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Namsrymi byggd & audlindum nemenda

Nemendurnir byrja ad vinna og Margrét gengur a milli og adstodar, minnir pa a ad
hjalpast ad og spyrja naesta mann pvi pad sé alltaf einhver neerri sem veit. Stofan
er skipuldgd pannig ad nemendur sitja prir til fimm saman i hopum og segir Margrét
ad hun radi i nyja hépa a priggja vikna fresti. Vid eitt bordid sitja Agnieszka, Monika,
Darma, Patrick og Saraswati og reeda saman um daemid sem pau eru ad vinna. Pau
hjalpast ad vid ad utskyra hvad ordin pyda, gripa stundum til médurmalsins til ad ut-
skyra fyrir hvert 68ru, og komast sidan ad nidurstédu um hvada leid sé best ad fara vid
lausn verkefnisins. Naleegt kennarabordinu situr Matas og er med adra namsbok, svo-
kallada Stjérnubdk. Margrét segir mér ad hann sé nykominn fra Lithden og sé ekkert
kominn inn i malid og pvi gott fyrir hana ad sja stéduna & honum i bok sem er ekki med
texta. Hann situr @ méti Andrius sem er lika fra Lithaen en er kominn lengra i malinu og
peir spjalla saman (Vettvangsathugun, 24. febrtar 2014).

Af pessu daemi ma sja ad Margrét er vel medvitud um stédu nemenda og neem a parfir peirra.
begar nyr nemandi kemur inn i bekkinn reynir hin ad setja hann hja nemanda af sama pjoderni
til ad hann geti hjalpad honum ad atta sig a adstaeedum og namsefninu a sameiginlegu tungumali
peirra. ba gerir hun ekkert ur pvi pegar nemandi getur ekki svarad spurningum hennar um efnié
heldur snyr sér ad neesta nemanda. Pannig gefur hun til kynna ad pad sé edlilegt ad nemendur
skilji efnid misvel og ad abyrgdin a ad 6dlast skilning a namsefninu liggi baedi hja nemandanum
og henni. Enginn er pindur til ad taka patt. Margrét hvetur nemendur til ad leita hver til annars ef
peir purfa adstod pvi pad sé alltaf einhver sem viti hvernig eigi ad leysa verkefnid, og med pvi
synir hun nemendum traust og virdingu. beir sem eru godir i staerdfreedi adstoda adra og Mar-
grét segir ad nyir nemendur sem eru sterkir i staerdfreedi séu bysna fljétir ad adlagast hépnum
bvi hinum nemendunum byki gott ad lata pa hjalpa sér. [ vidtali tok hun algebru sérstaklega sem
deemi pvi ef nemendur eru sterkir par pa séu peir fljotir ad blomstra i steerdfreedinni par sem
aherslan er & samvinnunam. | kennslustundinni matti finna hvernig nemendahdpurinn og Margrét
myndudu heildsteett namssamfélag; ad kennarinn synir abyrgd gagnvart nemendum og ber hags-
muni peirra fyrir brjésti. Namid verdur sameiginlegt verkefni kennarans og nemendanna.

bPema 3: Menningarnamni

Neemni kennara fyrir 6likum tungumalum og peim menningarheimum sem liggja par ad baki gerir
peim kleift ad skapa namsrymi par sem nemendur geta tengt saman o6lik tungumal og menningu
a merkingarbaeran hatt. bad er p6 ekki par med sagt ad kennarar purfi ad hafa pekkingu @ modur-
mali nemenda til ad gera pessar audlindir synilegar. Namsrymi sem byggjast a pvi ad athygli er
beint ad audlindum nemenda grundvallast & virdingu og trausti pannig ad nemendur ekki adeins
pora ad vera peir sjalfir, heldur eru stoltir af bakgrunni sinum og skilja hvernig peir geta nytt hann
til nams. Daemi um slika menningarnaamni ma finna i kennsluhattum Mariu eins og eftirfarandi
fraségn synir.

Snemma i desember 2013 hitti Maria fjéra nemendur af erlendum uppruna til adé kenna
peim um meltingarkerfi likamans. Petta voru prir drengir og ein stulka. Tomek og Bartek
fra Pollandi, Aamina fra Syrlandi og Hainad fra Thailandi. Aamina var alin upp vid ad
nota prju tungumal, arabisku, bulgérsku og ensku. Nemendur voru komnir mislangt i
islenskunami. Maria er sjalf af pélskum uppruna. A medan & kennslustundinni st6d
notadi Maria dlikar leidir til ad koma viéfangsefninu til skila. Hun taladi um meltingar-
veginn og notadi beedi myndir og likan af beinagrind til ad utskyra heiti liffzera og syna
hvar pau veeru stadsett i likamanum. Maria taladi islensku allan timann en nemendur
voru hvattir til ad finna fagord & eigin tungumali a sama tima og peir laerdu heitin a
islensku. Einnig benti Maria peim a ad vinna saman og nota télvu vid namid ef pad
hentadi. Hun hvatti nemendur i hvivetna til ad nota médurmalié sitt, sama hvada adferd
peir nyttu sér vid namié.

| upphafi timans sagdi Maria nemendum ad i dag setludu pau ad laera um meltinguna.

Hun 1ét nemendur bua til smaordabdk og leidbeindi peim um ad bua til tvo dalka a
bladsidurnar. | fyrri dalkinn attu peir ad skrifa fagordin & islensku. | aftari dalkinn attu
peir ad skrifa ordin & peim tungumalum sem peir bua yfir. Eftir ad hafa Utskyrt petta fyrir
nemendum las han upp nokkur ord sem hun haféi skrifad a téfluna; ad melta, melting,
meltingarvegur, og bad nemendur um ad byrja & ad skrifa pessi ord i ordabokina.
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.Pegar ég borda morgunmat fer morgunmaturinn minn hér ... og ég parf ad melta
hann,” atskyrir Maria um leid og hun bendir upp i munninn og notar eigin likama til ad
benda a leidina ofan i maga. HUn snyr sér ad Aaminu og spyr; ,veistu hvad pad mundi
vera a bulgorsku?*

“Smilam“ svarar Aamina. Maria gengur ad tusstoflu og gerir sig liklega til ad skrifa ordid
a tofluna med kyrillisku letri. Han hefur ekki notad pad lengi og bidur Aaminu um ad
endurtaka ordid og hallar sér fram til ad heyra betur framburd hennar um leié og hun
skrifar ordid a toéfluna: cmunam.

~Svona?“ spyr hin og bendir a ordid. Hun feer jakveed vidbrogd fra Aaminu. Maria
brosir um leid og hdn bidur Aaminu um ad skrifa arabiska ordid yfir meltingu pvi hin
sjalf sé ekki buin ad na tékum & pvi tungumali. Aamina kemur ad toéflunni og skrifar
ordid a arabisku. Maria bidur hana ad lesa pad. ,Hljémar vel,” segir hun pegar Aamina
hefur lesid ordid. A sama tima horfa polsku strakarnir & téfluna og reeda saman. Maria
snyr sér ad peim og bendir & ordid ,melting“.

,Vitid bid hvad petta er?” spyr hun. Peir kinka kolli og um leid og peir segja ordid skrifar
Maria pad & téfluna. ,Okei, flott,” segir hun, ,en hvad er pa meltingarvegur?* Han horfir
a strakana. peir gefa sér sma tima til ad hugsa.

+Proces trawienia,” svarar Bartek.

.Nei, ekki alveg,” segir Maria hvetjandi ,meltingarvegur, hvad er vegur?“ Hun brytur
ordid nidur til ad gefa strakunum frekari visbendingar.

LSciana,” giskar Tomek.

,Nei,"“ svarar Maria.

,Scianka,“ segir Bartek.

.Nei,“ svarar Maria, ,veggur sciana. V-e-g-u-r, eins og Laugavegur, Reykjanes-
vegur.“ Hun leggur rika aherslu & ad gera greinarmun a ad i fyrra ordinu er lokhlj6éd/ og
i seinna ordinu er 6nghljéd.

Bartek profar sig afram.

,10 jest ulica,” segir hann hikandi. Maria gengur um og gefur nemendum tima til ad
hugsa.

~Segir pad ykkur ekkert?* spyr han, ,Nybylavegur, meltingarvegur”. Hun leggur aherslu
a ordid vegur. Allt i einu virdist kvikna ljos hja Bartek.

,Droga pokarmowa,” svarar hann. Maria segir ekkert, en brosir til Bartek.

