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INTRODUCTION

In this report, key results from the Linguistically Sensitive Teaching in All Classrooms (Listiac)
Project are documented by the Listiac Project team.

New generations of teachers will meet an increasing language diversity in their classes, and

they need to be well equipped for linguistically sensitive teaching (LST).

Teacher educators, student teachers, in-service teachers, and whole schools are the main
target groups to serve as driving forces in the implementation of LST.

Relying on action research, together with the main target groups, the Listiac Project has

developed the Listiac reflection tool kit to better integrate LST in all stages of education/
initial teacher education (ITE).

Observation guides, included in the tool kit, share observations, reflections, and thoughts

on how LST is practised in schools and can be used to initiate discussions with colleagues or
student teachers about their own practical experiences of LST.

Dialogue mats, included in the tool kit, can be used to engage staff in reflecting on why LST
is important in their profession, as well as commit staff to making some tangible changes for
better supporting LST.

Under all – even very unexpected – circumstances, the Listiac reflection tools have proved

to be well functioning.

C

hallenged by the pandemic, the Listiac Project was confronted with schools being locked
down in all project contexts when the project’s data collection started.

Through the digitalisation of instruments and digital meetings, the Listiac Project was, however, able to collect data from all project contexts, though national data are somewhat unevenly represented in the material.

In sum, one of the main findings is the need for continued and regular reflection on LST to
develop praxis and policy.

On behalf of the whole Listiac team, I hope that all readers of this report will be supported
and encouraged to use key project findings to develop praxis and policy.

Now that the Listiac Project has initiated a change towards LST in all classrooms, I invite
you to be part of that change!
Siv Björklund
Project leader, Åbo Akademi University, Finland
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Listiac is a European project co-funded by the Erasmus+ Programme of the European Union1.
The main coordinator of the project is Åbo Akademi University in Vaasa, Finland. Other participants in the project include nine European universities, three public ministries and one international organisation.
THE PROJECT AIMS TO bring forth educational change on multiple levels and targets primarily teacher educators, student teachers and teachers by developing and experimenting with
a theoretically informed reflection tool aimed at making (future) teachers linguistically more
sensitive in their beliefs, attitudes, and actions in mainstream classrooms.
THE ENVISAGED IMPACT IS GAINED THROUGH
• a model for renewed initial teacher education curriculum for supportive and empowering multilingual pedagogies;
• a pedagogical reflection tool for supportive and empowering multilingual pedagogies
within the whole school community;
• an open access research report;
• language sensitive teaching recommendations for policy makers, teacher trainers
and pedagogical counsellors.
The active participation in this project is an important first step on the road to creating opportunities for teacher educators to evaluate their existing beliefs and change them from (parallel) monolingual ideologies to a language sensitive teaching with the ideology of a positive view
on the multilingual resources of students.

1

The European Commission’s support for the production of this publication does not constitute an endorsement of
the contents, which reflect the views only of the authors, and the Commission cannot be held responsible for any use
which may be made of the information contained therein.
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WHY LINGUISTICALLY SENSITIVE
TEACHING NOW? VOICES FROM
EDUCATIONAL POLICYMAKERS IN FINLAND,
SLOVENIA, AND PORTUGAL

The Listiac Project was led by high-level public organisations sharing a strong interest in and
devotion to supporting the mainstreaming of multilingual pedagogies in Europe through
teacher education. In this section, the representatives of high-level public organisations
from Finland (National Agency of Education), Slovenia (Ministry of Education, Science, and
Sport of the Republic of Slovenia) and Portugal (Portuguese Ministry of Education, Directorate-General for Education) share their thoughts on why now is the time for linguistically
sensitive teaching.

1.1

Finland

Language is vital to content access and academic achievement for all students, enabling
them to engage in higher-order thinking to help them reach their academic potential and
foster their linguistic and cognitive abilities. Students need instructional support to scaffold
their language learning. It is important to raise language awareness among both in-service
and pre-service teachers as well as among students to improve students’ mastery of academic language. Furthermore, language awareness is not only a matter for language teachers but for all teachers.
Big changes take time. True change requires measures by all stakeholders. For linguistically
sensitive teaching and instruction to really evolve into an integrated pedagogical practice, the
whole educational sector needs to work towards it. On a national level, we have been addressing curriculum developers, schools, and teachers, but we also need to address teacher education institutions. For countries such as Finland, as universities and teacher training colleges/
institutions have autonomy over their policies, there are also challenges to this goal. This is
exactly what the Listiac Project addresses.
Language awareness is a key feature in the Finnish national core curriculum for both basic education (2014) and general upper secondary education (2015). In the reform of the core curriculum for general upper secondary education (2019), new practices have been introduced, for
example, the language profile, which may, if given the chance, act as a game changer for language subjects, serving as a tool for each student to visualise, develop, and reflect on language
skills, language awareness, and linguistic diversity, as well as learn skills and strategies. It also
connects and supports areas of transversal competences, for example, well-being.
Both our society and our schools are becoming more linguistically and culturally diverse, and
an increasing number of pupils are multilingual, using a different language at home than in
school. In order to support each pupil’s education and well-being, it is necessary to take this
diversity into account and make it visual in the whole school culture.
Language awareness and linguistically sensitive teaching are important right now for many
reasons. Finnish pupils’ performance has declined in maths, science, and reading. The 2018
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Programme for International Student Assessment (PISA) survey results showed that Finland
had the widest gender gap in reading2 among the 79 countries that participated in the assessment. Another worrying trend was the growing role of family background in children’s educational performance. National education studies have shown that immigrant pupils lag behind
their Finnish peers at school. That is why it is so important to raise awareness in schools.
More support for language awareness and linguistically sensitive teaching is needed among
all teachers, not only those with a responsibility for language classrooms. This support should
address not only in-service teachers but also stakeholders at all levels of the educational
system in order to create, implement, and support a systematic approach and continuity
across the transitions of grades and stages of education. First and foremost, it is crucial to
offer possibilities for discussion and continuous education/training in order to create a consensus and/or joint understanding of concepts and to develop/support linguistic sensitivity in
practice so that it is reflected in the school culture and the educational values in classrooms,
as well as for all stakeholders involved, not least in the cooperation between home and school.

1.2

Slovenia

The long-term development guidelines for Slovenian language policy are defined in the Resolution on the National Programme for Language Policy adopted and issued by the National
Assembly of the Republic of Slovenia. During the Listiac Project, the 2014–20183 programme was applied; in June 2021, a new programme4 for the next five years was adopted.
In line with the traditional positive assessment of knowledge of foreign languages and the
need for Slovenia to be competitive, open, and democratic, two of the priorities set in the
2014–2018 programme were respecting linguistic diversity and promoting functional multilingualism. The objectives were to provide all speakers of Slovene as a first language with
linguistic competence and awareness and to empower them to develop efficient, confident,
and high-quality communication in Slovene and, if possible, in two other languages, in both
everyday and professional contexts. To develop multilingual and intercultural awareness
among Slovenian citizens, the measures defined in the programme included the preparation of supplementary teaching content and materials for multilingual and intercultural
communication, the promotion of intercultural literacy of teachers, and education aimed
at understanding multilingualism and interculturality among students. The current national
programme for language policy goes into more detail with regard to multilingualism and
introduces the concept of plurilingualism, and its importance for the preservation of mother
tongues. Special measures provide for the training of teachers on the basics of plurilingualism and plurilingual didactics and for sensitive work with immigrant students.
The poor 2009 PISA reading literacy results caused much concern in Slovenian society and
led to the adoption of several measures to improve the reading literacy of students. Regardless of the above-average 2015 and 20185 results, it seems sensible to continue implementing the measures for promoting reading literacy.

2
3

https://www.oecd.org/pisa/publications/PISA2018_CN_FIN.pdf
https://jezikovna-politika.si/wp-content/uploads/2021/03/Resolution-on-the-national-programme-for-language-policy-20142018-ENG.pdf
https://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=&ved=2ahUKEwjQ09HQuPn0AhUkgP0HHdjKDh0QFnoECAYQAQ&url=https%3A%2F%2Fwww.gov.si%2Fassets%2Fministrstva%2FMK%2FSlovenski-jezik%2FReNPJP-2021-2025%2FReNPJP2125-angl.docx&usg=AOvVaw2bUEaHecr50juR60wXoK-k
https://www.oecd.org/pisa/publications/PISA2018_CN_SVN.pdf

4
5
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In 2017, the Ministry of Education, Science, and Sport issued a call for applications for several
national projects aimed at raising key and transversal competencies. One of the selected projects was Reading Literacy and Development of Slovenian Language (OBJEM, 2017–2022),
coordinated by the National Education Institute. The project was piloting the main components of reading literacy. Thus far, several rounds of piloting these components have been
completed in over 50 preschool institutions and schools in Slovenia. The project contributes
to raise awareness about reading literacy being developed in all teaching subjects and that
not all students speak Slovene as their first language, which means that teachers must also
pay attention to the linguistic dimensions of their teaching. Approaches encouraging sensitive
teaching and the development of reading literacy should thus be included in all teacher education programmes.
Another project launched by the Ministry of Education, Science, and Sport aimed at raising
the key competencies is titled Languages Matter6 (2017–2022), coordinated by the University
of Ljubljana. The principal objective of the project is to create a model environment inclined
to multilingualism, which includes several sub-objectives, such as the development of multilingual competences and raising the awareness of plurilingualism as a source of knowledge.
The project also takes into account the Framework of Reference for Pluralistic Approaches
to Languages and Cultures (FREPA7, in Slovene8). One of the project’s aims is the creation of
a language pass to be received by a kindergarten or school, attesting its positive knowledge
and skills of and attitude towards plurilingualism and interculturality. The pass proves that the
institution has adapted its physical and virtual environments to meet this objective.
In 2020, the National Examination Centre9 issued a report entitled Fair Education Opportunities in Slovenia10 (accessible in Slovene only), which examines the link between the socio-economic status of students with special needs and immigrant students and their school achievements. The study clearly showed that the first generation of immigrants most significantly
lags behind the majority population, followed by the second generation. The achievements
of the third generation of immigrant students are on a par with those of the majority population. Although further research is needed, these data indicate that one of the reasons for the
poorer results of the first and second generations of immigrants is undoubtedly their insufficient command of the language. We want the highest possible number of teachers of all subjects to help these students by taking into account their linguistic repertoire and thus support
them in the learning process. Such an approach would enrich classes and, at the same time,
widen the linguistic and cultural horizons of all participants in the teaching process, including
those of the teachers, the majority population students, and their parents.

