unclear and time-consuming. These are several reasons why the 
majority of the participants wished for clearer standardised policies regarding special support 
and language support within the universities. 

 

Discussion 
The participants of this study revealed that their teachers mainly applied summative assessment 
methods that involved high-stakes examinations. This type of assessment was criticised by the 
participants. They did not see practical value in summative assessment and often made a 
correlation between high-stakes examinations and the stress that they experienced during 
examination periods. Additionally, the participants highlighted how summative assessment 
does not encourage active learning and has negative effects on their motivation, investment 
and, in some cases, on learning outcomes. Previous research in the field shows similar results 
regarding summative assessment, which is considered to be a tool used to monitor learning and 
measure students’ achievement while doing very little to promote active knowledge 
construction and critical thinking (Schiller, 2009). Furthermore, earlier studies argued that test 
anxiety distracts students from the task and, as a result, could have a negative impact on a 
student’s performance and learning outcomes (Struyven et al., 2003). Medland (2016) discussed 
the role of assessment in higher education in the UK and concluded that British higher education 
is still dominated by summative examinations that do not allow students to actively participate 
in assessment. This also contradicts the constructivist theory of education’s emphasis on active 
participation in the learning process and the sustainability of any acquired knowledge (Jones & 
Brader-Araje, 2002; Wright, 2011). 

When it comes to formative assessment involving low-stakes examinations and assignments, 
the participants’ experiences were predominantly positive. They highlighted the fact that such 
assessment provides valuable feedback from teachers and motivates students to learn. 
Formative assessment is a learner-centred approach (Schiller, 2009), and according to previous 
studies, formative assessment is an inseparable part of the learning process, where constructive 
feedback points to knowledge gaps and activates further learning focused on closing the gaps 
and building upon existing knowledge (Nicol & Macfarlane-Dick, 2006; Webber, 2012). The 
participants in this study emphasised how low-stakes assignments were evenly distributed 
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throughout the semester, therefore motivating continuous learning and development, in 
contrast to high-stakes assignments that were concentrated at the end of every semester. 

Feedback is regarded as a key feature of formative assessment (Falchikov, 2005; Schiller, 
2009). Furthermore, prompt feedback provided to students before they begin to work on their 
next assignments is considered more effective than feedback submitted with a significant delay 
(Shull, 2005). According to the interviews, Icelandic teachers strove to provide quick feedback, 
and in some cases, they recruited PhD candidates to evaluate assignments and write feedback. 
However, this strategy was not valued by the students, since they would rather receive more 
personalised feedback from the teachers who had been working with them throughout the 
process. 

When analysing the interviews, the researchers became aware of a clear pattern. The 
majority of the participants who had experienced formative assessment methods were students 
at the School of Education at the University of Iceland. This pattern could be explained by the 
emphasis on multicultural education and culturally responsive teaching in some courses offered 
at the School of Education, particularly those included in the International Studies in Education 
programme, which focuses on an individual approach to every student and students’ active 
learning (Books et al., 2011; Ragnarsdóttir & Blöndal, 2014). 

Sustainable assessment is considered to be a very productive assessment method that has 
an empowering effect on students, develops their critical thinking abilities and promotes life-
long learning (Boud, 2000; Boud & Falchikov, 2006). In Icelandic universities, sustainable 
assessment is usually limited to group assessment and peer assessment within the groups. 
However, the findings indicated that the participants were hardly ever given a chance to assess 
each other’s work in groups and that the assessment criteria of group assignments were often 
unclear, which affected the students’ attitudes towards the whole process of group work. A 
comparison of the participants’ experiences of group assessment in Icelandic universities and 
sustainable assessment as described by Boud and Falchikov (2006) revealed that group 
assessment in the form described by the participants cannot be referred to as sustainable. The 
participants could not comment on other sustainable assessment methods, such as self-
assessment or peer assessment, as they rarely or never experienced them. 

When it comes to culturally responsive assessment, the findings indicated that this 
assessment approach was applied very seldom in Icelandic universities. The few participants 
who experienced culturally responsive assessment, were positive towards them. Earlier studies 
highlight that culturally responsive teaching promotes holistic assessment methods that are 
non-biased and applied with equity in mind (Montenegro & Jankowski, 2007; Slee, 2010). 
Furthermore, previous research showed that minority students, including immigrants, often 
held a weak position caused by language-related issues and the prevalence of high-stakes 
examinations (Padilla & Borsato, 2008; Slee, 2010). The study participants described how they 
spent a lot of time on understanding the examinations and assignments and sometimes 
translated them for themselves. The universities try to compensate for the inequalities caused 
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by differing levels of academic Icelandic by offering special support during examination periods, 
usually in the form of extended examination time, translation of examination questions, 
allowing students to use dictionaries and/or allowing them to answer questions in English. The 
participants considered dictionaries to not be useful because of the time it takes to use a paper 
dictionary, especially when students are not used to it. An interesting case was described by a 
participant whose teacher used translation software to translate and exam. This resulted in 
questions becoming incomprehensible nonsense. In spite of this extreme example, Hambleton 
and Patsula (1999) emphasised the importance of shattering the myth of anyone who speaks 
two languages being able to produce an adequate translation, especially when it comes to 
translation of examinations. 