~Ja, vegur er pad sem vid keyrum eda I6bbum, svona,” segir Maria um leié og hun setur
bada handleggi beint fram til ad mynda veg.

“Melting, pid vitid hvad pad er. Meltingarvegur er vegurinn hér,“ segir Maria og notar
sjalfa sig til ad syna leid meltingarvegarins fra munni og ofan i maga.

»Tomek, vilt pu syna mér hér hvar meltingarvegurinn er?“ spyr Maria um leid og hun
bendir a beinagrindina. HUn bidur eftir vidbrogdum. Eftir smastund endurtekur han
spurninguna ,\Viltu syna mér?“ Tomek stendur upp og gengur ad beinagrindinni, bendir
a halsinn og fer svo nidur eftir meltingarveginum a sama tima og hann segir; ,Zaczyna
sie od gardla, tutaj leci tedy, do zoladka, potem przez zoladek do flaki, pozniej przez
grube jelito, cienkie i dolem.”

,Okei,“ segir Maria og Tomek sest aftur i saeti® sitt (Vettvangsathugun, 2. desember
2013).



Namsrymi byggd & audlindum nemenda

Samskipti Mariu vid nemendur syna hvernig hun virkjar pa med pvi ad gefa médurmali peirra sér-
stakt gildi pegar hun kannar bakgrunnspekkingu peirra & vidfangsefninu sem peir eru ad fast vid,
i pessu tilviki meltingunni. Med pvi ad draga fram tungumalaaudlindir nemenda a pennan hatt og
préa paer afram um leid og nemendur eru ad byggja upp skilning, pekkingu og ordaforda a pessu
fagsvidi a islensku beinir Maria athygli nemenda ad pvi ad peir kunna heilmikid pd peir kunni
ekki allt. beir bua yfir akvedinni grunnpekkingu sem beir geta nytt til frekara nams. Maria synir
tungumalum nemenda ahuga og virdingu. bPetta ma sja i samskiptum hennar vid Aaminu par sem
han leggur sig fram um ad skrifa ordin sem hin kemur med a téfluna. | samskiptum vié pélsku
drengina ma sja hvernig kunnatta og pekking Mariu a islensku og podlsku og peim menningar-
heimum sem liggja ad baki pessum tungumalum hjalpar henni ad greina og bregdast vid peirri
merkingu sem drengirnir leggja i ord og draga fram i gegnum samraedur. Pegar Bartek dregur
ordasambandid ,proces trawienia®, sem a islensku yrdi pytt sem meltingarferli, inn i samraedurnar
getur hun sagt honum ad hann sé nalaegt réttu merkingunni. Pad vanti adeins 6rlitid upp &, og
hdn gefur honum visbendingar med pvi ad leggja sérstaka aherslu & ordid vegur i meltingarvegur.
Tomek giskar a ordid sciana sem a islensku pydir veggur. begar Maria svarar pvi neitandi kemur
Bartek med ordid scianka sem a islensku py®dir litill veggur. Maria attar sig @ hvad nemendur eru
ad gera. beir eru ad reyna ad pyda ordid vegur yfir & polsku en vandi peirra liggur i ad gera mun
a framburdi lokhljodsins i ordinu veggur og 6nghljédsins i ordinu vegur pvi slikur greinarmunur er
ekki til i polsku. Peir pekkja greinilega ordid veggur a islensku og koma pvi med pdlska pydingu a
pvi ordi inn i umraeduna. Pegar Maria attar sig a i hverju vandi nemenda liggur stadfestir hin ad
ordid veggur sé sciana a polsku en pau séu ad leita ad pydingu a ordinu vegur og hun leggur rika
aherslu a framburd lokhljodsins i vegur. Med pvi ad vinna svona med hljodkerfisvitund nemenda
tekst henni ad sampeetta islenskunam nemenda og natturufraedikennsluna & merkingarbaeran
hatt. [ kj6lfarid dregur hun fram gétuheitin Laugavegur og Reykjanesvegur til ad gefa visbendingu
um hvernig ordid vegur er notad til ad takna einhverja leid. Bartek profar sig afram at fra peirri
visbendingu med pvi ad setja inn ordastrenginn to jest ulica en 4 islensku pydir bad hér er gata. |
Péllandi er ordid ulica oft notad i lok gatnaheita og er pvi rokrétt ad hann préfi ad nota pad ord il
ad pyda islenska ordid vegur. Maria gefur nemendum baedi tima til ad hugsa og hvatningu og vis-
bendingar til ad giska i leit ad réttri merkingu. Ad lokum kemur Bartek med polska ordasambandid
droga pokarmowa sem pydir meltingarvegur. Maria sampykkir pad og dregur svo umraeduna
saman med pvi ad bidja Tomek ad syna sér & beinagrindinni hvar meltingarvegurinn liggur.

Framangreind deemi syna hvernig pau namsrymi sem verda til og préast & milli kennara og nem-
enda einkennast af umburdarlyndi og trausti. Nemendur pora ad préfa sig afram, gera mistdk og
reeda hlutina. Vid undirbudning kennslu er adeins haegt ad skipuleggja stéra rammann i kringum
svona namsrymi, p.e. ad akveda vidfangsefni og undirbla verkefnin sem nemendur takast a vid.
| kennslunni parf kennarinn svo ad nyta innsaei sitt og pekkingu til ad skapa adstadur sem hvetja
nemendur til ad nyta eigin audlindir svo ad merkingarbaert nam geti att sér stad.

Umraedur

I nidurstédum héfum vid dregid fram hvernig kennarar skapa namsrymi fyrir nemendur af erlend-
um uppruna ut fra félags- og menningarlegum audlindum nemenda. Ef horft er med gleraugum
menningarnaemrar kennslu @ namsrymin sem kennararnir skdpudu innan kennslustofu sinnar ma
sja hvernig peir leggja sig fram um ad nyta audlindir nemenda i nami og kennslu til valdeflingar
(Florian og Linklater, 2010; Freire, 2009; Giroux, 1997, 2001). Kennararnir nota pa pekkingu
og faglega reynslu sem peir bua yfir, syna nemendum af erlendum uppruna ahuga og nalgast
kennslu sina og viéfangsefni a skapandi hatt. begar peir koma inn i kennslustofuna eru peir vel
skipulagdir og med skyr markmid til ad byggja a en um leid medvitadir um ad vera vel vakandi og
nyta innseei sitt til ad bregdast vid adstaeedum hér og nu. Til ad koma til mots vid dlikan bakgrunn
nemenda nyta peir fjdlbreyttar leidir i kennslunni, eins og sja ma i kennsluhattum Elsu par sem
nemendur takast a vid olik vidfangsefni & margvislegan hatt pegar peir vinna med lysingarord
(Hafdis Gudjonsdattir og Edda Oskarsdéttir, 2016).

Namsumhverfid einkenndist af hlyju, polinmaedi og umburdarlyndi og vié pad skdpudust nams-
rymi fyrir nemendur til ad profa sig afram, leera nyja hluti og aefa sig. Samvinna kennara og
nemenda sem og nemenda & milli var stér pattur i ad skapa pessar adstaedur. Daemi um samspil
kennara og nemenda birtist i vinnu Margrétar pegar han vann med allan hépinn i einu. Med upp-
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rodun i skélastofunni og med pvi ad bidja nemendur ad hjalpa sér ad utskyra mismunandi hugtok
staerdfraedinnar virkjar hun olikar audlindir vid lausn verkefna. Pegar nemendur vinna i hépum
endurspeglast pessi samvinna i pvi hvernig peir hjalpa hver 68rum og verda pannig audlindir i
nami (Banks, 2007; Freire, 2007).

Kennarar tengja pekkingu og reynslu nemenda vid namié og na pannig meiri dypt i kennslunni
(Riojas-Cortez, 2001; Villegas og Lucas, 2002). Neemni kennara og abyrgdartilfinning gagnvart
nemendum var synileg. Daemi um petta birtist i kennsluhattum Mariu pegar hiin vinnur med tveim-
ur drengjum af pélskum uppruna. bar sjaum vié hvernig hun greinir og bregst vid tilraunum nem-
enda til ad leggja merkingu i hugtok natturufreedinnar Gt fra pekkingu sinni a pélsku og islensku og
menningarheimunum sem liggja par ad baki. Oll deemin syna ad médurmal nemenda eiga greidan
adgang ad kennslunni og eru nytt til ad byggja undir grunnpekkingu nemenda a hugtékum eda til-
teeku efni og kennararnir hvetja nemendur til ad reeda vid samnemendur a sinu médurmali. Med-
vitund kennaranna um mikilveegi pess ad nyta audlindir nemenda, reynslu, tungumal, ahugamal,
heefileika, styrkleika gerir pessi ndmsrymi ad gédum desemum um kennslu sem hzegt er ad laera af.