1.3

Portugal

We all live in a multicultural society characterised by various cultures, nations, languages,
and religions. The social interaction of different languages and cultures is a challenge that
fosters fairer and more inclusive societies, and within a European context, the different
countries should provide effective responses to best profit from multicultural diversity.
6
7
8
9
10

https://www.jeziki-stejejo.si/en/
https://carap.ecml.at/Accueil/tabid/3577/language/en-GB/Default.aspx
https://carap.ecml.at/Slovenia/tabid/3022/language/de-DE/Default.aspx
https://www.ric.si/?lng=eng
https://www.ric.si/mma/Pravicne%20moznosti%20izobrazevanja%20v%20Sloveniji%20dec.%20
2020/2020122212462063/
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The Listiac Project has been conceived and developed as a pedagogical reflection tool by enabling experimentation with new tools and forms of multilingualism pedagogy in classroom
practice within the context of teacher education (initial and in-service). The main goal is to
provide teachers with a more linguistically sensitive attitude, from a perspective of inclusion,
exploring the linguistic and cultural multiplicity in the classroom, avoiding situations of exclusivity in the use of the language of communication, and giving space to the coexistence of several languages.
Portugal is in an ongoing process of curriculum redesign, and since 2017, the legal framework
has met a set of education policies on behalf of equity and inclusion in education.
The Students’ Profile by the End of Compulsory Schooling (2017), as a reference guide to the
whole curriculum, is a humanistic-based document that sets out the principles, vision, values,
and competence areas to create responsible future citizens who respect and value diversity.
Along with this, there is the National Strategy for Citizenship Education, which fosters students’
active participation in interdisciplinary projects that promote fairer and more inclusive societies within the context of democracy, respect for diversity, and the defence of human rights.
As such, currently in Portugal, there are three pillars of political measures in force: success,
inclusion, and citizenship. Success means quality in education in all fields, values, principles,
and competence areas for all pupils, and it is critical to stress that ‘all means all’. The pillar
of inclusion emphasises raising awareness of the need for a change of culture in schools, as
inclusion should mean diversity, interculturality, and language awareness. And citizenship is a
synonym for respect for human rights and seeing diversity as an asset and not as a problem.
We have to foster the notion that diversity is the norm in our schools.
Thus, in a period of change and curriculum redesign within policies of equity and inclusion in
education, it is important to take the opportunity to provide a political response to the growing diversity of students in Portugal by providing schools and teachers with more chances to
develop multilingual approaches in the classroom, and Listiac presents itself as a major opportunity for pursuing these goals.
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2

WHAT DOES LINGUISTICALLY SENSITIVE
TEACHING MEAN?

In this section, we briefly present our conceptualisation of LST. Due to the complex and
abstract nature of the concept, we are not able to provide a simple definition that includes
all the possible uses and situations for using LST. Instead, we provide a list of questions frequently asked of us as a project team and the answers we tend to give when talking about
the project.

Q1: What does LST mean?
LST refers to the linguistic dimension in education in a broad way, with a focus on inclusive
education for social justice for all pupils and students. LST is an umbrella term that is closely
linked to European policies11 in which the co-existence of multiple languages in everyday
school operations is considered a resource rather than a problem.
Sensitivity refers to acknowledging and understanding the role of languages in learning, identity growth, and well-being at both individual and collective levels. Among the various perspectives of learning languages, learning through languages, and learning about languages,
LST is explicitly related to ‘learning through language’, given that language runs through all
components and processes of learning. It has the advantage of covering both the purpose –
that is, sensitivity to teaching languages – and the approach – that is, sensitivity to teaching
through languages.
Thus, LST promotes concrete pedagogical actions in both classrooms and whole-school activities on an organisational level, as well as within the wider society. The systemic level of promoting LST includes initial teacher education (ITE) and educational policies that aim to raise
future teachers’ awareness of the linguistic dimension in education. As a global approach, it
encompasses raising language awareness and mainstreaming plurilingual pedagogies as a natural part of classroom work, thereby shifting away from monolingual thinking in classrooms.

Q2: Which languages does LST include?
Sensitivity to the language dimension of education includes all languages taught in school and
languages brought to school by the pupils, students, teachers, and the surrounding linguistically diverse society – in other words, language(s) of schooling, modern or classical languages
taught, and, according to the context, minority, regional, and community languages. At the
same time, this heightened sensitivity focuses on content-specific school language for understanding the linguistic dimension in all subjects. It is a process of awareness of both the diversity of languages at school and the dimension of language in the subjects taught at school. In
fact, LST is necessarily tied to using all languages as a resource, that is, considering languages
as a vehicle and a tool for developing knowledge.

11 Read more on European policies on the webpages of the European Commission: https://ec.europa.eu/education/policies/multilingualism/about-multilingualism-policy_en
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LST promotes a paradigm shift from the languages in isolation approach, which refers to languages taught separately from other subjects and to languages taught separately from other
languages (resulting in parallel monolingualism), to the approach of linguistically sensitive
teaching in all contexts and reaching out to all subject teachers and teacher educators.

Q3 Who is involved in LST?
Adopting linguistically sensitive attitudes and practices towards pupils concerns all teachers on different educational levels. Teachers need to be aware of the role languages play in
their teaching, regardless of the subject they teach, in order to provide inclusive teaching to
all pupils with different linguistic profiles. It is important that not only teachers but also the
whole school and other educational actors facilitate linguistically sensitive practices. Pupils
are also actively involved by bringing their languages into the classroom and by respecting the
languages of their classmates.
Teachers are the primary agents in implementing inclusive multilingual pedagogies for global
citizenship at the classroom level. However, changing monolingually framed school policies
and school-wide practices remains a challenge. Therefore, raising awareness of LST needs to
start in ITE by addressing and supporting all future teachers and teacher educators in meeting this objective. Equally important is ensuring lasting incentives for embracing linguistically
sensitive practices and providing professional development training on LST for in-service
teachers.

Q4: Where should LST take place?
LST takes place at school in all classrooms as well as at the educational policy level. At the
school level, the LST framework should be present throughout the whole school, and concrete
actions are taken within classroom practices, in whole-school activities at the organisational
level, and within the wider society. Schools can create supportive and empowering educational environments that exploit the potential of linguistic diversity in schools.
At the educational policy level, LST is included in relevant policies and in ITE. The policy documents place education, and consequently teachers, at the heart of supporting and promoting
LST. To establish a more profound, lasting systematic change in norms and ideals, support for
this paradigm change in pedagogical thinking is needed regarding policy documents as well as
teacher educator staff in ITE. The paradigm change should be reflected in ITE practices, and
this report aims to provide models for these reflections within ITE.

Q5: Why is LST beneficial?
The linguistic and plurilingual dimensions of education can be developed as assets for general
education and personal development for both pupils and societies.
Intrinsically, the diverse languages present in a school can also support and deepen the co-construction of subject-specific content knowledge and skills in the language(s) of schooling and
thus add to the quality of teaching and the success of pupils.
As LST aims to promote the success of all pupils by adopting an inclusive vision of their
plurilingual resources, serving also as a resource for learning and developing language

14
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proficiency, comprehension, and production in the language of schooling, it will provide a
concrete opportunity for better acquisition of subject-specific content.
In this regard, LST supports teachers in becoming aware of the language issues at stake for
school success and in being linguistically sensitive regardless of the content taught and the
age of the concerned group. The desired multilingual shift in teachers’ pedagogical thinking and day-to-day practices entails that the initial education of future teachers and the
professional development of in-service teachers take a multilingual turn and contribute to
changing beliefs about multilingualism in a positive direction.
Hence, LST in European ITE promotes the creation of supportive and empowering educational
environments through exploiting the potential linguistic diversity in schools and society with
a view to achieving affective, social, and cognitive outcomes for pupils in addressing the tenacious problem of social inequality in education.
In sum, in the interest of all children and youth in the EU and their education, there is a clear
need to move away from a one-language-only classroom paradigm towards more socially just
and transformative educational policies and practices.