On the other hand, the participants revealed that they usually did not need full translations 
of the examination question, but they appreciated being able to write answers in English. The 
findings showed that this option always required negotiations with teachers, who evaluated 
each case and decided whether or not to allow particular students to answer questions in 
English. In fact, the whole system of special support during exams for students whose native 
language is not Icelandic seems to be unclear. The universities lack clear policies and rules on 
this matter, which makes the process of applying for special support complicated and confusing 
and requires students to negotiate special support with student counsellors, teachers and/or 
faculty offices. 

The findings here are highly relevant for the Icelandic education system as they provide a 
platform for discussion about the assessment methods used in Icelandic universities, where 
student diversity is growing. Furthermore, the findings show that the students’ concerns about 
special support during the examination periods should be seriously considered and addressed 
in a more systematic way. The research is also relevant from a comparative perspective because 
several other studies point out that, despite the general modernisation of educational systems 
around the world, summative assessment involving high-stakes examinations is still one of the 
most frequently used assessment methods (Medland, 2012, 2016; Struyven et al., 2005). 

 

Conclusion 
Overall, the findings revealed that higher education in Iceland is slow developing away from 
traditional teacher-centred approaches with a focus on evaluating and measuring students’ 
achievement into more learner-centred approaches based on constructivist beliefs, which 
promote active learning and motivate students. The participants’ positive experiences of 
formative assessment methods confirm this statement. This especially applies to the School of 
Education at the University of Iceland, where the International Studies in Education programme 
emphasises formative assessment and learning-centred approaches (Books et al., 2011). 
However, the participants who study in other faculties reported having primarily negative 
experiences of the summative assessment used in their faculties. The participants wished for 
less summative assessment involving high-stakes examinations and more formative assessment 
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involving continuous evaluation of students’ performance through low-stakes assignments and 
formative feedback. Group work and group assessment also need to be improved, according to 
the participants. They reported a lack of involvement in the assessment process and the need 
for clearer explanation of the purpose of the group work and the assessment criteria. 

On the other hand, introducing a variety of different assessment methods and simply 
replacing the traditional methods with new ones ‘will not serve to challenge the dominant 
discourse of the testing culture that underpins the assessment system’ (Medland, 2016, p. 89). 
It is important that educational institutions act in a unified manner to challenge the existing 
dominant culture collaboratively, which requires students, teachers, programme leaders and 
other academic personnel to participate equally in discussions about new assessment and 
teaching methods in order to understand which are suitable for a particular learning 
environment. In Icelandic universities, the policies and rules regarding special support during 
the examination periods for students whose native language is not Icelandic need to be 
standardised on the university level rather than on the faculty level. 

With the growing number of immigrant students in Icelandic universities (Statistics Iceland, 
2018), the whole higher education system is challenged to provide appropriate educational 
support, to value a variety of backgrounds and cultures, and to encourage diverse groups to take 
advantage of previous knowledge and languages in the education process. The goal is to work 
collaboratively on creating an equitable educational environment where every student feels 
empowered and motivated to continue learning, even after their formal education is finished. 
These changes require further research, standardisation of policies and implementation of 
relevant teaching and assessment methods. 
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Researchers working on this project: 
Börkur Hansen, Professor, e-mail borkur@hi.is  
Jón Torfi Jónasson, Professor, e-mail jtj@hi.is  
Artëm Ingmar Benediktsson, Ph.D. student, e-mail artem@hi.is   
Anna Katarzyna Wozniczka, Ph.D. student, e-mail akw1@hi.is  
Susan Rafik Hama, Ph.D. student, e-mail srh2@hi.is  
Anh-Dao Tran, Post.Doc., e-mail adt@hi.is  
Kriselle Lou Suson Cagatin. Master student, e-mail kls5@hi.is  
 
The project data gathering includes: 

Interviews with current and former student in the universities 
Interviews with key people in the universities 
 

Gain for participants: 
 Report of the results of the research 
 Introduction of the results 
 Access to the results of the research in Icelandic and foreign magazines.  
 
The Data Protection Authority has been informed of the research and the ethics 
committee has given a positive review. Permits for data gathering have been 
acquired from the university management. Informed consent is requested from 
all participants in addition all privacy considerations will be in compliance to 
law nr.77/2000. Participants can suddenly and without explanation quit their 
participation. The service of an interpreter will be available if a participant 
would request it. 
 
With my signature I confirm my participation in the above described research. 
 