Fyrri rannsoknir benda til pess ad kennsla virdist einblina um of & vankunnattu nemenda af er-
lendum uppruna i rikjandi mali og vanpekkingu & menningu komulandsins (Nieto, 1996, Tran,
2015). bad sem einkennir hinsvegar namsrymin i pessari rannsokn er ad kennararnir hafa skyrar
veentingar til nemenda um nam og arangur um leid og peir gefa nemendum rymi til ad vinna og
hvetja pa til patttoku, igrundunar, umraedna og samvinnu. Pannig er opnad a margvisleg nams-
rymi i skolasamfélaginu sem eru byggd @ hugmyndafraedi félagslegs réttleetis par sem nemendur
eru hvattir til ad taka abyrgd & eigin nami og proska (Villegas og Lucas, 2002).

Vid vonum ad daemin i pessari grein verdi hvatning fyrir adra til ad igrunda og profa sig afram i pvi
ad koma til mots vid margbreytilega nemendahdpa i margvislegum adsteedum.

Heimildir
Ainscow, M. (2008). Teaching for diversity: The next big challenge. | F. M. Connelly, M. F. He, og

J. A. Phillion (ritstjérar), The SAGE handbook of curriculum and instruction. Los Angeles: Sage
Publications.

Banks, J. A. (2007). Diversity and citizenship education: Global perspectives. Indianapolis, IN:
Jossey-Bass Publishing.

Booth, T. (2010). How should we live together? Inclusion as a framework of values for educa-
tional development. Fyrirlestur a radstefnu Kinderwelten Conference, Berlin. Sétt af http://www.
kinderwelten.net/pdf/tagung2010/07_tony_booth_keynote_engl.pdfhttp://www.kinderwelten.net/
pdfitagung2010/07_tony_booth_keynote_engl.pdf

Braun, V., og Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101.

Braun, V., og Clarke, V. (2013). Successful qualitative research: A practical guide for beginners.
London: Sage Publication.

Clandinin, D. J., og Connelly, F. M. (2000). Narrative inquiry: Experience and story in qualitative
research. San-Francisco: Jossey-Bass Publishing

Duckworth, E. R. (2006). “The having of wonderful ideas” and other essays on teaching and
learning. New York: Teachers College Press.

Erickson, F. (1986). Qualitative methods in research on teaching. | M. C. Wittrock (ritstjori)
Handbook of Research on Teaching (3. utgafa, bls. 119 —161). Sétt af http://courses.education.
illinois.edu/ci550/course_materials/Frederick_Erickson_Article.pdf

Flick, U. (2006). An introduction to qualitative research. London: Sage Publication.

Florian, L., og Linklater, H. (2010). Preparing teachers for inclusive education: Using inclusive



Namsrymi byggd & audlindum nemenda

pedagogy to enhance teaching and learning for all. Cambridge Journal of Education, 40(4), 369—
386.

Freire, P. (2009). Pedagogy of the oppressed (4. utgafa). New York: The Continuum International
Publishing Group Inc.

Freire, P. (2007). Pedagogy of freedom: Ethics, democracy and civic courage. Lanham, Md.:
Rowman & Littlefield.

Gee, J. P. (2004). Situated language and learning: A critique of traditional schooling. New York:
Routledge.

Giroux, H. A. (2001). Theory and resistance in education: Towards a pedagogy for the opposition.
Westport: Bergin & Garvey.

Giroux, H. A. (1997). Pedagogy and the politics of hope. Boulder, CO: Westview Press.
Gonzélez, N., Moll, L. C. og Amanti, C. (2005). Funds of knowledge. New York: Routledge.

Hafdis Gudjénsdoéttir og Edda Oskarsdattir (2016). Inclusive education, pedagogy and practice. |
S. Markic og S. Abels (ritstjérar) Science education towards inclusion (bls. 7-22). New York: Nova
Publishers.

Hafdis Gudjonsdéttir. (2003). Responsive professional educators. Nordisk Tidskrift for Special
Pedagogikk, 2(81), 109—121.

Hanna Ragnarsdéttir (ritstjori). (2015). Learning spaces for inclusion and social justice: Success
stories from immigrant students and school communities in four Nordic countries. Report on main
findings from Finland, Iceland, Norway and Sweden. Sétt af http://lsp2015.hi.is/final_report

Harrell-Levy, M. K., og Kerpelman, J. L. (2010). Identity process and transformative pedagogy:
Teachers as agents of identity formation. /dentity: An International Journal of Theory and Rese-
arch, 10(2), 76-91.

Kvale, S. (2007). Doing interviews. London: Sage Publications.

Ladson-Billings, G. (1998). Just what is critical race theory and what'’s it doing in a nice field like
education? International Journal of Qualitative Studies in Education. 11(1), 7-24

Meijer, C. J. W. (ritstjori) (2003). Inclusive education and classroom practices. Odnese: European
agency for development in special needs education.

Moll, L. C., Amanti, C., Neff, D., og Gonzalez, N. (1992). Funds of knowledge for teaching: Using
a qualitative approach to connect homes and classrooms. Theory into Practice. Qualitative Issues
in Educational Research, 31(2), 132-141.

Nieto, S. (2002). Language, culture, and teaching: Critical perspectives for a new century. Mah-
weh, NJ: Lawrence Erlbaum.

Nieto, S. (1996). Affirming diversity: The sociopolitical context of multicultural education (2. ut-
gafa). New York: Longman.

Palmer, D., og Martinez, R. A. (2013). Teacher agency in bilingual spaces: A fresh look at prep-
aring teachers to educate Latina/o bilingual children. Review of Research in Education, 37(1),
269-297.

Riojas-Cortez, M. (2001). Preschoolers’ funds of knowledge displayed through sociodramatic
play episodes in a bilingual classroom. Early Childhood Education Journal, 29(1), 35-40.

Rodriguez, T. L. (2007). Language, culture, and resistance as resource: Case studies of bilingual/
bicultural Latino prospective elementary teachers and the crafting of teaching practices (dbirt
doktorsritgerd). Madison: University of Wisconsin.

12



Netla — Veftimarit um uppeldi og menntun: Sérrit 2016 — Namsrymi félagslegs réttlestis
0og menntunar an adgreiningar/Learning spaces for inclusion and social justice

Ryan, J. (2006). Inclusive leadership. San Fransisco: Jossey-Bass.

Ryan, J. og Rottmann, C. (2007). Educational leadership and policy approaches to critical social
justice. Journal of Educational Administration and Foundations, 18(1-2), 9-23.

Sandhu, G. (2012). Creating inclusive classrooms using postcolonial and culturally relevant lite-
racy. Journal of Critical Race Inquiry, 2(1), 26-53.

Taylor, S. J. og Bogdan, R. (1998). Introduction to qualitative research methods: A guidebook and
resource (3. utgafa). New York: John Wiley and Sons, Inc.

Tran, A-D. (2015). Untapped resources or deficient foreigners’. Students of Vietnamese backgro-
und in Icelandic upper secondary schools (6birt doktorsritgerd). Reykjavik: Haskdli Islands. Sétt
af http://hdl.handle.net/1946/23419

Villegas, A. M. og Lucas, T. (2002). Preparing culturally responsive teachers rethinking the curri-
culum. Journal of Teacher Education, 53(1), 20-32.

Wertch, J. V. (1998). Mind as action. New York: Oxford University Press.

Um hofunda

Hafdis Gudjonsdéttir er professor vid Menntavisindasvid Haskéla islands. Adur
en hun hof storf par kenndi han i 26 ar vid grunnskoéla og sinnti baedi bekkjar- og
sérkennslu. Hafdis leggur aherslu & hugmyndir skéla an aégreiningar, fjolmenn-
ingarlega kennslu, préun namskrar og kennsluhatta i skéla an adgreiningar, fag-
mennsku kennara og samstarf peirra adila sem koma ad skoélastarfi. Hafdis hefur
tekid patt i alpjodlegu samstarfi i Evréopu, Bandarikjunum og Astraliu. Han leggur
aherslu a eigindlegar rannsoknir, starfendarannséknir og faglega sjalfsryni ha-
skélakennara.