Q6: Can LST be translated into other languages?
The concept formulation and the translation of LST into different linguistic, geographical, and
educational contexts vary, but all concepts share a similar mindset of linguistic inclusion and
pedagogically inclusive language education that empowers educational environments through
exploiting the potential of linguistic diversity in schools. Is the concept easily translatable to
your language(s), and how would you translate it? Below, you will find some suggestions given
by the Listiac partners that include the following languages: Dutch, Swedish in Finland, Finnish, Lithuanian, Basque, Spanish, French, Slovenian, Catalan, and Portuguese. See if you can
connect the right language with the translation! You can also reflect upon what kinds of similarities or differences there are between the translations and how you go about trying to connect languages you do not personally know. In other words, what kind of strategies do you use
in identifying the language in each case?
Suggested translation

Which language?

jezikovno občutljivo poučevanje
kielisensitiivinen/kielitietoinen opetus
des enseignements sensibles aux langues
talensensitief lesgeven
ensenyament lingüísticament sensible o inclusiu
kalbai jautrus mokymas
ensino sensível à diversidade linguística
enseñanza lingüísticamente sensible
hizkuntzekiko sentsiblea den irakaskuntza
språksensitiv/språkmedveten undervisning
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Read more on our discussion of LST in the following articles:
Bergroth, M., Llompart, J., Pepiot, N., Sierens, S., Dražnik, T., & van der Worp, K. (2021).
Whose action research is it? Promoting linguistically sensitive teacher education in
Europe. Educational Action Research. https://doi.org/10.1080/09650792.2021.1925570
Bergroth, M., Llompart, J., Pepiot, N., van der Worp, K., Dražnik, T., & Sierens, S. (2021).
Identifying space for mainstreaming multilingual pedagogies in European initial teacher
education policies. European Educational Research Journal.
https://doi.org/10.1177/14749041211012500
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ACTION, REACTION, AND CHANGE

The Listiac Project was pursued as action research. In this section, we discuss the active
interaction and cooperation that we aimed to initiate between various stakeholders in the
nine ITE-related settings included in the project across Europe. This involved taking concrete
actions that have the potential to be translated into policy or practice in education in the
short/medium term. As a point of departure, we took a policy recommendation12 stating
that ‘there is a priority to re-examine teacher education to support all teachers in gaining linguistic awareness and acquiring strategies for supporting learners in super-diverse settings’.
We also sought guidance from the ideas presented by Barth (1986, 486),13 who concluded
that ‘the most powerful form of learning, the most sophisticated form of staff development,
comes not from listening to the good works of others, but from sharing what we know with
others. . . . By reflecting on what we do, by giving it coherence, and by sharing and articulating our craft knowledge, we make meaning; we learn.’

3.1

Need for action: ‘Inclusion is about those who are excluded –
for any reason.’

The quote about inclusion in the heading above was spoken by the Portuguese Deputy
Minister of Education, Professor João Costa, in the third Listiac Project meeting, which was
virtually hosted in Lisbon, Portugal. He connected all three pillars of Portuguese educational
policies – success, inclusion, and citizenship – to the aims of Listiac. He considered the pillar
of inclusion to be especially important because there can be numerous reasons for a student
not managing to access the curriculum as intended. One of the reasons, according to him,
is that the student has not mastered the language of instruction. Therefore, LST is closely
connected to a wider concept of inclusion:
This spirit of ‘all means all’ is the most ambitious piece [of law] that we have created.
Inclusion must be part of the culture of the school. That is to say, it is a problem for
everyone, because everyone is in this together. Raising awareness of the need for cultural change in school is not only a detail. All kinds of differences are still very much
received as a problem and not as an asset. So, we need this cultural change in schools.
(João Costa, Portuguese Deputy Minister of Education)
Making this connection between linguistic awareness and LST is a task for all in the whole
school. The topics of language awareness and sensitivity to languages among teachers, as well
as the inclusion of multiple languages in the curriculum, have increasingly gained attention in
policies at both the European and the national levels. The European Commission advocates
language-aware schools, recommending,14 among other things, that language-aware schools

12 Herzog-Punzenberger, B., Le Pichon-Vorstman, E., & Siarova, H. (2017). Multilingual education in the light of diversity:
Lessons learned. NESET II report. Publications Office of the European Union.
13 Barth, R. S. (1986). The principal and the profession of teaching. Elementary School Journal, 86, 471–492.
14 https://ec.europa.eu/education/education-in-the-eu/council-recommendation-improving-teaching-and-learning-languages_en
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• have a positive attitude towards linguistic diversity and language learning;
• know which languages are present in the school even if these languages are not part of
the curricula;
• integrate language learning across the curriculum and support children’s entire linguistic repertoire;
• support pupil mobility and use digital tools to their full potential to enhance language
learning and boost motivation;
• support all teachers in gaining language awareness and knowledge about language
didactics.
In Finland, this recommendation has been included as a topic for the whole school community
in the core curriculum for basic education:15
Each community and community member is multilingual. Parallel use of various languages in the school’s daily life is seen as natural, and languages are appreciated. A
community with language awareness discusses attitudes towards languages and linguistic communities and understands the key importance of language for learning,
interaction, and cooperation and for the building of identities and socialisation. Each
subject has its own language, textual practices, and concepts.
These recommendations encourage teachers and schools to discover opportunities, rather
than problems, for building schools that support pupils’ well-being. However, the ability to
seize these opportunities in the hectic school life cannot be taken for granted. Therefore,
the ability to see and seize opportunities needs to be supported in ITE. Despite the widely
acknowledged need to redesign ITE and professional development to better meet the needs
of diverse populations, there is still much to be done.
The aim of the Listiac Project was to influence the ITE curricula in Europe through an action
research approach. The Listiac partners wanted to bring about change through a reflection
on LST, especially with teacher educators. The goal of the reflection was to lay a good foundation for better integration of LST in all stages of ITE. Teacher educators who had no previous experience in supporting LST were particularly targeted in the project. The idea was
to promote long-term change in teacher cognition and professional competence, especially
in teacher educators themselves. Within a wide range of European contexts, we included
different kinds of linguistic demographics and needs. This meant including both new linguistic minorities (due to immigration and globalisation) and old linguistic minorities (representing bilingual areas, regional languages, dialects), as well as various second/foreign language
learner profiles. But before going any further into the details about action and change, we
must first address a tricky question.

3.2

What counts as change?

When we talk about change, a common misconception is that only a profound change in educational practices should be taken into account. We wish to underline that the experience
of change is ultimately individual. However, we argue for an interconnected view of change.
This means, more specifically, that substantial change makes a difference to individuals who
15 Finnish National Board of Education. (2016). National core curriculum for basic education (vol. 5). Finnish National Board
of Education.
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are part of a wider system or community. That is, successful implementation of change
requires shifts in the existing habits and assumptions of both individuals and their wider
communities.
We also want to point out the fact that change takes time. It is not easy to anticipate all the
changes that happen or not when experimenting with and discussing beliefs related to teaching
practice. Therefore, we approached change from a dynamic point of view. Change is an ongoing
process that cannot be stopped. Signs of change can be identified in different ways. The measurable outcomes of change can be counted in figures, such as in the number of participants in
self-evaluated change. Yet, the true outcome of the Listiac Project is a deeper understanding
of the role of multiple languages in education for all individuals. Therefore, a first step on the
road to change can be participation in a reflective task designed within the project in itself that
creates opportunities for teacher educators to re-evaluate their existing beliefs on their role
in supporting LST. All this leads to the question: What timeframe should be used when establishing whether an action experiment has been successful or not?
Listiac partners within ministries of education have brought up the need for change (see
above in section 1), and they have also voiced their understanding of the long timeframes
needed to bring about educational change:
We, as a ministry, bring together stakeholders on different levels of education. Our
goal is to transfer the results of the project into educational policies. We will strive
to find the best solutions. And finally, there is the promotion. We are talking about
changes in beliefs, which do not happen overnight. It is therefore our job to talk
about these issues frequently in order to make a change in education.
(Bronka Straus, Ministry of Education, Science, and Sport of the Republic of Slovenia)
Language is quite well addressed in the governmental programme of Finland, and it is
important in all sectors of the government, but we should make sure that the linguistically sensitive approach is taken into account in future education policy processes.
(Anna Mikander, The Finnish Ministry of Education and Culture)
We [as governmental officials] support the issues that deal with language awareness
not only in communication with teachers but also with education providers and with
the staff in a whole school, for example, when we implement the national core curriculum and have different education sessions for teacher education and in-service teachers. It’s important that we use terminology and words that draw attention to language
awareness. I also think that it is important that we [as governmental officials] have a
joint understanding of language awareness and that we are aware of linguistically sensitive teaching.
(Yvonne Nummela, The Finnish National Agency of Education)
Both Bronka Straus and Yvonne Nummela mentioned the importance of keeping the topic
alive by talking about it at all levels of education and with various stakeholders in education, while Anna Mikander pointed out the importance of creating sustainable structures in
educational policies in the long term. This leads us to the following paradox of education,
as voiced by Kemmis et al. (2014), namely, that changing educational practices must be effected
within structures that underlie the received practices, highlighting the importance of interaction
and cooperation on multiple educational levels. However, simply talking about the change is
not enough to realise the change as intended.
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3.3

Educational change requires the active involvement of
teachers

It should not be a surprise that if we want to make a change at any level, we need to take
action. An action research approach supports this endeavour. In this report, we conceptualise
action research as an iterative process involving educational practitioners, student teachers,
and (Listiac) researchers acting together in performing a particular cycle of activities. These
include problem diagnoses, action interventions, and reflective learning. All action research
approaches have a common feature in that they enable practitioners to investigate and evaluate their work. This means, by definition, that active practitioner agency is always needed.
We argue that the teaching profession, at any level, has committed to helping each student
thrive and succeed. In achieving this goal, teachers join forces with the different stakeholders in the general education system, including policymakers, teacher educators, support
staff, and the larger educational community, as well as families and the students themselves.
The process of action research is often visualised
as a spiral. It starts with problem identification,
moves towards planning a change to solve the
problem, acting the change according to plans,
and finally, observing and reflecting on whether
the change in action resulted in solving the problem. However, as stated by Kemmis et al. (2014,
18),16 ‘in reality, action research is rarely as neat
as this spiral of self-contained cycles of planning, acting and observing, and reflecting suggests . . . The process is likely to be more fluid,
open and responsive.’ Therefore, solving one
‘problem’ often leads to a new cycle of reflection in the new situation initiated by the original
change.
In the present case, the initially identified problem was the joint European need for educational change to better support LST through both
ITE and the professional development of in-service teachers. The first envisioned action to
solve the problem was to find suitable existing European tools17 and to further develop or
promote them in ITE. However, the first action spiral resulted in designing new tools solely
for the use of mainstream ITE. The cycles in the figure (1.) below show how the action
cycle spirals for planning a change resulted in multiple reflections. The initial planning phase
also opened the need to reflect on change and on the agency of the educational actors for
making the change happen. These planning processes resulted in the Listiac reflection tool,
described in the next section.