 
 
 
Name:        Date: 
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Icelandic version 
 

 
 
 



 

202 

 
 

2	
	

	
	
Gagnaöflun	í	rannsókninni	felur	í	sér:	
	

• Viðtöl	við	núverandi	og	fyrrverandi	nemendur	í	háskólunum	
• Viðtöl	við	lykilfólk	í	háskólunum	

	
Ávinningur	fyrir	þátttakendur:	
	

• Skýrsla	um	niðurstöður	rannsóknarinnar	
• Kynningar	á	niðurstöðum	rannsóknarinnar	
• Aðgengi	að	niðurstöðum	rannsóknarinnar	í	íslenskum	og	erlendum	tímaritum	
• Aðgangur	að	sérfræðiþekkingu	og	stuðningi		

	
Persónuvernd	hefur	verið	tilkynnt	um	rannsóknina	og	Vísindasiðanefnd	Háskóla	Íslands	hefur	
gefið	jákvæða	umsögn.	Aflað	hefur	verið	leyfa	til	gagnaöflunar	frá	stjórnendum	háskólanna.	
Óskað	er	eftir	upplýstu	samþykki	frá	öllum	þátttakendum	auk	þess	sem	
persónuverndarsjónarmiða	verður	gætt	að	fullu	við	meðferð,	vinnslu	og	eyðingu	frumgagna	í	
samræmi	við	gildandi	lög	(nr.77/2000).	Þátttakendur	geta	fyrirvaralaust	og	án	útskýringa	
hafnað	eða	hætt	þátttöku.	Boðið	verður	upp	á	túlkaþjónustu	í	viðtölum	ef	þátttakandi	kýs	
það.	
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Appendix B. Focus Group Interview Guide 

English version 

 
 

!"#$%&'()%*+%,-'.%&'(),/+(--(.&#)'&'0,+%)"+$1%**0)20,+3(.+'44'2.%)&,+')+#)'50.,'&6+0"#$%&'()+')+7$0*%)"+

+
+

Interview framework. Group Interviews 
 

What can you tell about your experiences of being a foreign student at the university?   
 

STUDIES/ EXPECTATIONS AND CHALLENGES 
 
Why did you choose this study programme? 

1. Selection of the studies and expectations.  
2. The purpose of the studies (hobby, work-related, etc.), future plans  

 
How was it to begin the studies at HÍ? 

3. First acquaintance and impressions of the university and studies 
4. Assessment methods 
5. Language of the studies, how was it to learn Icelandic as a second language?  

 
Teaching methods:  

6. What do you think about the teaching methods?  
7. What can you tell about workload in the courses, that you took? 
8. Are the requirements clear?  
9. Is it easy or difficult to follow the teacher?  

 
Could you use your previous knowledge and experiences in your study?  
Are the Icelandic teaching methods similar or different to the teaching methods in your 
home country?  

10. Possibilities of using own experience, background, knowledge in the studies  
 

Questions about communication:  
11. What can you tell about the relations between the students in the classroom? 
12. What can you tell about your relations with the teachers? 
13. Support in the classroom  

 
Challenges in the studies: 

14. What challenges did you have in the university? And how did you deal with them? 
 
RELATIONS WITH OTHERS AT THE UNIVERSITY AND SUPPORT 

15. Information flow 
16. Knowledge of support available for students, especially for students of foreign origin  
17. Communication with and/or support from student counsellors (Námsráðgjafi) 
18. Communication with and/or support of International Office /other entities within the 

university 
 

SOCIAL AND FAMILY LIFE 
19. The integration of education and work/family 
20. Social participation 
21. Social support 
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Appendix C. Individual Interview guide 

English version 
 

Questions  
 

!"#$%&'()*#+,-*&

!"#$%&'()*#+ ,-*./(0)% ' !

0. What can you tell about 
your experiences of being an 
immigrant student at the 
university?  

!!

.1234536738'9:';<3'=3>4656?'
2497388@';3>7<56?'A3;<9B8@'
=3>4656?'36C5496A36;8'@'
79AAD657>;596'E@;3>7<348F'23348'

!

1. What do you study?  "#!$%&#!'()*!+&*#$!,-.*-- / !

!

"+!0($1!2%3$!,-.*--!,(!'()!34*-3,'!%35- /! !

"#!$%&#!,-.*--!*-6(.0&7-,!&0!"6-430,/! !

2%'!,&,!'()!,-6&,-!$(!.(!$(!#6%((4!3.3&0/! !

2. When did you begin your 
current studies?  

8&,!'()!9-.&0!&::-,&3$-4'!3+$-*!:(5&0.!$(!"6-430,/! !

3. Why did you choose HÍ / 
HR / HA?  

!

4. Why did you choose this 
study programme?  

"#!&$!'()!&0$-*-#$/! 8&,!'()!#--!.((,!(;;(*$)0&$&-#!$(!+&0,!
3!<(9!=%-0!'()!+&0&#%!'()*!-,)63$&(0/! !