Edda Oskarsdéttir (edo6@hi.is) er doktorsnemi vid Menntavisindasvid Haskéla
islands. Edda lauk BEd-préfi fra Kennarahaskoéla islands 1990 og MA-profi i sér-
kennslu vid University of Oregon 1993. Edda hof doktorsnam 2008 og snyr rann-
so6kn hennar ad skéla an adgreiningar og hvernig sérkennsla getur verid an ao-
greiningar.

Anna Katarzyna Wozniczka er doktorsnemi vid Menntavisindasvid Haskoéla islands.
Anna utskrifadist med MA i menntunarfraeedum fra Haskéla islands 2011 og med MA
i alpjodasamskiptum fra Vidskiptahaskolanum i Katowice, Pollandi 2006. Anna héf
doktorsnam 2014 og snyr ranns6kn hennar ad stédu og framtidarsyn grunnskola-
nema af erlendum uppruna i dreifbyli og péttbyli islands.

Karen Rut Gisladoéttir er lektor vid Menntavisindasvid Haskéla islands. Karen Rut er
islenskukennari i grunninn. Han lauk doktorsprofi fra Haskéla islands i mars 2011.
Doktorsverkefni hennar var starfendarannsékn par sem hun reyndi ad atta sig a
hvernig hun sem islenskukennari heyrnarlausra nemenda geeti byggt islensku-
kennslu & audlindum nemenda. Rannsoéknir Karenar Rutar snua ad laesi i vidum
skilningi og fijélmenningarlegum kennsluhattum. Han leggur aherslu a starfenda-
rannsoknir, eigindlegar rannsoknir og faglega sjalfsryni haskoélakennara.

Efnisord

Namsrymi — skoéli an adgreiningar — menningarneem kennslufradi - audlindir — val-
defling.

About the authors

Hafdis Gudjonsdottir is a professor of general and special education at the Uni-
versity of Iceland School of Education (IUE). Before working at the university
she worked for 26 years as a general classroom teacher and special educator at

13



Namsrymi byggd & audlindum nemenda

compulsory school. Her focus is on inclusion, multicultural edcuation, curriculum
development and teaching strategies in inclusive schools, teacher professional-
ism, and collaboration with families. She has collaborated with colleagues from
Europe, Australia and United States, in teacher education and research projects.
Her research methodology is qualitative with a focus on school practices, teacher
research and self-study of teacher education.

Edda Oskarsdoéttir (edo6@bhi.is) is a doctoral student at the School of Education at
the University of Iceland. She finished her BEd degree as a teacher from Iceland
University of Education in 1990 and a MA degree in special needs education from
University of Oregon in 1993. Edda began her part time doctoral studies in 2008
and her research focus is on inclusive education and how special needs education
can be inclusive.

Anna Katarzyna Wozniczka is a doctoral student at the School of Education at the
University of Iceland. She has MA degree in international studies in education from
University of Iceland (2011) and MA degree in international relations and global
problems from the University of Economics in Katowice, Poland (2006). Anna star-
ted her doctoral studies in 2014 and her research focuses on status and prospects
of immigrant students in rural and urban schools in Iceland.

Karen Rut Gisladottir is an assistant professor at the University of Iceland. She is a
former elementary teacher. She completed her PhD from the University of Iceland
in March 2011. Her theses is an action research where she explored her own prac-
tice to understand how she could base students learning on their linguistic and
cultural resources. Karen’s research interest is in socio-cultural perspective on
language and literacy teaching and learning and culturally responsive pedagogy.
Her research methodology is action research, qualitative research methodology
and self-study.

Key words

Learning spaces — inclusion — culturally responsive pedagogy - resources — empo-
werment.

AX

Hafdis Guajonsdottir, Edda Oskarsdéttir, Anna Katarzyna Wozniczka og Karen Rut Gisladottir. (2016).
Namsrymi byggt & audlindum nemenda.

Netla — Veftimarit um uppeldi og menntun: Sérrit 2016 — Namsrymi félagslegs réttleetis og menntunar an adgreiningar/Learning spaces
for inclusion and social justice.

Menntavisindasvid Haskola islands.

http://netla.hi.is/serrit’2016/namsrymi_felagslegs_rettlaetis_og_menntunar_an_adgreiningar_learning_spaces_for_inclusion_and_social_
justice/003.pdf

14



Netla — Online Journal on Pedagogy and Education
Special Issue 2016 — Learning spaces for inclusion and social justice

School of Education, University of Iceland
Peer reviewed article published December 31, 2016

Hafdis Gudjonsdéttir, Edda Oskarsdéttir, Anna Katarzyna Wozniczka
and Karen Rut Gisladéttir

Learning spaces built on students’
resources

In the last few decades, technological, social and cultural changes have brought the
education systems of the world new challenges to deal with. In this context, global
migration between countries, as well as increased emphasis on the school policy of
inclusive education has attracted people to an awareness of the diversity of students
and the expectations of families and communities towards education. One of the
biggest challenges in education in modern times is to find pedagogies and ways to
accommodate this diversity.

Our vision is based on the idea that teachers create learning environments to support
students and give them space to strengthen their minds and develop their skills.
Empowering students can occur when teaching methods are based on social and
democratic accountability and social justice, with trust and diversity prevailing in
school. In such an environment teachers have the possibility of creating a learning
space that supports students to participate actively (Duckworth, 2006; Gee, 2004;
Gonzalez, Moll, & Amanti, 2005).

The purpose of this study was to explore how teachers design learning spaces based
on the resources of immigrant students. Immigrant students, in this study, are students
who were born abroad or whose parents were born abroad (Hanna Ragnarsdoéttir, 2015).
The aim of the study is to develop a better understanding of how social and cultural
resources of students are analysed and used to plan teaching and learning for students
of foreign origin. The research question is: How do learning spaces emerge based on
the social and cultural resources of immigrant students?

The theoretical framework builds on a culturally responsive pedagogy and a critical
education and pedagogy, emphasizing the importance of human intervention in
transforming education. One way of empowering children through education is by
noticing and making use of their cultural and linguistic resources. Rodriguez (2007)
characterises resources as personal strengths and qualities, which emerge from and
shape life experiences. We use these ideas to understand how teachers are working
with their students and how they design their teaching. Finally, we explore the concept
of learning spaces that allows us to investigate how the issues of social justice, equity,
democracy, and human rights are embedded in the learning process.

The study is part of a larger Nordic research project, Learning spaces for inclusion and
social justice. In this article we present the data collected in three compulsory schools
in Iceland, two in the capital area and one outside the capital area. Sampling was



purposive in that all the participating schools were evaluated as being successful in
implementing social justice and creating inclusive learning spaces for all students.
Indicators such as average grades, test scores and dropout rates were used for school
selection, as well as evaluations of school authorities (Hanna Ragnarsdottir, 2015).
School administrators were asked to nominate teachers for participation who are
effective in meeting diverse learners’ needs. Twelve teachers and their students
participated in the study, all of whom have been given pseudonyms. Qualitative data
was collected through field observations and semi-structured interviews with teachers.

Results indicate that teachers set out clear expectations for learning and achievement,
while students get space to work and are encouraged to participate, discuss and reflect
on their learning. It is understood that solution-based teaching, encouragement to use
native languages and a warm reception of students all contribute to the success of
schools in meeting the diverse backgrounds of students. Thereby, creating a learning
space where learning is based on students’ resources and relates to their interest
allows students to maintain ownership of their learning processes.

Introduction

In recent decades, technological, social, and cultural changes have introduced new
challenges for education systems worldwide. In this context, global migration and the
increased emphasis on inclusive education policies have raised awareness of student
diversity and the expectations of families and communities regarding education. One of the
greatest challenges teachers face in schools is finding ways to respond to this diversity and
developing teaching methods that accommodate the varied backgrounds of all students
(Ainscow, 2008; Hafdis Guajonsdoéttir & Edda Oskarsdéttir, 2016; Hafdis Gudjonsdattir, 2003;
Meijer, 2003). Teaching that considers students’ diverse social and cultural backgrounds in all
aspects of learning and aligns with diverse student groups must be prioritized (Ladson-Billings,
1998). In an environment where teachers base their teaching practices on social and
democratic responsibility, and where social justice, trust, and diversity are central values in
schools, space is created for students’ intellectual development, skills enhancement, and
active participation (Duckworth, 2006; Nieto, 2002; Ryan, 2006).