16 Kemmis, S., McTaggart, R., & Nixon, R. (2014). The action research planner: Doing critical participatory action research.
Springer.
17 Read more at European Centre for Modern Languages of the Council of Europe, https://www.ecml.at
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P lanning
1. Using existing tools
2. Designing Listiac
specific tools
3. Promoting the use of
new tools

Action

R eflection

Evaluation

1. Collecting existing
tools

1. Analysing the existing
tools

1. The existing tools are
not suitable

2. Collecting participant
voices during the
creation and piloting of
the new tools

2. The importance of
participant agency and
feelings of ownership in
the creation and use of
tools

2. Use of shared
language

3. Piloting the tools in
Europe

3. Analysis of
participant voices and
experiences in Europe

3. The tools are doing
their task, minor
revisions needed

Figure 1. Three action cycle spirals for Listiac action project for change.

The data presented in the later sections of this report are based on audio recordings from
reflections used within ITE or in schools. As the report also includes the aspect of action
research, the findings are explained and deepened with action-research-related data, including
logbooks written by the project field workers and researchers, semi-structured interviews
with those who participated in reflection tasks, open-ended questions in the project’s online
survey, and a collection of good practices, as identified by the different project partners.
Data collection for policy recommendations

Actors

Logbooks (L)

Field worker/researcher/project leader

Online survey (S)

Educational practitioners

Semi-structured interviews (I)

Field worker/researcher

Good practices (G)

Field worker/researcher/project leader

Reflections for change (reflection tool)

Actors

Observation guide (O)

Student teachers
(Teacher educators, supervisors, teachers . . . )

Student reflection 1 (1)

Beginning stage student teachers

Student reflection 2 (2)

Intermediate stage student teachers

Student reflection 3 (3)

Advanced stage student teachers

Staff reflection (D)

Teacher educators, in-service teachers

Read more on action research in Listiac:
Bergroth, M., Llompart, J., Pepiot, N., Sierens, S., Dražnik, T., & van der Worp, K. (2021).
Whose action research is it? Promoting linguistically sensitive teacher education in
Europe. Educational Action Research. https://doi.org/10.1080/09650792.2021.1925570
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4

NEW TOOLS FOR REFLECTING ON LST IN
EDUCATION

Reflection plays a vital role in establishing a professional knowledge base and a professional
identity for future teachers in teacher education programmes. In fact, everything teachers usually do reflects their prior experiences and knowledge in addition to their beliefs,
attitudes, and perceptions. Reflective practice is a key element in developing a teacher’s
professional identity. According to Finlay (2008),18 teachers need to develop the practice of
critically reflecting on their own beliefs and ideologies, which have a clear impact on their
teaching practice. Therefore, it is evident that to identify the needs in ITE and to promote
change, reflection by both student teachers and teacher educators is needed.

4.1

Development of the reflection tools

The Listiac reflection tools are instruments that aim at stimulating and promoting reflection
by the participants regarding LST. There are multiple good reflection tools for LST out there
that have been designed in many local, national, and European projects, such as the Slovenian Languages Matter project19 or the European portfolio Pepelino, which encourages educators’ personal reflection about the linguistic and intercultural dimensions in class, 20 among
other things. The tools provided tend to have a theory-based background that draws upon
extensive research done in the area of mainstreaming multilingual pedagogies. Furthermore,
many tools are intended to be used in all classrooms by in-service teachers. Many of the
tools are multilingual and thus likely to be suitable for multiple contexts.
However, acknowledging the sheer number of existing reflection tools can make one question
why they have not been better incorporated in ITE so far. A problem with some of the tools, as
identified by the Listiac Project regarding ITE, is that at times, they seem terminologically too
demanding, especially for mainstream teachers and teacher educators who do not necessarily
have prior experience with linguistics or multilingual pedagogies. Another aspect is that the
use of tools might be a problem if they are provided mainly in English and French. As the issue
of LST itself is abstract, complex, and multidimensional, it is necessary to have tools in local
languages. Although the quality of many existing tools is high, some might be too advanced to
be used as such for mainstreaming multilingual pedagogies/LST for all, especially at the beginning stages of teacher education.
Taking these findings into account, we designed new reflection tools in order to better integrate LST during all stages of ITE. The reflection tools were prepared in such a way that they
give the basic understanding that is needed to see the usefulness of tools that already exist
and lower the threshold for teachers to take a closer look at them later in their professional
life. In order for LST not to be treated as something extra that is being added to the general
tasks of the teacher education curricula, we deemed it important to incorporate the views

18 Finlay, L. (2008). Reflecting on ‘reflective practice’. Practice-based professional learning paper 52, The Open University.
19 https://www.jeziki-stejejo.si/en/
20 https://www.ecml.at/Portals/1/mtp4/pepelino/pepelino-EN-web.pdf
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of current European and local education policies in the reflection tools in order to better
show the links between LST and the teaching profession in general. This means that the
reflections not only focus on classroom practices and didactical solutions in the classroom
but treat LST as a more holistic, whole-school approach.

4.2

Presentation of the reflection tools

The reflection tools created within the frame of the Listiac Project are intended to be used
primarily within ITE. With this set of five tools, the project wants to promote holistic reflection regarding LST by the two main stakeholders in ITE, teacher educators and student
teachers. Both groups are identified as key agents for changing monolingually framed education. Nevertheless, in-service teachers, school administrators, and ITE administrators are
also agents who can benefit from using certain parts of the reflection tool kit.
Research about teachers’ beliefs and ideologies regarding multilingualism and teaching in multilingual classrooms shows that, in general, teachers have positive beliefs about it and thus
think it must be promoted (see, for example, De Angelis, 2011).21 Despite this, student teachers declare that they have not been prepared to teach in multilingual and multicultural classrooms, and some contradictions appear in their discourse regarding their understanding of
multilingualism, their teaching practice, and their concerns. According to Young (2014, 68),22
‘we cannot move towards plurilingual, inclusive education without fully understanding the
obstacles which are preventing its implementation’. Therefore, it is important to listen to the
voices of teachers, and it is necessary to investigate and question teachers’ ideologies related
to languages.
In light of these considerations, the Listiac reflection tool kit is intended to promote reflection
on LST in order to
• elicit beliefs, possibilities, and challenges regarding LST;
• encourage reflection on what LST is, on how to promote it in the classroom, and how to
take a whole-school/university approach;
• encourage student teachers to observe and reflect on ways to improve current practices in the (practicum) schools;
• encourage teacher educators (and in-service teachers) to reflect on current practices
and beliefs regarding LST and to discuss concrete ideas for improvement.

Read more:
Reflection tools are available at https://listiac.org

21 De Angelis, G. (2011). Teachers’ beliefs about the role of prior language knowledge in learning and how these influence teaching practices. International Journal of Multilingualism, 8(3), 216–234. doi: 10.1080/14790718.2011.560669
22 Young, A. S. (2014). Unpacking teachers’ language ideologies: Attitudes, beliefs, and practiced language policies in
schools in Alsace, France. Language Awareness, 23(1-2), 157–171. doi: 10.1080/09658416
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Beginner
reflection
for student
teachers
(1 hour)

To promote an initial introduction to and reflection on LST through two
main tasks: 1) introducing the theme (watching a video) and connecting it to
policy recommendations (reading policy documents and/or articles) and 2)
discussing specific topics regarding LST and the context.

Intermediate
reflection
for student
teachers
(1.5 hours)

To promote reflection on LST at a point when students have acquired
some ideas on becoming a teacher and about LST. The tool consists of
three main tasks: 1) introducing the theme of LST (watching a video), connecting it to policy documents and recommendations (reading policy documents and/or articles), and discussing specific topics regarding LST and
the context; 2) conducting an individual SWOT (Strengths, Weaknesses,
Opportunities and Threats) analysis regarding LST and their teaching
practice; followed by 3) participating in a group discussion to create a collective SWOT. Ideally, there could also be a final whole group discussion
during which group ideas might be presented and some final questions
might be asked.

Advanced
reflection
for student
teachers
(1.5 hours)

To promote reflection on a whole-school approach to LST at an advanced
stage of ITE and to elicit proposals for action and improvement. Student
teachers are asked to position themselves as teachers and to think about
the teaching profession and their professional context. The tool consists
of a dialogue mat with several questions and tasks, including a final drawing. Student teachers complete five tasks in small groups and collaboratively decide on the drawing representing a linguistically sensitive teacher.
Ideally, a whole group discussion supports sharing the reflections and
deepens the insights.

Observation
guide for student teachers, supervisors/
mentors
(practicum),
researchers,
in-service
teachers

To promote reflection on LST and on observing a whole-school approach
to how LST is implemented (or not) in practice. Student teachers (and
others!) are encouraged to reflect, propose ideas, and, most of all, connect LST theoretical conceptions with practice. The tool consists of a
four-section document to be filled in with observations and suggestions
for improvement. The four sections are as follows: 1) languages in the
whole school, 2) building good relations and supporting well-being, 3)
linguistically sensitive classroom interaction in school language/s, and 4)
encouraging the use of various languages. Ideally, this tool is used during a
practicum and, if possible, is followed by a whole group discussion to share
and deepen insights gained.

Staff reflection within
professional,
educational
communities
(1.25 hours)

Tool for teacher educators, teachers, and professional communities, with
the goal of promoting reflection on LST (considering a whole-university
approach) connected to teacher education and eliciting proposals for
action and improvement. Teacher educators are asked to think about their
teacher education, the teaching profession, and their professional context. The tool consists of a dialogue mat with several questions and tasks
to be completed, including a final drawing. As a group, teacher educators
tackle the tasks on the mat and collaboratively decide on the drawing of a
linguistically sensitive teacher.
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Supporting LST
reflection in ITE
Three of the tools
are aimed at reading/
watching introductory materials, connecting these materials to student teachers’ own experiences,
and learning through
discussion.
However, it is not
enough to be theoretically aware; the
Listiac partnership
encourages taking
action with the help
of observations and
practicums.
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4.3

How to use the Listiac reflection tools with student teachers

Listiac tools are intended to be very easy to implement in a hectic ITE life. Similarly, using the
dialogue mat reflections during professional training or internal school development days
should be easy and require no extensive preparation. The first thing to decide is whether the
reflection is a unique, one-time reflection or if the reflections will be built into the ITE curriculum more systematically. The figure (2.) visualises these two paths to choose between.