23#!&$!$%-!(04'!;*(.*3::-!'()!6(0#&,-*-,>!(*!,&,!'()!
6(0#&,-*!30'!($%-*!;*(.*3::-?#@/! !

A35-!'()!-5-*!6%30.-,!'()*!;*(.*3::- /! "+!'-#1!2%'!
,&,!'()!,(!&$ /! !
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5. Did you know anything 
about the higher educational 
system in Iceland?  

If not: Where from did you 
get the information about the 
system?  

8&,!'()!B0(=!39()$!$%-!CDEFG#'#$-: /! !

8&,!'()!$%&0B!&$!=3#!:(*-!,&++&6)4$!(*!-3#&-*!$(!#$),'!&0!
"6-430,! $%30! &0! '()! %(:-! 6()0$*'/! ?"#! $%-! -,)63$&(034!
#'#$-:! &0! '()*! %(:-! 6()0$*'! #&:&43*! (*! ,&++-*-0$! $(! $%-!
"6-430,&6!(0-/@H!!

!!

6. How was it to begin the 
studies at HÍ / HR / HA? 

A(=!4(0.!$&:-!,&,!&$!$3B-!$(!.-$!#$3*$-,/!!

8&,!'()!B0(=!%(=!$(!6%((#-!6()*#-#/! !

23#!&$!-3#'!(*!,&++&6)4$!$(!6%((#-!6()*#-#/! !

8&,!#(:-(0-!$-36%!'()!%(=!$(!)#-!I.43 JK((,4-! -$6H/ !"+!
'-# 1!2%(!$3).%$!'()/! !

8&,!'()!5&#&$!&0$*(,)6$&(0!#-:&03*#!+(*!$%-!0-=!#$),-0$#>!
=%&6%!3*-!)#)344'!%-4,!3$!$%-!9-.&00&0.!(+!-36%!$-*:!?AL@/! !

"+!'-#1!23#!$%-!&0+(*:3$&(0!$%3$!'()!.($!3$!$%&#!#-:&03*!
)#-+)4/ !!

7. What was the language of 
the instruction?  

23#!&$!;(##&94-!$(!6%((#-!$%-!$-36%&0.!430.)3.-/! ?F(:-!
6()*#-#!3*-!353&4394-!9($%!&0!"6-430,&6!30,!C0.4&#%@!

A(=!=3#!&$!$(!#$),'!&0!3!+(*-&.0!430.)3.-/! !

!

8&,!'()!B0(=!39()$!$%-!-M$*3!430.)3.-!6()*#-#!+(*!344!
)0&5-*#&$'!#$),-0$#!?AL@>!=%&6%!3*-!353&4394-!3$!$%-!+36)4$'!
(+!+(*-&.0!430.)3.-#/! !

8. What can you tell about the 
relations between the students in 
the classroom?  

A(=! :30'!&::&.*30$!#$),-0$#!$((B!$%-!#3:-!6()*#-#!
$%3$!'()!6%(#-/! !

23#!&$!,&++&6)4$!$(!.-$!36N)3&0$-,!=&$%!6(G#$),-0$#/! !

A(=!,&,!$%-!$-36%-*#!-06()*3.-!#$),-0$#!$(!.-$!$(!B0(=!
-36%!($%-*/! !

9. What is your experience of 
group work?  

A(=! =-*-! $%-! :-:9-*#! (+! $%-! .*();#! 3##&.0-,/!
?$-36%-*!3##&.0-,!(*!#$),-0$#!,-6&,-,!$%-:#-45-#@!

2%3$!3*-!'()*!-M;-*&-06-#!(+!$%-!6(::)0&63$&(0!&0!$%-!
.*();/ !!

2%3$!430.)3.-!,&,!'()!)#-!,)*&0.!$%-!.*();!=(*B/! !

A(=!=3#!$%-!=(*B4(3,!,&5&,-,!9-$=--0!:-:9-*# /! !

2%3$! 630! '()! $-44! 39()$! $%-! 3##-##:-0$! (+! $%-! .*();!
=(*B/! !
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10. What can you tell about 
your relations with the teachers?  

8&,!$%-!$-36%-*#!B0(=!$%3$!$%-*-!=-*-!+(*-&.0!#$),-0$#!
&0!$%-!643##*((:/! 8&,!$%-!$-36%-*#!3#B!=%-$%-*!$%-!0-=!
#$),-0$#! %3,! 30'! ;*36$&634! N)-#$&(0#>! =%&6%! $%-'! 6()4,!
30#=-*/! !

!

A35-!'()!-5-*!;-*#(0344'!6(0$36$-,!3!$-36%-*/! ?O-+(*-!
(*!3+$-*!$%-!643##!#$3*$@!

"+!'-#1!=-*-!$%-!N)-#$&(0#!*-43$-,!$(!$%-!6()*#-!?6()*#-!
:3$-*&34@!(*!=3#!&$!30'!;*36$&634!N)-#$&(0#/! !