The study presented here is part of a larger research project. This article describes how
learning spaces that build on the resources of immigrant students are created. When
discussing students’ resources, we refer to their strengths as well as the culture, experiences,
knowledge, and skills that underpin them (Rodriguez, 2007). Immigrant students are defined
as those born abroad or those whose parents were born abroad (Hanna Ragnarsdéttir, 2015).
The aim of the study was to develop a better understanding of how students’ social and cultural
resources are identified and used in the planning of learning and teaching for immigrant
students. The focus was on learning and teaching, examining how teachers and students
create learning spaces guided by principles of social justice, equity, democracy, and human
rights. The research question of this study was: How do learning spaces emerge in teaching
that is based on the social and cultural resources of immigrant students? This was a qualitative
study. The article discusses the teaching of immigrant students, primarily drawing on findings
from field observations, supplemented by results from interviews and informal conversations
with the teachers who participated in the study.

Theoretical Framework

Learning spaces are spaces that emerge under specific conditions and are shaped by their
context each time. They encompass social contexts that provide opportunities for mutual



communication while nurturing factors that encourage, develop, and stimulate learning, and
supporting individuals in actively participating in education and society (Gee, 2004; Gonzalez,
Moll, & Amanti, 2005). According to critical theory, learning spaces cannot be neutral. To
promote social justice, equity, democracy, and human rights, learning spaces must be
structured around students’ resources (Banks, 2007; Gee, 2004). This ensures that individuals
are approached according to their interests, strengths, skills, and needs. Equity does not mean
treating everyone exactly the same but rather responding to each individual's unique
background (Ryan & Rottmann, 2007).

The concept of a learning space differs from the concept of a learning environment, which
refers more to the location, conditions, and culture in which students learn. Many learning
spaces exist within every school and classroom, forming part of the broader learning
environment. Learning spaces are not limited to school settings; they also exist in daily life.
Within the school environment, both students and teachers have the opportunity to create and
open such spaces. When this process is successful, students’ participation in these spaces
increases, strengthening their sense of belonging in school and society (Banks, 2007; Booth,
2010; Gee, 2004). In this context, it is crucial for students to engage in tasks that matter to
them and align with their interests (Gee, 2004). We use the concept of learning spaces to
highlight how education is built on students' social and cultural resources.

To empower students, it is essential that their learning is based on the resources they bring to
school (Freire, 2007). The concept of resources has evolved in education science over the
past decades and is based on the idea of funds of knowledge developed by Moll, Amanti, Neff,
and Gonzalez (1992) and further expanded by Gonzalez et al. (2005). Resources are linked
to discussions about students' strengths but have a broader scope (Rodriguez, 2007).
Strengths are resources that can be recognized and utilized, but not all resources are
necessarily seen as strengths. In some cases, resources may be hidden from others or even
perceived as weaknesses. Thus, strengths and weaknesses are context-dependent and
shaped by perceptions, while resources inherently exist, awaiting to be activated. Viewing
students’ resources as strengths enables teachers to create conditions where these resources
become an integral part of individual’s learning. Cultural traditions and community practices
shape an individual's resources, which become tools people develop in diverse contexts and
use to understand and navigate their environments (Wertch, 1998). In schools, it is crucial that
teachers recognize and activate students' resources. Such awareness can enhance students’
self-esteem and help them integrate into peer groups through daily interactions (Harrell-Levy
& Kerpelman, 2010). One way to empower students is by acknowledging their cultural
resources and encouraging them to use them in their education and work.

To analyze different learning spaces, we employ the framework of culturally responsive
pedagogy, sometimes referred to as culturally relevant teaching. This approach involves
mapping students’ knowledge and experiences and using them as a foundation for further
learning (Ladson-Billings, 1998; Villegas & Lucas, 2002). Teachers who develop this type of
practice must avoid relying on stereotypes about different cultures. Instead, they must be
socially aware and emphasize respect for diversity. This can be achieved by learning about
students’ lives, skills, perspectives, and attitudes, viewing them as capable individuals, and
advocating for them (Nieto, 2002; Palmer & Martinez, 2013; Riojas-Cortez, 2001; Sandhu,
2012). Various methods have been identified to highlight students' strengths, ranging from
role-playing with young children (Riojas-Cortez, 2001) to culturally relevant literacy practices
for older students (Sandhu, 2012). By applying these strategies, teachers create spaces where
students' cultural backgrounds become valuable educational content (Riojas-Cortez, 2001).

Culturally responsive pedagogy demonstrates how teachers can utilize students’ resources to
support their learning and social participation in school settings. This framework also allows
for an exploration of how teachers and students navigate historical, institutional, and political



forces that shape learning spaces (Giroux, 2001). Education and pedagogy is not just about
learning about others, it is also about understanding and reflecting on one's own attitudes and
recognizing how they influence our perceptions of schools and classroom practices. By
becoming aware of their attitudes towards different languages, religions, cultures,
nationalities, and status of various social groups, teachers can develop social consciousness
and work against discrimination. Culturally responsive pedagogy requires diverse and creative
teaching methods that break away from traditions and redefine power structures to address
the realities that students face (Erickson, 1986).

In this study, we examine examples of learning spaces where teaching is based on both
students’ and teachers’ resources. These examples enhance understanding of interactions,
practices, and discourse that contribute to development of pedagogies aimed at social justice.

Research Methodology

This was a qualitative study, aimed at deepening understanding of learning spaces that
teachers and students create through their daily interactions and togetherness. The purpose
was to explore how learning spaces emerge in teaching practice when teachers build on the
resources of immigrant students. The research question was: How do learning spaces emerge
in teaching which is based on the social and cultural resources of immigrant students?

The research was reported to the Icelandic Data Protection Authority and approved. Informed
consent, translated into several languages, was obtained from all participants, including
teachers, students, and their parents or legal guardians. The biggest challenge in the research
was utilizing the diverse backgrounds and expertise of the researchers in data collection and
analysis. However, this diversity was also a key strength of the study. To ensure credibility,
data were collected through various methods over two school years, involving four researchers
in data collection and analysis (Taylor & Bogdan, 1998).

Participants

This research is part of a Nordic research project, Learning spaces for inclusion and social
justice. This article is built on data collected from three Icelandic primary schools: two in the
capital area and one outside of it. The schools were selected based on purposeful sampling,
considering the share of immigrant students, success in national exams, and positive external
and internal evaluations. The schools' curricula and policies were also reviewed, focusing on
aspects regarding social justice and inclusive education. Schools where these factors were
prominent were chosen for the study. School administrators nominated teachers whose work
with immigrant students was exemplary. Twelve teachers, both Icelandic and foreign-born,
and their students participated in this part of the project. Teachers were involved in different
teaching roles, including reception classes, Icelandic as a second language, specific subjects,
and general classroom teaching. All teachers and students were given pseudonyms in the
study.

Data Collection

The study employed qualitative methods and various data collection tools. This article primarily
relies on data from field observations and formal and informal teacher interviews.

Researchers conducted fourteen field observations in nine classrooms, lasting between two
and six hours each. Data collection included notetaking, audio and video recordings, and
photographs of classrooms and student work. Field notes were created through video
recordings, photographs, and researcher documentation. For observations to be as natural as



possible, researchers participated in teaching activities by assisting students when needed, to
gain firsthand insight into teaching methods and student engagement.

Additionally, twelve semi-structured interviews were conducted with teachers, lasting one to
two hours each, along with informal conversations that followed up on data from field
observations. Semi-structured interviews were chosen to capture teachers' descriptions and
perspectives on their teaching practices and specific events in a clear and precise manner
(Flick, 2006; Kvale, 2007). This approach allowed researchers to structure interview content
while also enabling open discussions. Participants were asked to describe their teaching and
learning methods, as well as the opportunities and challenges they faced in their work. All
interviews were recorded and transcribed verbatim to capture the teachers’ stories. Informal
conversations were initially recorded as brief notes and later expanded with more detail from
memory.

Data Analysis

Data were analyzed using qualitative research methodology, specifically thematic analysis,
content analysis, coding, and constant comparison (Braun & Clarke, 2006, 2013). Initially,
each researcher reviewed and coded the data individually. In the next stage, a team of four
researchers conducted further analysis using narrative inquiry method (Clandinin & Connelly,
2000). The focus was on identifying instances that illustrated diverse manifestations of
learning spaces in culturally responsive teaching (Braun & Clarke, 2006, 2013). We used
the Atlas.ti software as well to extract and explore significant information within the extensive
dataset. The goal of the analysis was to examine how immigrant students' resources are
activated to create learning spaces that enhance their participation and empowerment.