Figure 2. Pathways for using reflection tools with student teachers

In the following paragraphs, we go through frequently asked questions that we hope might
answer your questions about using the tools.

• What are the steps for using the student and staff reflection tools?
Step 1: Brief
introduction
•If not done before,
present linguistically
sensitive teaching and its
aims. Present the aims of
the activity.

Step 2: Using the tool
•Follow the instructions of
the option selected
(STUR1, STUR2, STUR3, or
Staff) and present the tool
and accompanying
documents.

Figure 3. Steps for using the reflections tools.
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Step 3: Closing the
activity
•Ask for some ideas or
recommendations about
the activity itself: Did you
find this activity
useful? Why? What would
you recommend as
a reflection activity on
linguistically sensitive
teaching?

• What can we do after the reflection and/or observation?
The tools can be followed with post-reflection tasks. Many moderators (teacher educators,
researchers, or others) decide to follow the student reflection with an (obligatory) written
assignment in which the participants share the insights they have gained from the group
reflection or the observation.

TIP: Use of the observation guide could be followed up with a group discussion
among the students who used the tool.

• What documents should we use in the reflections?
Student Reflections 1 and 2 are based on watching a video, reading a written document, and
then reflecting on them. The choice of the video and the document is up to the moderator, but
it is recommended that they highlight an issue related to LST in order to stimulate students’
reflection. For example, the video can be anything from a music or theatre performance to an
animated film, a recording of classroom practices, a short documentary, or a more informative,
theory-based video on LST. The written document that accompanies the reflection can be
anything from a legal document (decree, school curriculum, etc.) to policy recommendations,
an academic article, or an example of a plurilingual lesson plan or activity, among other things.
Although not explicitly required, these documents can also be used with other tools, Student
Reflection 3, and the Staff Reflection.

TIP: The Council of Europe has published three fundamental guides on pluri-

lingual and intercultural education23 that could be used in the reflections. The
heart-warming and thought-provoking video Ali and the Long Journey to Australia24 could also be used.

• In which courses can we use the tools?
The tools can be used in different subjects, as LST is something that concerns all classrooms. It
is up to the moderator to see which subject the tools would fit the best. The observation guide,
however, requires observing LST in practice, so it should be used within courses that involve
fieldwork or some form of contact with in-service teachers and pupils, such as a practicum.

23 https://www.coe.int/en/web/language-policy/three-fundamental-guides
24 https://www.monash.edu/education/news/new-animated-film-created-by-refugee-children
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Figure 4. Understanding the connection between LST and teacher competencies.

TIP: Remember, adopting linguistically sensitive attitudes and practices towards
pupils concerns all teachers. Teachers should be aware of the role languages
play in their teaching, whatever subject they teach, in order to provide inclusive
teaching to all pupils with different linguistic profiles.
• Can different student reflections be used with the same students?
The reflection tools do not exclude each other. This means that the same participants can at
one point do Student Reflection 1, which can be followed by Student Reflections 2 or/and 3
later in the course or in the study programme.

• How can we adapt the reflection tools?
The moderator can choose the questions in Student Reflection 1 as well as questions for discussion in Student Reflections 2 and 3 and in the Staff Reflection as he or she sees fit, depending on the local context. If you are pressed for time, you can use fewer questions and omit
parts of the reflection tasks. Another way to gain time or allow for a more thorough familiarity
with the accompanying materials is to ask the participants to watch the video and read the
document as a home assignment before participating in the reflection.

• Can we do the reflections remotely?
All the reflection tools can also be used online, as they are available in a digital form. Participants can meet via digital communication platforms and screenshare the tool while discussing
the questions and completing the tasks. The moderator can monitor the discussion or let participants work independently in smaller groups, for example, in virtual rooms. If the reflection
cannot be done in groups, an alternative can also be for participants to do it individually in a
written form.
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• What can we do if we cannot use the observation guide in schools?
If students cannot observe LST in schools, they can complete the observation form by
focusing on other sources. They can draw on their experience (from university studies, previous schooling, or practicum), inspect existing (online) teaching materials, or find their own
suggestions on how aspects of LST can be promoted in schools.

4.4

Supporting LST through an action research project within ITE

LST reflection through Action
Research in ITE
The dialogue mat can be used
multiple times in different
stages of action research. The
first time, you may want to
establish your starting point.
The next time, you may want
to follow up on your previous
reflections, and so on.
Combine with the Listiac
observation guide to observe
and improve your ITE practices.
Keeping (a simple) logbook is
a good way to document how
thinking and practices change.
Share and discuss with different stakeholders for collaborative action research.
Read more about a practical
planning guide on how to conduct action research:
Kemmis, S., McTaggart, R., &
Nixon, R. (2014). The action
research planner: Doing critical
participatory action research.
Springer.
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4.5

What do the participants say about the tools?

The Listiac reflection tools have been used by several student teachers, teachers, and
teacher educators in ITE institutions in the European context. They have also been piloted
on different professional development training occasions. The participants’ responses to the
activities as well as their ideas and suggestions about the reflection tools were collected as
part of the project, and we discuss these responses in this section.
Overall, the reflection tools have had a positive effect on rethinking LST among both student
teachers and teacher educators. The tools have provided an open space for reflection and a
framework for thinking within some parameters offered by the documents, the videos, the
observations, and the personal experiences. In this sense, reflection was identified by the participants as key for accessing learning and as a possibility to be exploited in ITE, especially for
LST training:
SpainCA_I

And the conversations . . . were really formative conversations. I saw it very
clearly. It was that all of a sudden, they started talking about something while
learning about it and thinking, and I saw that this has a very long way to go,
this field of talking to students.

The Listiac tools were seen as positive and efficient by both teacher educators and student
teachers for several reasons. On the one hand, they provide good activities for progressively
rethinking LST, connecting theory with practice, and helping student teachers present ideas
for improvement and action. The tools are simple but well organised and designed for each
teacher education stage and/or phase. In this sense, the tools offer the participants the possibility to, first of all, think about their personal experience/s and knowledge, doubts, fears,
and needs connected with multilingual reality. This is especially true for Student Reflections 1
and 2. Second, the tools help with observation and looking for ways to make LST emerge or, in
other words, with looking for opportunities for LST, for example, in the observation guide. The
tools inspire action without requiring a lot of training:
SpainCA Teacher Educators
These students, it is true that we were talking about them, and I found that it
reflected the attitude as a possibility very well. First of all, observe what the
diversity is. Look for ways to make this diversity emerge, to make it obvious,
to make it become and eye-catching object, to make it, for example, appear
on posters that can be made. It seemed to me a tool that inspired, that is,
it inspired action. It is clear, depending on what type of tool you can offer,
that it requires a lot of training, a lot of time – requires something like – I can
imagine, for example . . . I don’t know . . . a Likert questionnaire.
Regarding Student Reflections 1 and 2, student teachers viewed these tools as ideal for understanding their point of departure for LST and for identifying their training needs. In this sense,
the tools helped them connect LST with their own experiences and those of others.
SpainCA Student
About the video, I got emotional because I was touched by the girl who was
reciting the poem. I really liked it. So, yes, I think that when you see something
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with which you’re able to connect, it makes your reflection stronger. You’re able
to, let’s say, reflect or converse with other people about what you just saw. So, I
thought the SWOT was really nice because it gave everyone the chance to look
inside themselves, do an introspection activity to see what we thought about
the topic at hand, and then find the connections between all of us.
Slovenia Student
I think it was good because I got to add some depth to my understanding of
these things, and it helped me remember my own primary school experience
in connection with foreign languages.
The staff reflection tool for teacher educators was valued very positively. According to the
participants, the reflection promoted with the tools was a necessary and not an easy task,
but it produced positive results. These results are linked to the fact that the tools allowed for
active participation, with the implication that teacher educators were forced to rethink their
own practice and look for alternative possibilities.
FinlandSW Teacher Educator
Yes, exactly. It’s interesting that it’s easy to include oneself in principle, like
this is something that we should absolutely work with. And I can also think,
‘Yes, but this, yes, yes, absolutely’. But then to go into detail. Okay, what is this
on the level of details? Then it suddenly becomes very difficult.
Because, as I said earlier, I have had the opportunities, but I have not done it
consciously at all. So, it is so healthy to force oneself to think for real, what
is this then? And not just to be like, ‘I was on a great in-service training’, or ‘it
was a great lecture’, and then go home and continue working as I usually do.
To get some kind of – how should I say it? – echo, consequences from what I
am doing, and that’s really interesting. The little parts I have participated in
matter a lot, of course, because I am so new to this. This is something that I
need to learn, and it is partly for that reason that it raises so many thoughts
for me and forces me to think what it really is about and what it means to me.
And what kind of consequences, in the long run, it has for the work I’m currently doing.
The reflection tool was also appreciated by the in-service teachers, some of whom
were also connected to ITE, for collective reflection. It allowed them to share
their thoughts and beliefs as well as their classroom practices. The time spent on using
the dialogue mat was deemed precious and rare in their schedule, and, according to them,
favoured an awareness of LST in its multiple roles in education and helped them ‘distance’
from their daily practice for much-needed critical reflection. By sharing their reflections on
their practices and their professional knowledge, they built meaning and confidence, which
are essential to the well-being of teachers and for bringing about change.
France In-service Teacher and Teacher Educator
Ah, yes, I had only good feedback on these dialogue mats. X told me, ‘It’s
great to have the time’. It’s a pity that we don’t have the time to have
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moments like this between us, which would allow us to discuss together,
to be able to theorise, or . . . share our experiences. And that’s really something that we miss a lot in our profession. We are asked to collaborate and
work together and are given no space to do it.
France In-service Teacher and Teacher Educator
Very good, because it allows for interactions. It’s interesting because, yes,
it is great to exchange but also to formalise this exchange between people.
And the questions are interesting, which teachers appreciate. I also found
this distance from my practice. This is also an interest of Listiac. It’s a bit
like taking a step back. I heard that it’s because of the fact that it allows us
to step back from what we do, to step out of our daily lives. Some welcome
this little challenge to see things differently.
France, In-service Teacher
Because here we are all, in our classes. We are a bit reserved, too, but a real
interdisciplinary project would be, you see. The change needed involves
much more work as a team. But it’s good, after the obstacles. It’s having
time to be able to meet. That’s it. I think the changes are necessary. The
awareness has started. It has started to be there.
In the following two sections, we will look more closely at what was said during the
reflections and discuss implications for developing ITE in Europe towards linguistic and
cultural inclusivity.
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WHAT DID WE LEARN FROM THE STUDENT
TEACHERS’ REFLECTIONS?