8&,!'()!.-$!30'! 30#=-*#/! !

!

"+!$%-!6()*#-#!=-*-!$3).%$!&0!"6-430,&61!8&,!$%-!$-36%-*#!
3#B! =%-$%-*! $%-*-! =-*-! 30'! #$),-0$! =%(! 6()4,! 0($!
)0,-*#$30,!"6-430,&6/! 8&,!$%-!$-36%-*#!-06()*3.-!#$),-0$#!
$(! 3#B!$(! -M;43&0!=(*,#! J!#-0$-06-#>!=%&6%!$%-'! 6()4,0P$!
)0,-*#$30, /! !

2%3$!,&,! $%-! $-36%-*! ,(! $(! *-#(45-! 430.)3.-! *-43$-,!
&##)-#/!

11. What do you think about 
the teaching methods?  

/ 
What teaching methods did 

the teachers apply?  

2%3$!3*-!'()*!-M;-*&-06-#!(+!$%-!3##-##:-0$!:-$%(,#/!!

2%3$!630!'()!$-44!39()$!=(*B4(3,!&0!$%-!6()*#-#>!$%3$!
'()!$((B/ !

2%3$!630!'()!$-44!39()$!$%-!3##-##:-0$!6*&$-*&3!30,!$%-!
*-N)&*-:-0$#/!!

2-*-!$%-!*-N)&*-:-0$#!64-3*/! !

23#!&$!-3#'!(*!,&++&6)4$!$(!+(44(=!$%-!$-36%-*/! !

8&,!$%-!$-36%-*!)#-!-M3:;4-#!$(!-M;43&0!$%&0.#/! 2-*-!
$%-!-M3:;4-#!.((, /! !

A3#! $%-! $-36%-*! -5-*! 3#B-,! =%-$%-*! +(*-&.0! #$),-0$#!
6()4,! 6(:-! =&$%! $%-&*! (=0! -M3:;4-#! 93#-,! (0! $%-&*!
-M;-*&-06-#!+*(:!$%-!%(:-!6()0$*'/! !

!

D()4,! '()! )#-! '()*! ;*-5&()#! B0(= 4-,.-! 30,!
-M;-*&-06-#!&0!'()!#$),'/! "+!'-#!;4-3#-!-M;43&0!%(=/!

Q*-!$%-!"6-430,&6!$-36%&0.!:-$%(,#!#&:&43*!(*!,&++-*-0$!
$(!$%-!$-36%&0.!:-$%(,!&0!'()*!%(:-430,/! !

!
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8&,!'()!.&5-!$%-!$-36%-*!+--,936B/! 2%3$!+--,936B/!!

8&,!'()!;3*$&6&;3$-!&0!-4-6$*(0&6!$-36%&0.!-534)3$&(0/!
2%3$!+--,936B!,&,!'()!.&5-/!!

!

12. Please share your 
experiences how it was for you to 
go to the exams?  

Did you receive any special 
support during the examination 
periods? 

/ 
 If yes, please tell what kind 

of support and what are your 
experiences of it? 

8&,! '()! B0(=! 344! $%-! *)4-#! *-43$-,! $(! $%-! -M3:!
;*(6-,)*-#!3$ !AL!J!AR!J!AQ/!!

8&,! '()!B0(=!$%3$!'()!%3,!*&.%$!$(!#--!$%-!(4,!-M3:#!
?+*(:!;*-5&()#!'-3*#@/! !

8&,!'()!B0(=!$%3$!'()!6()4,!.-$!$%-!-M;4303$&(0!(+!$%-!
.*3,-!.&5-0!3+$-*!$%-!-M3:!30,!.(!$%*().%!$%-!-M3:!=&$%!
$%-!$-36%-*/! !

8&,!'()!B0(=!J!3$$-0,!-M3:G30M&-$'!6()*#-/ !!

!

13. What challenges did you 
experience during the education 
process? And how did you deal 
with them? 

 

8&,!'() !.(!#(:-=%-*-!$(!.-$!%-4; /! !

8&,!'()!*-6-&5-!30'!%-4;/! !

14. What are you going to do 
when you finish your education?  

S)$)*-!;430#!!

Q*-!.(&0.!#$*3&.%$!$(!$%-!<(9!:3*B-$/! !

!

Q*-! '()! .(&0.! $(! 6(0$&0)-! '()*! #$),&-#! (0! 3! %&.%-*!
-,)63$&(034!4-5-4/ !"+!'-#1!Q*-!'()!.(&0.!$(!6(0$&0)-!3$!$%-!
#3:-!)0&5-*#&$'!(*!0($/!?2%' @H!!

!

GH%F':56>6738'I '<9D856?''  

15. Have you ever applied for 
LÍN (Icelandic Student Loan 
Fund)? Can you tell about your 
experiences of the application 
procedure at LÍN?  

2%-*-!,&,!'()!+&*#$!%-3*!39()$!TLU/!!