Findings: Learning spaces for all

This section discusses culturally responsive teaching and the three main themes that emerged
from classroom observations, student projects, and interviews with teachers. The first theme
describes how teachers recognize and utilize students’ resources, including their language,
culture, and knowledge, to create learning spaces that emphasize diverse teaching
approaches. The second theme focuses on collaboration between teachers and students and
how teachers establish learning spaces where students can support one another in their
learning. The third theme highlights teachers' sensitivity to different languages and cultural
backgrounds and how they leverage this awareness to create meaningful learning
experiences. These themes are illustrated through classroom narratives that showcase how
students’ social and cultural resources were used to structure teaching and learning for
immigrant students and how these learning spaces emerged.

Theme 1: Diverse teaching methods

When working with immigrant students, teachers must employ various teaching strategies to
ensure meaningful learning experiences. Elsa, a teacher at the lower and middle primary
levels in a reception class, actively seeks ways to base learning on students' experiences and
knowledge, as demonstrated in the following example.

On a dark January morning in 2015, Elsa welcomes fifteen students into her
classroom. They vary in age and have lived in Iceland for different lengths of time. The
walls are covered with visual materials, including information on how to support
bilingualism in teaching. Several posters offer suggestions, such as encouraging
students to use their native language as a resource for learning new languages,
demonstrating that language can be playful, and highlighting the value of



multilingualism. The classroom also features alphabets in multiple languages and
information about Icelandic Yule Lads. On this particular morning, the students are
learning about adjectives.

Nine students are seated at three tables—four at one, three at another, and two at the
third—working individually on exercises from Vinnubdk: Listin ad lesa og skrifa (The
Art of Reading and Writing) workbook. Meanwhile, five students are gathered around
a circular table playing Lestrarspil, a literacy-based game. The game consists of cards
with images, words, and sentences, divided into four sections corresponding to their
workbooks. The goal of the game is to practice phonemic awareness, reading single
words, and short sentences in a variety of ways. Francis, an eight-year-old student
from the Philippines, sits alone at a table with a worksheet about the four seasons. His
task is to draw pictures related to each season.

“l don’'t understand this,” he calls out to Elsa. She approaches and sits beside him. She
begins explaining the words spring, summer, autumn, and winter. She shows him work
from other students and asks:

“Can you find where spring is?”

“Where is it warm?”

“Where are the flowers growing?”

“What color are the trees in autumn?”

Francis remains quiet. Elsa then shows him a picture of winter. “Isn’t ice skating fun?”
she says.

“Yes, | love trying it,” Francis replies.

Elsa decides to use technology to support Francis’s understanding, and she moves
with him to a computer, where they watch a video about the seasons. She reviews the
vocabulary again, focusing on adjectives. Referring to different images on the screen—
houses, trees, and grass—she prompts him to describe them:

“What color are the trees?” she asks.

“Yellow, red, brown. Here, this one is brown,” Francis says, pointing to a tree.

“And what about the house? Is it big?” she continues.

“No, not big. Small,” he responds.

Francis also becomes inquisitive, pointing to images and asking, “What is this called?”
Suddenly, a squirrel appears on the screen, making him smile.

“Do you recognize this?” Elsa asks. Francis nods.

“Do you know what it's called?” she asks.

“No,” he replies.

“This is ikorni (a squirrel),” Elsa explains. Francis repeats: “/korni”.

“When do you see squirrels?” she asks. Francis thinks for a moment.



“Autumn,” he answers.

They then discuss squirrels in the Philippines, comparing the seasons there to those
in lceland. Francis becomes excited, eager to share stories about the weather and
nature in his home country. After working on the computer, Francis returns to his desk.
He picks up his worksheet, selects colors, and begins drawing seasonal illustrations.
The classroom is calm, and students are engaged in their assignments. Occasionally,
cheers of “Yes!” can be heard from those playing the literacy-based game. Elsa moves
around the room, checking on each student’s progress. At the end of the lesson, the
students participate in a descriptive word game called Fldskustuatur (Bottle Spin). In
this activity, all the students and the teacher sit in a circle. In front of each student, face
down, is a sheet with an image of a person. One student spins the bottle, and the
person it points to must describe the image using adjectives without naming what is
on it. The images depict diverse individuals. The other students must guess what is
being described. If students struggle to explain in Icelandic, they are allowed to use
gestures or words in their native language. The game is met with enthusiasm, and Elsa
ensures that all students have a chance to participate and express themselves (Field
observation, January 25, 2015).

Observing this lesson, it is clear that Elsa makes a deliberate effort to create a warm and
welcoming atmosphere by engaging students through various approaches. She carefully
monitors if and how each student learns. When she notices that Francis struggles with
understanding the words on his worksheet, she applies multiple teaching strategies to support
him. She first sits down to be at eye level with him and explains the task. When this does not
have the desired effect, she decides to use the computer. The video featuring the squirrel
sparks Francis’s interest. Elsa immediately recognizes this and seizes the opportunity to draw
on his resources, using his experiences and knowledge. She asks if he knows what the animal
is called, and when he doesn’t, she provides the Icelandic word. Through this interaction,
Francis becomes more confident and is able to complete his assignment independently. What
stands out in this lesson is Elsa’s attentiveness and her ability to create varied learning spaces
that cater to the diverse needs of her students.

Theme 2: Collaboration

Collaboration is an essential strategy for deepening knowledge and understanding of various
subjects while also strengthening social connections among students. Understanding the
collaborative learning method can be particularly beneficial when organizing group work. By
assigning students specific roles and responsibilities, teachers can enhance collaboration,
making group work more valuable and effective. Margrét, a mathematics teacher at the lower
secondary level, places significant emphasis on student interactions to solve mathematical
problems collaboratively, as illustrated in the following example.

Upon entering Margrét’s classroom, one immediately notices instructional posters on
the walls providing students with guidelines on how to work together and support one
another. In a 10th-grade mathematics lesson, Margrét begins by outlining the day's
objectives. The focus of today’s lesson is solving quadratic equations. She starts by
reviewing a problem that students were assigned as homework, going through all the
steps, sketching the function on a coordinate plane, and simultaneously writing
explanations on the board. She reminds students to include all their sketches in their
notebooks, emphasizing their importance in understanding the process. The class
consists of 18 students, eleven of whom are bilingual, and eight of them are first-
generation immigrants.



“'m going to start by explaining this example to you, and you need to listen carefully,”
Margrét tells the class. She writes a problem on the board, draws graphs, and regularly
asks students questions about the next steps, explicitly defining key concepts. She
uses words such as vertical lines, symmetry, reflection, and roots of equations.
Primarily, two or three students respond when she poses questions to the class. Twice,
she calls on other students by name to answer. If they struggle, she simply moves on
to another student without making a big deal about it. If a student requests further
explanation, she goes back and clarifies the steps.

After completing the instructional part of the lesson, Margrét assigns homework and
writes the exercises on the board. She notes that some of the problems are particularly
challenging and are intended for students taking an advanced-level course, while
others may attempt them if they wish. She also reminds the class that she will be
collecting their notebooks in April to review and assess their work, encouraging them
to be diligent in their studies. The students start working and Margrét walks between
them and assists, reminding them to help out and ask the next person because there
is always someone close by who knows. The classroom is organized so that students
sit three to five together in groups and Margrét says that she arranges new groups
every three weeks.

At one table, Agnieszka, Monika, Darma, Patrick, and Saraswati discuss a math
problem they are solving. They help each other by explaining the meaning of words,
occasionally switching to their native language to clarify concepts, and ultimately reach
a consensus on the best method to solve the problem. Near the teacher’s desk, Matas
is working with a different textbook called the Stjérnubok (Star Book). Margrét explains
that he recently arrived from Lithuania and has yet to grasp the language, so she
assesses his understanding using a book with no text. He sits across from Andrius,
another Lithuanian student who is more proficient in Icelandic, and they chat with each
other (Field observation, February 24, 2014).