In this section, we discuss student voices reflecting on LST on various occasions during their
studies. Due to the pandemic, the amounts of collected data varied greatly, as did the data
collection procedures (online, at universities/schools). Despite the challenges, we were able
to collect and analyse data for almost all reflection tools in almost all contexts. In this section, we provide evidence for our discussion through the voices of student teachers. Even
though we were not able to obtain recorded reflections in all contexts due either to ethical
reasons or reasons related to the acute phase of the COVID-19 pandemic, we could rely on
researcher and field worker logbooks in analysing findings from contexts without recordings. In some cases, we have included voices from an initial online survey conducted within
the project. In the following subsections, we provide excerpts from the data. The excerpts
have been translated into English and have been slightly altered in this report to make them
more reader friendly. The slight adjustments have been carefully controlled so that they do
not change the intended meaning. Furthermore, the chosen excerpts represent frequent
topics seen in multiple contexts.
Student teachers were key participants in the Listiac Project since special attention will need
to be paid to their education and professional development to achieve a change in the mindset
of future teachers. Namely, we consider teacher agency to always reflect individuals’ prior
experiences and knowledge as well as their beliefs and attitudes. Due to this, the student
reflection tools were created to promote reflection and to mobilise beliefs, attitudes, and ideologies regarding LST. Furthermore, the student teachers were seen as collaborative participants in the action-research process of the Listiac Project since their voices will help teacher
educators understand the change as it evolves.
The reflection tools used in the project were based on a SWOT analysis. Rather than only
determining the issues that student teachers felt comfortable with (strengths and opportunities), the reflection tools also elicited beliefs about the issues that student teachers felt
uncomfortable with (weaknesses and threats). Understanding both strength-related and weakness-related aspects is important for changing beliefs about and finding solutions leading to
new plurilingual practices.
The data collected from the student teacher reflections inform us about two main aspects.
First, the data provide us with relevant information about the need within ITE to promote LST
as experiences of the student teachers. Second, the follow-up analysis of the teacher educator
and Listiac researcher reflections on the student reflections helps us to see student teachers
as key agents in the process of change. Therefore, the following sections have two main subsections: the first relates to student teachers’ reflections and ideas, while the second relates to
teacher educators’ and researchers’ reflections on the needs detected in the student teachers’
reflections regarding LST.
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5.1

Student teachers’ reflections on the current situation of LST in
ITE

The shared European need for better equipping future teachers to meet linguistic and cultural diversity in our schools was, as discussed earlier, identified as the problem in need
of a solution. Therefore, the student reflection tool was created to promote reflection for
change in ITE regarding adequate LST in all classrooms. Despite this main objective, the data
collected during the project’s implementation highlighted not only the needs in ITE for LST
but also those aspects that had already been internalised by the students, according to their
own words. In the next two sections, we focus on these two aspects.

5.1.1

What had already been internalised regarding LST through ITE?

Since the appearance of the Common European Framework of Reference for Languages (CEFR)25
and A Framework of Reference for Pluralistic Approaches to Languages and Cultures (FREPA),26
local language policies and education have been modified by the idea of promoting plurilingualism and interculturality. Despite the many challenges still present regarding the development of LST in all classrooms across Europe, the student reflection data pointed out that
the discourse on plurilingualism, inclusion, and sustainable education had been, rather clearly,
internalised by the student teachers. In general, student teachers across Europe present a
positive discourse about plurilingualism and cultural diversity. We call this a discourse on the
‘goodness’ of plurilingualism and multiculturalism, due to the very positive image painted by
the student teachers:
SpainCA_2

As an opportunity, I also mentioned the fact that there is so much cultural
diversity in our society. [It] is an opportunity.

Slovenia_3 	

What I would emphasise here is that you should portray it as something positive – in the sense that you don’t perceive it as annoying, but as a challenge,
and a big plus for the others when you’re discussing cultures and so on.

As we can see, in general terms, for these student teachers, linguistic and cultural diversity
was considered an opportunity and something that should be positively perceived. Moreover, in the world of today, knowing languages opens doors to communicating with other
people internationally, to getting a job, and to moving and cooperating with people around
the globe:
FinlandSW_2 But I do imagine that as a teacher, you can justify that through a lot of work
today. It’s very global, and so is the economy. It’s good to know different
languages and to be able to get along with people who have different cultural backgrounds and so on. Well, then, the thing is that it is easier to move
beyond the country. Or easier to move about internationally and cooperate
with others globally.

25 https://www.coe.int/en/web/common-european-framework-reference-languages
26 https://carap.ecml.at
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When the student teachers positioned themselves as speakers who either were already plurilinguals or who were on their way to becoming plurilingual speakers, they also saw themselves
developing language awareness. This added awareness of languages was, in turn, considered a
positive asset for both self-evaluation and orienting towards others.
FinlandFI_1

I myself like to think that I am a very language-aware being. I notice different
languages, their forms, and the cultures of the people and things around me.
Also, I have always been eager to learn different languages, which must partly
affect my language awareness and how it is revealed to others.

The results of the analysis of the data regarding this positive vision of plurilingualism and
multiculturalism (and about being plurilingual and language and culture aware) highlight this
achieved internalisation of the European pro-multilingualism discourses. Moreover, apart
from this positive ideological evaluation regarding diversity, the student teachers were aware
of the existence of policies regarding the compulsory inclusion of LST in education. The actual
wording/naming of the phenomenon LST may naturally be different in different contexts.
FinlandSW_3 And then, we have a policy document that brings up the need to work with linguistic sensitivity.
SpainCA_2

Yes, I mentioned the inclusion decree. I wrote that most of the schools go for
inclusive education, and so it is part of their educational project, and I also
said that the world is now ruled by globalisation. Ultimately, it is way easier to
see different languages.

As we can observe in the previous excerpts, the student teachers showcased their knowledge
of the need to follow existing policy documents and/or decrees regarding the inclusion of LST
in education. The student teachers had adopted a positive discourse on plurilingualism and
multiculturalism, and they were aware of the obligation to promote it in their teaching practice. This adaptation of a discourse is due to the existing policy documents, and it results in
student teacher awareness of what should be done in the classrooms regarding LST. In the
following excerpts, the student teachers share their perceptions on the importance of LST and
classroom practice:
SpainBA_1

From my own experience, I know that it is very important to apply a multilingual and multicultural perspective in the teaching process.

Lithuania_1

To ensure equal education for everyone, multicultural schools should implement bilingual teaching programmes in the curriculum.

Belgium_2

I said that myself as well. It promotes the well-being of the child and brings in
the other cultures, and so on.

In general terms, according to the student teachers, plurilingual and multilingual perspectives
need to be promoted not only in the classroom and during the teaching process but also with
regard to teaching organisations and curricula. More specifically, apart from mentioning that
LST must be promoted, one of the more common ideas that was voiced regarding how to do
so was the need to respect, value, and make visible languages and cultures other than those
used in schooling.
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SpainCA_2

Under opportunities, I wrote that there is a chance to value cultural identity,
to work from another point of view, to give more visibility to other cultures,
and to keep on fighting for inclusion.

FinlandSW_2 When you have another language than the language of schooling as [your]
mother tongue, it’s quite common that teachers get this attitude that ‘in our
school, we speak Swedish’. Because you don’t want to, you don’t quite understand what the pupils are saying to each other in their mother tongue, and
you don’t want there to be any bullying or something that you can’t notice.
But what you’re basically saying then is that ‘your mother tongue isn’t as valuable, and you can’t speak it here’. That’s so wrong.
Belgium_2

I’ve written that your teachers or management are not sufficiently well
informed or trained and that that can be a threat if they are not sufficiently
well informed or trained in that. That they are perhaps less open to that way.

These three excerpts present two key ideas: on the one hand, the importance of promoting
empathy (‘to work from another point of view’) as a means of fighting for inclusion, and, on the
other hand, the fact that student teachers know what is right and what is wrong regarding LST.
In this sense, the student teachers seemed to be aware that there are still monolingual ideologies that circulate in the school context, such as the idea of ‘one school, one language’ and the
traditional conception that the teacher needs to understand and know everything. Although
teacher control and instigation of the exclusive use of the language of schooling is often presented as a way of avoiding different kinds of bullying, the student teachers were aware that
the solution was not to forbid the use of other languages, because it implies sending the message to plurilingual students that their home languages are not important. The third excerpt
showcases how the student teachers thought that training on these topics was needed for the
whole school, not only for teachers but also for management.
All Listiac student reflection tools proved to be efficient means for detecting what had already
been integrated in ITE and internalised by the student teachers in their perceptions regarding
LST. But the student teachers, through their reflections, portrayed that there are still many
things that need to be tackled in ITE regarding training in LST. In this sense, the data have
shown how the discourse of the ‘goodness of plurilingualism’ and the fact that it needs to be
carried out in school is generally established. However, the data also show that when student
teachers position themselves as teachers in their practices, the discourse is transformed into
feelings of being under-trained for the linguistic diversity of schools. In the following section,
we look more closely at the needs expressed by the student teachers regarding LST in their
ITE.