23#!&$!-3#'!(*!,&++&6)4$!$(!3;;4'/! !

16. Have you ever received a 
scholarship?  

Can you tell about your 
experiences of the application 
process? 

8(! '()!B0(=!39()$!30'! ;(##&94-! (;;(*$)0&$'!$(! .-$!3!
#6%(43*#%&;/! ?S(*! #$),-0$#! &0! "6-430,&6! 430.)3.-1!
F6%(43*#%&;!+*(:!F$(+0)0!V*03!K3.0W##(03*@!!
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17. Have you ever applied for 
a student apartment on campus? 
If yes: Can you tell about your 
experiences of the application 
procedure?  

8&,!'()!B0(=!39()$!$%-!#$),-0$!%()#&0./!!

8&,! '()!B0(=!$%3$!+(*-&.0!#$),-0$#!%35-!;*&(*&$'!(5-*!
,(:-#$&6!#$),-0$#/! !

8&,!'()!B0(=!$%3$!$%-!*-0$!&#!4(=-*!$%-0!(0!$%-!6(::(0!
:3*B-$/! !

J94A>='8D2294;''  

18. Where do you go if you 
need consultation regarding any 
practical issues?  

!

19. Have you ever visited the 
Student Counselling Centre? 
(Located on the second floor of 
Háskólatorg above Bóksala 
Stúdenta)  

2%3$! 630! '()! $-44! 39()$! '()*! -M;-*&-06-! (+!
6(::)0&63$&(0!=&$%!F$),-0$!D()0#-44&0.!D-0$*-/!!

8(!'()!*-:-:9-*!$%-!03:-!(+!$%-!3,5&#-*!$%3$!'()!#;(B-!
=&$%/!!

8&,!'()!.-$!30#=-*#!(0!'()*!N)-#$&(0#/! !

8&,!3,5&#-*!-06()*3.-! '()!$(!5&#&$!$%-!6-0$*-!3.3&0!&+!
'()!%35- !30'!($%-*!N)-#$&(0#/!!

8&,!3,5&#-*! .&5-! '()!30'!6(0$36$!&0+(*:3$&(0>!#(! '()!
630!6(0$36$!%&:J%-*!;-*#(0344'!?-G:3&4>!;%(0-!0):9-*@/!!

2()4,!'()!4&B-!$(!5&#&$!$%-!#3:-!3,5&#-*!&+!'()!%35-!30'!
+)*$%-*! N)-#$&(0#/! X*! '()! =()4,! ;*-+-*! $(! #;-3B! $(! 3!
,&++-*-0$!3,5&#-*H!!

20. Have you ever visited the 
International Office? (Located 
on the second floor of 
Háskólatorg)  

2%3$! 630! '()! $-44! 39()$! '()*! -M;-*&-06-! (+!
6(::)0&63$&(0!=&$%!$%-!"0$-*03$&(034!X++&6-/!!

23#! $%-! &0+(*:3$&(0>! =%&6%! '()! .($! 3;;*(;*&3$-! 30,!
)#-+)4/!!

21. Do you know any other 
ways of getting information 
regarding practical issues?  

2%3$!=3'#!3*-!$%-'/! Q*-!$%-'!)#-+)4/!!

23#! $%-! &0+(*:3$&(0>! =%&6%! '()! .($! $%*().%! $%-#-!
6(0$36$#!3;;*(;*&3$-!30,!)#-+)4/ !

);<34'KD38;5968'  

22. Is it likely that you would 
recommend HÍ / HA / HR to any 
of your friends that is 
considering going to the 
university? Please explain your 
answer.  

!
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23. What do you think is 
missing at the university’s 
information network for foreign 
students?  

What could the university do 
to make it easier for foreign 
students to get started?  

"##)-!3!9*(6%)*-!+(*!+(*-&.0!#$),-0$#/! !

Y*-;3*-!3!#%(*$!&0$*(,)6$&(0!6()*#-!+(*!344!0-=!+(*-&.0!
#$),-0$#/! !

"0+(*:! $-36%-*#! 39()$! #;-6&34! &##)-#! $%3$! +(*-&.0!
#$),-0$#!%35-!=%-0!$%-'!9-.&0!3$!$%-!)0&5-*#&$'/! !

Q0'$%&0.!-4#-/! !

!

L>7M?49D6B'I '243C59D8'
31234536738 

!

24. When did you arrive to 
Iceland?  

 

A(=!(4,!3*-!'()!0(= /! !

A(=!(4,!=-*-!'()!=%-0!'()!3**&5-,!$(!"6-430, /! !

25. Where are you from? "#!"6-430,!$%-!+&*#$!+(*-&.0!6()0$*'!$%3$!'()!:(5-,!$(/! !

A35-!'()!4&5-,!&0!($%-*!6()0$*&-#/! !

!

"+!$%-!;3*$&6&;30$!&#!+*(:!3!6()0$*'!()$#&,-!CCQ1!!