This example demonstrates Margrét's awareness of her students' status and sensitivity to their
needs. When new students join the class, she pairs them with a peer of the same nationality
to help them acclimate to the learning environment and subject in their shared language. She
does not pressure students who are unable to answer her questions but instead moves on to
the next student, signaling that it is natural for students to grasp the material at different paces
and that the responsibility for gaining an understanding of the course material lies with both
the student and her. No one is forced into participating. By emphasizing that students should
seek help from one another if they need help because there is always someone who knows
how to solve the task, Margrét fosters a sense of trust and mutual respect within the classroom.
Students who excel in mathematics assist their peers, and Margrét notes that new students
who are strong in math tend to integrate quickly because their classmates appreciate their
help. In an interview, she specifically highlighted algebra as an example, explaining that if
students are proficient in it, they tend to thrive in mathematics due to the collaborative nature
of learning in her classroom. Observing the lesson, one could feel that Margrét and her
students formed a cohesive learning community where the teacher takes responsibility for her
students and prioritizes their interests. Learning becomes a shared endeavor between the
teacher and the students.

Theme 3: Cultural sensitivity

Teachers' sensitivity to different languages and the cultures associated with them enables
them to create learning spaces where students can meaningfully connect their languages and
cultures. However, this does not mean that teachers need to be proficient in their students'
native languages to make these resources visible. Learning spaces that emphasize students'



cultural and linguistic resources are built on respect and trust, allowing students not only to
feel comfortable being themselves but also to take pride in their backgrounds and understand
how they can use them in learning. An example of such cultural sensitivity can be found in
Maria’s teaching methods, as illustrated in the following account.

In early December 2013, we entered a classroom where Maria, a teacher of Icelandic
as a second language, was having a lesson with four immigrant students about the
human digestive system. The group consisted of three boys and one girl: Tomek and
Bartek from Poland, Aamina from Syria, and Hainad from Thailand. Aamina had grown
up speaking three languages—Arabic, Bulgarian, and English. The students had
varying levels of proficiency in Icelandic. Maria herself was of Polish origin. During the
lesson, Maria used various methods to convey the subject matter. She explained the
digestive tract using images and a skeletal model to illustrate the names and locations
of organs in the body. She spoke Icelandic throughout the lesson but encouraged the
students to find the terms in their own languages while simultaneously learning them
in Icelandic. She also suggested that they collaborate and use a computer for their
studies if they found it helpful. Maria consistently encouraged the students to use their
native languages, regardless of the methods they chose to engage with the subject
matter.

At the beginning of the lesson, Maria told the students that they would be learning
about digestion that day.

She had them create a small glossary and instructed them to divide their notebook
pages into two columns. In the first column, they were to write technical terms in
Icelandic. In the second column, they were to write the corresponding words in the
languages they spoke. After explaining this task, Maria read aloud a few words she
had written on the board—to digest, digestion, digestive tract (ad melta, melting,
meltingarvegur)—and asked the students to start by writing these terms in their
glossaries.

“When | eat breakfast, it goes here... and | have to digest it,” Maria explains as she
points to her mouth and uses her body to illustrate the path down to the stomach. She
turns to Aamina and asks, “Do you know what that would be in Bulgarian?”

“Smilam,” Aamina responds. Maria walks to the whiteboard and prepares to write the
word in Cyrillic script. Since she hasn’t used it in a while, she asks Aamina to repeat
the word and leans in to hear her pronunciation better as she writes it on the board:
cMunam.

“Like this?” she asks, pointing at the word. She receives a positive response from
Aamina. Maria smiles and then asks Aamina to write the Arabic word for digestion,
explaining that she hasn’t yet mastered that language. Aamina comes to the board and
writes the word in Arabic. Maria asks her to read it aloud. “Sounds good,” she says
after Aamina pronounces the word. Meanwhile, the Polish boys are looking at the
board and discussing among themselves. Maria turns to them and points at the word
“melting”.

“Do you know what this is?” she asks. They nod, and as they say the word, Maria
writes it on the board. “Okay, great,” she says. “But what about meltingarvegur?” She
looks at the boys. They take a moment to think.

“Proces trawienia,” Bartek answers.



“No, not quite,” Maria encourages him. “Meltingarvegur, what is vegur?” She breaks
the word down to give the boys more clues.

“Sciana,” guesses Tomek.
“No,” Maria replies.
“Scianka,” says Bartek.

“No,” Maria responds, “veggur is Sciana. V-e-g-u-r, like Laugavegur, Reykjanesvegur.”
She emphasizes the distinction between the stop consonant in one word and the
fricative in the other.

Bartek tries again. “To jest ulica,” he says cautiously. Maria walks around, giving the
students time to think.

“Does that mean anything to you?” she asks. “Nybylavegur, meltingarvegur.” She
emphasizes the word vegur. Suddenly, Bartek seems to have a realization.

“Droga pokarmowa,” he answers. Maria doesn’t say anything but smiles at Bartek.

“Yes, vegur is something we drive or walk on, like this,” Maria says, extending both
arms straight ahead to illustrate a road.

“Melting, you know what that is. Meltingarvegur is the road here,” Maria says, using
herself to show the digestive tract’s path from the mouth to the stomach.

“Tomek, can you show me where the meltingarvegur is?” Maria asks, pointing to the
skeleton. She waits for his response. After a moment, she repeats, “Can you show
me?” Tomek stands up, walks to the skeleton, points at the throat, and traces the
digestive tract downward, saying: “Zaczyna sie od gardta, tutaj leci tedy, do Zzotgdka,
potem przez zotgdek do flaki, pdzniej przez grube jelito, cienkie i dotem.”

“Okay,” Maria says, and Tomek returns to his seat (Field Observation, December 2,
2013).

Maria’s interactions with students demonstrate how she engages them by valuing their native
languages when exploring their prior knowledge of the topic, in this case, digestion. By
highlighting and further developing students’ linguistic resources while they build
understanding, knowledge, and vocabulary in Icelandic within this subject area, Maria helps
students recognize that they already possess significant knowledge, even if they do not know
everything yet. They have a foundational understanding that can be expanded upon.

Maria shows interest in and respect for students’ languages. This is evident in her interactions
with Aamina, where she makes an effort to write down the words Aamina provides on the
board. In her exchanges with the Polish boys, Maria's knowledge of both Icelandic and Polish,
as well as the cultural contexts associated with these languages, enables her to interpret and
respond to the meanings the students assign to words through conversation. When Bartek
introduces the phrase “proces trawienia”, which translates into Icelandic as meltingarferli,
Maria acknowledges that he is close to the correct meaning. She provides hints by
emphasizing the word vegur in meltingarvegur.

Tomek guesses $ciana, which is a wall, veggur in Icelandic. When Maria gently corrects him,
Bartek comes up with the word $cianka, meaning small wall, /itill veggur in Icelandic. Maria
realizes that the students are attempting to translate vegur into Polish but are struggling due
to a phonetic distinction that does not exist in Polish between the stop consonant in veggur
and the fricative in vegur. They clearly recognize the Icelandic word veggur and provide its

10



Polish equivalent, $ciana, in the discussion. Once Maria identifies the issue, she confirms that
veggur translates to $ciana but emphasizes that they are searching for the Polish equivalent
of vegur. She carefully highlights the pronunciation of vegur, integrating phonological
awareness into the lesson, effectively merging Icelandic language learning with science
instruction in a meaningful way.

She then introduces Icelandic street names such as Laugavegur and Reykjanesvegur to
provide context for how vegur denotes a road. Bartek, prompted by this clue, continues to try
by suggesting fo jest ulica, meaning this is a street in Polish. In Poland, ulica often appears
at the end of street names, making it a logical choice for translating vegur. Maria gives the
students time to think while offering encouragement and guidance to help them arrive at the
correct meaning. Eventually, Bartek provides the Polish phrase droga pokarmowa, meaning
digestive tract, meltingarvegur. Maria acknowledges his response and wraps up the
discussion by asking Tomek to point out the meltingarvegur on the skeleton model.

The examples demonstrate how learning spaces that emerge and develop between teachers
and students are characterized by tolerance and trust. Students feel comfortable
experimenting, making mistakes, and discussing ideas openly. When preparing lessons,
teachers can only plan a broader framework for such learning spaces by deciding on topics
and preparing tasks for students to engage with. However, in everyday practice, teachers must
use their intuition and knowledge to create conditions that encourage students to utilize their
own resources so that meaningful learning can take place.