5.1.2

What needs to be improved to better promote LST in ITE?

The student teachers presented a clear image of what they perceived as lacking regarding
their ITE and training to become linguistically sensitive teachers in all classrooms. In our data,
we detected three main areas of need that the student teachers discussed: a lack of teaching
practice, a lack of training regarding resources and teaching strategies, and a lack of enough
cultural and linguistic knowledge for a resourceful competence in relating to diverse students
and their families.
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Lack of teaching practice in ITE
According to the student teachers, the need for more practical training was one of the needs
most prominently mentioned in the student reflections. The student teachers perceived
practice – and thus experienced it – as crucial for being able to acquire the competences
needed to become linguistically sensitive teachers. It is perhaps not a surprise, but the traditional contrast between theory and practice in ITE was also voiced by the student teachers
who participated in Listiac. The student teachers pointed out that they perceived their ITE
to be more focused on theory and less on practice when considering the topic of LST:
FinlandSW_2 I think that since we’re students, we might not have had the opportunity
to practise facing these kinds of situations with several different . . . with
students who have different backgrounds, in the field. In theory, we might
know how to handle it, but we don’t know how to handle it when we’re
actually in that situation.
According to the students, ITE should offer more practical training. Also, their teaching practice should start as early as possible in culturally and linguistically diverse environments for
them to get a taste of what working in such environments is like.
FinlandSW_2 Yeah, but there should be more teaching practicums at an earlier stage
because it gives the pupil more connections, like, to the real world in a way
that’s not . . . You get tired of theory and can’t connect it in any way when
you haven’t been able to test it out.
Their thinking leads us to assume that students are aware of the importance of LST and that
they believe they should have received more opportunities and stimulation to enact it in
practice. However, many of them restricted LST only to classes where minority or migrant
pupils were present, in short, where there was a visible need for LST, and only a few seemed
to extend its scope to all, including majority pupils.
Slovenia_2

We don’t have a lot of experience with such pupils; at least, during our studies, we didn’t have, unless you happened to meet some during practice, so
basically, we don’t have any experience to be able to say that we’ve worked
for one week with non-native pupils.

Belgium_2

What I was going to say is that I think for everyone – I may be wrong – but I
haven’t yet seen many possibilities for practical training or anything to apply
that. Partly because as a student teacher, in school experience, you only
have a week to start something. It’s a process, isn’t it? I think it will rather be
up to us to deal with it in the future.

Portugal_S

Initially, it is difficult, but in the long term, it is possible.

SpainCA_2

I also wrote that I don’t have experience, but I think that we don’t have
resources or materials and, now that I think about it, I would also add as a
weakness that at university, they give us some ideas and some things, but
once we start working as teachers, we will have very little experience, and we
will be very young. And maybe we’ll try this thing, which has been really well
done, but when we actually try it, we see that there are several mistakes, or
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that we really cannot do it because, apart from other difficulties, I think that
being this young and finishing – and basically finishing our degree next year –
it takes a lot of effort to take this all in.
As we can observe in the previous excerpts, ITE had basically offered the student teachers
ideas and theory but did not give them experience or the possibility of trying it out in practice.
The contrast between theory (what the university offers them during training) and practice
(what will be done when they are in schools) is prominent and relevant for understanding the
situation of LST in ITE. In the next section, we focus on another aspect that the student teachers understood as a reason for their being underprepared for LST.

Lack of training regarding resources and teaching strategies
A second need that the student teachers presented is related to existing (teaching) resources
and the training regarding these resources. ‘Resources’ is a very open term, and it can mean
anything from useful or valuable possessions or a quality that a person or an organisation
has to something more specific, such as teaching resources that are designed to help facilitate learning and knowledge acquisition. The student teachers referred to both the lack of
resources in the form of human resources, time, and money, as well as to the lack of tools and
materials to carry out LST in their classrooms. This experienced lack derived from ITE institutions and schools as well as from the need for ministries (or other stakeholders) to provide the
required resources.
FinlandSW_2 I don’t know if that belongs to weaknesses. Perhaps. But in the conclusion [of
the document], it is shown that resources are lacking, that it has been established that handling bi- and multilingualism requires more resources, and they
do not exist.
Slovenia_1

I agree with you. I think that in the first place, people should be more open,
and I think that, for example, teachers might be willing to do this, but I think
that they need a well-prepared and structured plan because I think that if
every teacher did this on their own, this could be quite difficult, and it would
actually be a waste of time. So, I don’t know if there already is such a plan,
but I think that if – I don’t know. . . some, the ministry or, I don’t know who’s
responsible for this – if some people created, as I’ve said, a structured and
well-prepared plan for LST, this could be possible, and also, I think that, yeah,
that teacher would need guidance because nobody on their own could make
this happen.

SpainCA_2

I totally think that those schools should be present at university because obviously, the theory is important, and we must have some references and know
where all this comes from and such, but I think it is very important that active
teachers teach how they do their things and what resources they use.

SpainBA_S

I do not think that I or my classmates have had any experience related to linguistically sensitive teaching.

The excerpts above illustrate how, despite the very positive sentiments regarding plurilingualism and diversity of cultures in general, the student teachers tended to problematise the fact
that if other relevant stakeholders (ITE, policymakers, those who make decisions regarding
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education funding) did not provide them with the means to succeed in LST, the task became
difficult. As the Slovenian student teacher, quoted above, stated, ‘If every teacher did this on
their own, this could be quite difficult, and it would actually be a waste of time’. This leads to
the importance of reflecting upon an abstract question of beliefs on the role of and possibilities for individual teachers to effect change in educational practices. The excerpt below illustrates a more critical statement regarding these types of arguments about the lack of teaching
resources by another student. The student believed that the issue should not be an ‘excuse’ for
teachers to give up on using LST, as it is ultimately the teacher’s job to assume responsibility
and create appropriate materials when needed.
SpainCA_2

Yes, I mean, I suppose that when you find yourself in that situation, you have
two options. You can say, ‘I don’t have the tools, so it’s not my business’, and
you just leave it. Or you can say, ‘I do not have resources, but as a teacher, I
have a responsibility, and it is to behave as such, so I’ll look for resources or
I’ll create them’. It can either turn out great or not so much because nobody is
helping you. But you must try.

The student teachers expressed having difficulties in handling teaching strategies that would
enable them to overcome some of the obstacles they detected in diverse classrooms and that
would allow them to utilise the potential of linguistic and cultural diversity. One of the most
frequently mentioned issues was the language barrier that student teachers encountered,
especially when the languages present in the classroom were very distinct or there was no
language to mediate the communication, such as English – as they suggested. Another set of
difficulties involved strategies for how to use the linguistic and cultural potential in non-language subjects, such as biology, music, and so forth.
SpainCA_2

But then, once they get back to the class, how do you incorporate someone
whose language roots are so different?

FinlandSW_3 Yeah, I think maybe that teachers find it tough to use their energy to . . . maybe
if there are students with a different mother tongue than they are used to,
that it takes a lot of time, surely. And some things might need to be explained
more thoroughly and gone through. And if the teacher isn’t, for example, so
good at, let’s say, English, and has to speak partly in English with someone,
then maybe they find it tough and start avoiding the situation, in a sense.
FinlandFI_1

And it was quite hard, then, when you realised that there was not really a
shared language, that they could not speak English at all, or very poorly, and
also how do you explain, for example, in history [class] what a sailing boat
is, when you can’t say it in English, and I can’t speak Turkish? So, how do you
kind of find that shared language, then, to teach these things so that is it then
enjoyable?

Slovenia_2

I put down, how do you even work with such children? And when we’re
scared, how do we find help? I don’t know, maybe, how can you even tackle
the problem of not understanding their language? I mean, it’s a big burden for
us as well, or, I mean, it’s hard for us not to understand.

In these excerpts, not sharing the same language or variety with the students in the classroom is shown to be a preoccupation of the student teachers. As we can observe, the
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student teachers understood not sharing the language as a problem of communication and
of teaching, and it was even a source of fear for them. According to them, the shared language nowadays was not identified as the local language or the official language of the
school; it was English. Furthermore, the students wondered how to juggle the myriad of
languages and language varieties in the classroom without confusing the pupils and accidentally undermining the importance of some languages.
SpainCA_2

I think that the difficulty is finding a balance between learning a language,
and also, another one, making them comparable and giving them the same
importance because nowadays, there are a lot of kids who speak Amazigh,
and we don’t give the space we might have to give them. But then, of course,
we aren’t trained in this aspect. So I think that is the dilemma of it all.

Belgium_2

In my practical training, there was a Spanish boy, and I talked to him once
during playtime. And he said that when he went to Spain, he couldn’t really
join in the conversation either, because his Spanish wasn’t good enough.
But when he was here in Belgium, he couldn’t join in the conversation
because his Dutch wasn’t good enough. He fell between the two everywhere, he said.

SpainBA_S

Often, they despise Basque, giving more importance to Spanish.

SpainCA_2

I remember we also talked about the difficulty that we sometimes find in
wanting to include many languages and maybe offering this plurilingual education, but at the same time, how to teach Catalan and those families that may
not be Catalan speakers in school so that they can find a space to learn the
language.

Belgium_2

That’s right. Parents who really want their children to speak Dutch as quickly
and as fluently as possible will often be negative about their own home language, in that case.
But I’m thinking about society, as well. If you look at it a bit politically, there are perhaps a lot of people who will accept that we involve other
cultures in the school. And there are a lot who are like, ‘That is our culture,
and it should stay like that’. That may also be a threat.