A(=!,&++&6)4$!=3#!&$!$(!3;;4'!+(*!30!"6-430,&6!*-#&,-0$!
;-*:&$/! 8&,!'()!3;;4'!(06-!(*!#-5-*34!$&:-# /! !

A(=!4(0.!$&:-!,&,!&$!$3B-!$(!.-$!3!;-*:&$/!

26. Why did you decide to 
move to Iceland? What was the 
main reason?  

8&,!'()!B0(=!30'$%&0.!39()$!"6-430,/! !

23#!"6-430,!$%-!(04'!6()0$*'!$%3$!'()!=30$-,!$(!:(5-!
$(!(*!,&,!'()!6(0#&,-*!($%-*!6()0$*&-#/! "+!'-#1!=%'!,&,!'()!
+&0344'!6%((#-!"6-430,/! !

27. Did you move to Iceland 
alone or with family / friends?  

8&,!'()*!+3:&4'!J!+*&-0,#!:(5-!43$-*!$(!'()/! !

!

"+! $%-! ;3*$&6&;30$! :(5-,! $(! "6-430,! 34(0-1!23#! &$!
,&++&6)4$!$(!:--$!;-(;4-!?:3B-!+&*#$!6(00-6$&(0#@!&0!"6-430,>!
$(!+&0,!+*&-0,#!-$6H/ !!

28. What is you family status?  K3**&-,>!%35-!3!9('+*&-0,!J!.&*4+*&-0,/! !

"#!'()*!;3*$0-*!"6-430,&6/! !

A3#!$%-!#6%((4!%3,!30'!&0+4)-06-!(0!'()*!;-*#(034!4&+-/!
"+!'-#1!630!'()!$-44!:(*-!39()$!$%&#!&0+4)-06-/!!

8(-#!'()*!+3:&4'!.&5-!'()!:(*34!#);;(*$ /! !

29. Do you work?  2%3$!&#!$%-!<(9!;-*6-0$3.- /! !
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A3#!'()*!=(*B!30'!6(00-6$&(0#!$(!'()*!#$),&-#/ !!

8(-#! '()*!=(*B! (*!#$),'!$3B-!%&.%-*! ;*&(*&$'!&0! '()*!
4&+-/ !Y4-3#-!.&5-!*-3#(0#!+(*!&$H!!

!!

30. What language(s) do you 
speak?  

8(! '()! #;-3B! 30'! "6-430,&6 / ! 8(! '()! )0,-*#$30,!
30'$%&0.!&0!"6-430,&6/!!

Q*-!'()!4-3*0&0.!J!%35-!-5-*!4-3*0-,!"6-430,&6/!"+!'-#1!
2%-*-!30,!%(=!,&,!'()!4-3*0!&$/!

2%3$!430.)3.-!,(!'()!)#-!%(:-/ !!

!

"+!$%-!;3*$&6&;30$!,(-#!0($!#;-3B!"6-430,&61!2%'!,(0P$!
'()! =30$! $(! 4-3*0! "6-430,&6/! 8(! '()! $ %&0B! &$! &#! 0($!
0-6-##3*'/ ! 8(! '()! %35-! $&:-! $(! 4-3*0! &$/! Q0'! ($%-*!
*-3#(0#/!Y4-3#-!-M;43&0H!!

' !

31. Do you have anything else 
that you would like to share with 
us regarding your experiences at 
the university?  

!
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Appendix D. Focus Group Repeated Interview Guide 

 
"#$%!&'%!())&*!+!,-.-!)*.'/!"0!&-%!(#$!1#(23')4-#!-0!56(#7$/!!
!"#$%&'$()*++$()',%*-.$ )/#$(01#$('23#4)5$67$ )/#"#$0"#$0-%$4/0-.#(8$

9+#0(#$)#++$:/%;$$
!
"#$%!&'%!.(%!,8.$!69)3')4-#!$.!)*.'%!:!0#-.3+%')-!;4!*%$#/!!
</0)$02&')$%&'"$#=9#4)0)*&-(8$7')'"#$9+0-(5$!"#$)/#%$)/#$(01#5$$

!
<(0$#!('3356-%!1#(2,3!+!)*.')$!,+%-)!6'%!5'33$.!2==$#!,+%-,3/!!
!"#$)/#"#$0-%$4/0-.#($*-$%&'"$()',*#(5$$
! <(0$#!,='>$?-4'%!1#(2,3/!!
$ >".0-*?0)*&-$&7$)/#$4&'"(#($$

"#$!=()),?$-%0(#%'#)-#!8%#$6+,'/!!
@#04/*-.$1#)/&,($$
"#!6'))$*?-4'%!.('#-!(%-!.'))-/!@6'>-%/! !
<&"A+&0,$$
"#$!)*.,=#80$#)-#!,6'>-%-#/!!
B#C'*"#1#-)($$
"#$!*,=;#-)'#!&9#!,8.$/! !
D/0++#-.#($0-,$,*77*4'+)*#($$