Discussion

In the findings section we highlighted how teachers create learning spaces for immigrant
students by building on students’ social and cultural resources. By applying the lens of
culturally responsive teaching when exploring the learning spaces created by teachers in their
classrooms, we could see their efforts to empower students by integrating students' resources
into teaching and learning (Florian & Linklater, 2010; Freire, 2009; Giroux, 1997, 2001). The
teachers draw on their own knowledge and professional experience, show interest in
immigrant students, and approach their teaching creatively. When they enter the classroom,
they are well-prepared with clear objectives as a foundation but remain alert and responsive
to the present moment, using their intuition to adapt to the context. To accommodate diverse
student backgrounds, they employ a variety of teaching strategies, as seen in Elsa’s approach,
where students engage with adjectives in multiple ways (Hafdis Gudjonsdottir & Edda
Oskarsdéttir, 2016).

The learning environment was characterized by warmth, patience, and tolerance, fostering
spaces where students felt encouraged to experiment, learn new concepts, and practice their
skills. Collaboration between teachers and students, as well as among students themselves,
played a significant role in creating these conditions. An example of teacher-student
interaction can be observed in Margrét’'s practice, where she worked with the entire group
simultaneously. By organizing the classroom seating and encouraging students to help explain
mathematical concepts to one another, she activated various student resources to support
problem-solving. When students worked in groups, this collaboration was reflected in how they
assisted one another, becoming valuable resources for learning (Banks, 2007; Freire, 2007).

Teachers connected students' knowledge and experiences to their learning, adding greater
depth to instruction (Riojas-Cortez, 2001; Villegas & Lucas, 2002). Teachers’ sensitivity and
sense of responsibility toward students were evident. This was particularly visible in Maria’s
teaching, where she worked with two Polish boys. Her ability to recognize and respond to their
attempts to make sense of scientific concepts based on their knowledge of Polish and
Icelandic, as well as the cultural contexts behind these languages, exemplifies this approach.
All the examples illustrate that students' native languages had a place in the classroom and

11





http://www.kinderwelten.net/pdf/tagung2010/07_tony_booth_keynote_engl.pdf
http://www.kinderwelten.net/pdf/tagung2010/07_tony_booth_keynote_engl.pdf
http://www.kinderwelten.net/pdf/tagung2010/07_tony_booth_keynote_engl.pdf
http://courses.education.illinois.edu/ci550/course_materials/Frederick_Erickson_Article.pdf



http://lsp2015.hi.is/final_report
http://hdl.handle.net/1946/23419












http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn
mailto:akw1@hi.is
file:///C:/Users/Anna/Dropbox/hafdgud@hi.is
file:///C:/Users/Anna/Dropbox/hafdgud@hi.is






http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn



http://www.abdn.ac.uk/eitn
http://www.abdn.ac.uk/eitn









https://akademiai.com/loi/063
mailto:akw1@hi.is
mailto:akw1@hi.is
http://orcid.org/0000-0001-7511-5433
mailto:per-ake.rosvall@umu.se
mailto:per-ake.rosvall@umu.se
mailto:per-ake.rosvall@umu.se
http://orcid.org/0000-0002-3737-3244
https://doi.org/10.1556/063.9.2019.3.37
http://creativecommons.org/licenses/by-nc/4.0/
http://creativecommons.org/licenses/by-nc/4.0/































































http://dx.doi.org/10.1080/13632434.2012.669648
http://dx.doi.org/10.1177/1024258916635975
http://netla.hi.is/greinar/2002/007/03/index.htm
http://dx.doi.org/10.1080/17457823.2015.1050686
http://dx.doi.org/10.1177/1474904118780420
http://dx.doi.org/10.1111/j.1464-0597.2006.00256.x
http://dx.doi.org/10.2307/2088418
http://nesetweb.eu/wp-content/uploads/2016/02/Migration-and-Education-in-Sweden.pdf
http://nesetweb.eu/wp-content/uploads/2016/02/Migration-and-Education-in-Sweden.pdf
http://dx.doi.org/10.1177/1468794106065006
http://dx.doi.org/10.1002/psp.1797



http://dx.doi.org/10.1111/j.1465-3435.2011.01474.x
http://dx.doi.org/10.1080/20004508.2018.1429768
http://dx.doi.org/10.13177/irpa.a.2018.14.1.6
http://www.epim.info/wp-content/uploads/2011/01/S61-Education-for-inclusion-strategies-to-reduce-immigrant-marginalisation-in-Europe-and-the-US-28-June-20.pdf
http://www.epim.info/wp-content/uploads/2011/01/S61-Education-for-inclusion-strategies-to-reduce-immigrant-marginalisation-in-Europe-and-the-US-28-June-20.pdf
http://dx.doi.org/10.1002/berj.3080
http://dx.doi.org/10.1080/13629395.2017.1358904
http://dx.doi.org/10.24270/tuuom.2017.26.2
http://dx.doi.org/10.1080/17457820802703457



http://dx.doi.org/10.1111/j.1559-1816.2012.00991.x
http://dx.doi.org/10.1111/j.1559-1816.2012.00991.x
http://dx.doi.org/10.1016/j.ijer.2009.02.001
http://dx.doi.org/10.1093/epolic/eiw004
http://dx.doi.org/10.1080/20004508.2018.1429770
http://dx.doi.org/10.1016/j.ijer.2009.02.003
http://dx.doi.org/10.1016/j.ijer.2009.02.003
http://netla.khi.is/menntakvika2010/022.pdf
http://nesetweb.eu/wp-content/uploads/2016/02/Refugee-children.pdf
http://dx.doi.org/10.1007/s12134-013-0294-4
http://dx.doi.org/10.1093/migration/mns001
http://dx.doi.org/10.1080/02673843.2013.852593
http://dx.doi.org/10.1080/02673843.2013.852593
http://dx.doi.org/10.1080/14675980802531408



http://dx.doi.org/10.1525/aeq.2005.36.2.149
https://www.oru.se/globalassets/oru-sv/forskning/forskningsmiljoer/hs/humus/utbildning-och-demokrati/2010/nr1/asa-moller---den-goda-mangfalden.pdf
https://www.oru.se/globalassets/oru-sv/forskning/forskningsmiljoer/hs/humus/utbildning-och-demokrati/2010/nr1/asa-moller---den-goda-mangfalden.pdf
https://www.oru.se/globalassets/oru-sv/forskning/forskningsmiljoer/hs/humus/utbildning-och-demokrati/2010/nr1/asa-moller---den-goda-mangfalden.pdf
https://www.iejee.com/index.php/IEJEE/article/view/37
https://www.iejee.com/index.php/IEJEE/article/view/37
http://dx.doi.org/10.1080/00313831.2015.1024160
http://dx.doi.org/10.1108/IJEM-08-2016-0162
http://dx.doi.org/10.1108/IJEM-08-2016-0162
http://dx.doi.org/10.1080/20004508.2018.1424490
http://dx.doi.org/10.1080/2005615X.2016.1184021
http://www.oecd-ilibrary.org
http://www.oecd-ilibrary.org
http://www.oecd-ilibrary.org
https://ojs.hi.is/uppmennt/article/view/2025/1019
https://ojs.hi.is/uppmennt/article/view/2025/1019
http://www.netla.hi.is/menntakvika2010/alm/023.pdf
http://www.netla.hi.is/menntakvika2010/alm/023.pdf



http://lsp2015.hi.is/final_report
http://lsp2015.hi.is/final_report
http://dx.doi.org/10.1080/14675986.2017.1392680
http://dx.doi.org/10.1016/j.jrurstud.2018.02.007
https://www.oru.se/globalassets/oru-sv/forskning/forskningsmiljoer/hs/humus/utbildning-och-demokrati/2010/nr1/anneli-schwartz---att-nollstalla-bakgrunder-for-en-effektiv-skola
https://www.oru.se/globalassets/oru-sv/forskning/forskningsmiljoer/hs/humus/utbildning-och-demokrati/2010/nr1/anneli-schwartz---att-nollstalla-bakgrunder-for-en-effektiv-skola
https://www.oru.se/globalassets/oru-sv/forskning/forskningsmiljoer/hs/humus/utbildning-och-demokrati/2010/nr1/anneli-schwartz---att-nollstalla-bakgrunder-for-en-effektiv-skola
http://hdl.handle.net/1946/23419
http://hdl.handle.net/1946/23419
http://dx.doi.org/10.1080/13670050.2012.693062
http://dx.doi.org/10.1177/1474904115603733







































































































	Paper 4 - 14 bls.pdf
	Blank Page

	Paper 2 - 20 bls.pdf
	Blank Page

	Paper 1 - 28 bls.pdf
	Wozniczka A. K. - Publication I
	Wozniczka A. K. - Publication I - English translation