!
<6(#)'4!5(0$#!&'33!02##-!)*.!A#(2),?-!;4!&(==')4B!)C,3!+!)*.')$!5D#/!!
D&'+,$%&'$'(#$%&'"$9"#E*&'($A-&:+#,.#$F$%&'$204A."&'-,$*-$%&'"$

()',*#(5$$
G&"$)/&(#$:/&$C'*)H$I&$%&'$'(#$A-&:+#,.#$)/0)$%&'$&2)0*-#,$,'"*-.$

)/#$()',*#($*-$%&'"$+*7#5$$
!
<-0-! ,-.,='>3'! 2==-#! 6'%! +,?(),=-! ;4! -%#-! )(.()E$#! -$=',3! *!

)*.,3+.-)$./! !
D&11'-*40)*&-$:*)/$64#+0-,*4$0-,$&)/#"$4&$()',#-)($$
! <6(#,!6(4)-!5-0-!&-$!-$=',3!:!.'))=-%!(%-!F1#(233/!!



 

214 

$ J&"#8$+#((8$)/#$(01#;$K=9+0*-$4/0-.#(;$
! G()47-,3!&(,,'!,-.,='>3'!)*.'/!<F>6'))$/!H)E'#1I)')4$#!02#'#!

>#F0/!
I&#($%&'"$4&11'-*40)*&-$:*)/$4&$()',#-)($/099#-$:*)/*-$)/#$

'-*E#"(*)%$ &7$ &')(*,#$ )&&;$ B#+0)#,$ )&$ ."&'9$ :&"A$ *-$ 4&'"(#(5$
L"#90"0)*&-($)&$)/#$#=01(5$$

<-0-!,-.,='>3'!2==-#!6'%!=())-#-!-$=',3!*!)*.,3+.-)$./! !
!"#$)/#"#$0-%$4/0-.#($*-$4&11'-*40)*&-$:*)/$)#04/#"(5$$
! <6(#,!6(4)-!5-0-!&-$!-$=',3!:!.'))=-%!(%-!F1#(233/!!
$ J&"#8$+#((8$)/#$(01#;$K=9+0*-$4/0-.#(;$$
<6-%-!?('%!0-#'%!&'%!3'?!-%!-0?-!2==$#!$>>?C,')4-!$.!)*.!2==-#!;4!

&7F)$,3$!,(.!(#!+!1;%'/!!
M&:$,&$%&'$&2)0*-$ )/#$ *-7&"10)*&-$ )/0)$%&'$-##,5$</#"#$,&$%&'$

'('0++%$.&)$&$.#)$0-$0((*()0-4#5$$
! J-#'%! &'%! *! E('?E-#,=#'0,3;0$#/! :! K*.,#*%47-0-/! @=#'0,3;0-!

-?&7F%-,-.,='>3-/!L))-%/!!
<('.-,+%$#M!H>>?C,')4-#!+!38?6$>F,3'M!J-N(1;;=M!L))-%/!!
I&$ %&'$ E*(*)$ 704'+)%$ &77*4#(5$ N)',#-)$ 4&'-(#++*-.$ 0-,$ 40"##"$
4#-)"#5$6-)#"-0)*&-0+$&77*4#5$!-%&-#$#+(#5$$
>77*4*0+$'-*E#"(*)%$:#290.#(;$6-7&"10)*&-$E*0$#O10*+;$G04#2&&A;$

!-%)/*-.$#+(#5$$
!
<(0$#! &*333-=-)! &+)! +! 0D?-4,?+0'! 1#(2,3! 0#*! &6+! &'%! 12#7$%$%! )*.!

2==-#/!O!,=F?-)$.!:!$3-)!,=F?-!
L0")*4*90)*&-$*-$)/#$(&4*0+$+*7#;$N&4*0+$04)*E*)*#(;$!)$)/#$'-*E#"(*)%$0-,$

&')(*,#$
! ! 
<6(#)'4!?'%$#!2==$#!+!,=F?-)$./!!
M&:$,&$%&'$7##+$:/#-$%&'$0"#$0)$)/#$'-*E#"(*)%5$$

<-0'%! &'%! $>>?'0-%! 0;#EF.-! 0#*! )(.()E$.P! =())$#$.P!
,3-#0,0F?='/!!

M0E#$%&'$#E#"$#=9#"*#-4#,$0-%$9"#3',.#($0)$)/#$'-*E#"(*)%5$$
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Appendix E. Code Networks 

Code-network 1. Immigrant students’ reflections on the learning process 
 

Code-network 2. Culturally responsive teaching in Icelandic universities 
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Code-network 3. Immigrant students’ experiences of group work 
 

Code-network 4. Learning Icelandic as a second language 
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Code-network 5. Immigrant students’ perspectives on assessment methods 
and special support 
 
 
 