SpainBA_S

In the project for the use of Basque, many parents took part, and a lot of them
improved their level of Basque.

Critical reflection on the languages in the schools was promoted in the student reflections.
In this sense, although the reflection started among the student teachers, it shows that they
mostly presented doubts on how to find an equilibrium that was both fair and would prepare
the pupils for the 21st century. In many of our studied contexts, the language of schooling itself
is a minority position and may need conscious support and effort. This adds to the challenges
student teachers experience. Most of the students agreed that linguistic and cultural diversity
should be acknowledged and valued as an important pedagogical resource. However, from the
examples above, we can see that the student teachers also acknowledged the needs of the child
to learn the language of schooling well enough to be able to fully participate not only in learning
but also in social interactions between peers. They also acknowledged the needs and wishes
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of families and guardians, which may either differ from the suggested policies or introduce
another layer of actors. This means that while the student teachers believed that supporting
diversity was important, it was also important to use it with some forethought. In the excerpts,
they can be seen wondering how to find the proper balance in their teaching practice.
FinlandSW_2 I think, we have talked about language families and stuff, but I think, I have also
thought a lot about that thing, that it can be uncomfortable for some if you bring up the fact
that ‘you have a different home language’ too often.
The excerpt above highlights how focusing too much on the aspect of diversity without necessary consideration could have the opposite effect to the one intended; instead of bringing
minority pupils closer, it could make them uncomfortable, according to the students. The idea
of embracing linguistic and cultural diversity should not be placed on the shoulders of the individual child.

Lack of cultural and non-elite language knowledge for dealing with ‘otherness’
The third lack and, as such, need for improvement within ITE that the student teachers
presented during the reflections was connected to a lack of non-elite language and cultural
knowledge and/or experience. They recognised the difficulty of relating to diverse pupils
when they themselves had had little contact with diversity and had always represented the
majority group.
Portugal_S

[How do you] communicate with foreign children who haven’t mastered
either English or Portuguese?

FinlandSW_2 Especially, if you think about Finland Swedish schools, all teachers might be
like us. You can quite quickly see what race we are – we’re all white, come
from certain places. Or somehow, we don’t even have experience, or, I don’t
know, do you have experience of multiculturalism or something that you could
relate to for real?
FinlandSW_3 ‘Write things that we are afraid of and need help to tackle’ – that is just
that we get uncomfortable when something differs from what we are used
to, when there are other cultures that behave differently, that have other
norms, and so on. We feel uncomfortable, so we maybe get a little scared of
the situation.
As we can observe, this lack elicited negative feelings in the student teachers because not
knowing how to handle the situation was scary for them. Their perceived lack of knowledge
made them insecure and uncomfortable around diverse pupils because they did not know
how they would react if surprised by a certain cultural difference. Apart from this lack of
personal experience, the student teachers also pointed out the fact that their perceived lack
of cultural and linguistic awareness should push them to always inform themselves about
the linguistic and cultural background of their pupils.
FinlandSW_2 One weakness is perhaps that you don’t have much information and knowledge about a certain ethnicity or cultural minority. But there, as a teacher,
you have to familiarise yourself with it. If you know that a pupil will arrive
from another country, you have to prepare for that and find out [information]. You can’t leave that responsibility to someone else.
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All in all, the student teachers’ reflections highlighted the main elements that had been integrated regarding LST in ITE and those that still need to be tackled.
In the following figure (5.), we summarise our findings:

Globalisation
and elite
plurilingualism

Linguistic and
cultural
diversity, social
context

Support with
identifying good
resources and
teaching strategies

European and local
educational policies,
decrees and
curricula

Fear of
accidental
‘othering’

Discovering student
teacher beliefs and
consequences for ITE

Student teachers as
supporters of pro-plurilingual
policies (=teachers in theory)

Need for
practical
experiences
Support for
minoritised (local)
languages
Ability to handle and
harness non-elite
language skills

Student teachers as
implementers of pro-plurilingual
policies (=teachers in practice)

Collaborative ITE reflection on how to bridge student teachers’ positive ideas and
beliefs about plurilingualism and their feelings of gaining ability and competence
in implementing the policies in future teaching profession.

Figure 5. Findings in student reflections.

The student teachers’ reflections play a crucial role in increasing understanding and re-thinking the situation of LST in ITE in several European contexts. In the following section, we present excerpts from the teacher educator and researcher participants regarding the student
teachers’ reflections to offer a more complete view of the needs regarding LST in ITE.

5.2

Teacher educators’ and researchers’ thoughts on the student
teacher reflections

In this sub-section, we discuss how the student reflections have – as our data show – resulted
in the reflections of the teacher educator and researcher participants. Hearing the voices of
the students regarding ideas and proposals about the situation of LTS in ITE opened a space
for the teacher educators’ self-reflection and reflection on their own teaching. The excerpts
in this section represent the topics discussed in the logbooks and interviews.
SpainCA_L

The teacher trainer also participated in the discussion, and she found the session really interesting. She did send me an email to tell me so. She told me at
the end of the session that the students’ ideas made her think a lot.

As this teacher educator pointed out, the Listiac reflection tool offered a critical perspective
on several issues regarding LST. This critical perspective on reflection was positively received
by the teacher educators.
FinlandFI_L
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Of course, any kind of feedback, also the critical and constructive, is, of
course, needed to improve the courses, and also the reflective tools that
Listiac has created. But I also feel that it’s important to show the voice of
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students and that they feel that this is important for their studies. I think
that showing these voices to our teacher educators and the heads of the
department could be a nice step forward.
Apart from this positive vision of the critical and constructive feedback given by the student
teachers through their reflections, the student teachers’ voices regarding the importance
of LST and what needs to be done to improve their training were understood as crucial and
worth being transmitted to other teacher educators and to heads of departments according
to one of the logbooks:
SpainCA_L

The student reflections have helped construct a collaborative understanding
of the current situation in ITE regarding LST by incorporating student teachers’ voices in the process. In this sense, using the student reflection tools can
help with determining the starting point for LST reflection, rethinking, and
change.

A key benefit that was pointed out for the student reflection tool was the fact that it offers
student teachers an opportunity to reflect on and discuss LST and share their ideas with their
peers. As pointed out in the following excerpts, reflection on and discussion about LST – as
well as other themes – is psychologically and emotionally needed by student teachers if it is
done in a stress-free way.
FinlandSW_L I decided that it might be not suitable to record the conversation as a way of
creating a less stressful situation for the student so that they can feel free to
discuss matters that worry them. This is an important insight, as it highlights
the need to have these open discussions for the psychological and emotional
needs of the student teachers. It is not only about finding a way to talk about
linguistically sensitive teaching.
FinlandFI_L

We discussed the need for reflection as well and how useful it would be for
students to reflect together (and with a teacher) about these topics, but there
did not seem to be enough time in the timetable for this, at least not at the
moment.

Although the need for reflection and for opportunities and space for discussion was clearly
expressed by the participating teachers, teacher educators, and researchers, there seemed
to be difficulties in finding space for this activity. Apart from this difficulty, there were other
aspects that the teacher educators and researchers expressed as needs to be tackled or modified regarding LST training in ITE. Although there are naturally different needs in each of
the European contexts, we will restrict our discussion to three areas of insights in which the
teacher educators and researchers became more aware of the potential for improvement in
ITE regarding LST.
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Figure 6. Needs for LST in ITE

a)

Understanding the term LST: What is it, who is it for, and whose task is it?

Throughout the European context, a diverse set of terms to refer to LST has been used for
several years, and the terminology used today is still very varied (see Section 2). The Listiac
Project adopted the term LST to refer to a broad concept of awareness and sensibility towards
languages and education, but the term LST was not always clear for the participants in our
study. As expressed by one of the researchers, there has been ‘confusion with terminology
and the definition of LST, as well as other similar projects’ (Slovenia_L). The broad and abstract
term has not been easily understood and, as our data show, in each one of the contexts there
was a connection with other terms previously used, such as language awareness, plurilingual
education, or linguistically inclusive education. Moreover, we observed that most of the student teachers connected LST only with teaching students of migrant origin and/or with foreign language teaching.
Slovenia_L

I have noticed that most students connect LST either mainly to the teaching
of migrant students or mainly to the teaching of the subject of English. Only
a few have fully grasped that the LST concept actually covers both of these
areas and many more. And yet, few have gone beyond the understanding of
the concept and the conscious use of the concept in practice – not that they
had a lot of opportunities to do so.

It is worth noting that the student teachers, when discussing migrant-origin pupils and/or foreign
language learners in the schools, tended to contrast ‘us’ with ‘them’. As van Dijk notes (1993, 263),27
‘The justification of inequality involves two complementary strategies, namely the positive
representation of the own group, and the negative representation of the Others.’ In the data,
the action researcher reflected on the importance ‘of being there to point out’ this act of Othering and make it visible for student teachers, thus raising their awareness of it, as shown in
the following excerpt:

27 van Dijk, T. A. 1993. Principles of critical discourse analysis. Discourse & Society, 4(2), 249–283.
doi:10.1177/0957926593004002006
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FinlandFI_L

And finally, what comes to my mind from the meeting with the students is that
mostly LA [language awareness] was discussed from the viewpoint of pupils’
multilingualism (i.e. learners of Finnish as a second language) and also that
many times, these pupils were referred to as ‘them’ by some students. I feel
that it was really important to be there to point out that actually language
awareness and linguistically sensitive teaching is meant for all our students
and that we all have different language backgrounds and language repertoires
even though our mother tongue is Finnish. Also, dividing pupils into different
groups (especially ‘us’ and ‘them’) by their linguistic, cultural, or, let’s say, religious background is dangerous, even though I’m sure that the student didn’t
mean it in that way.

There is still work to be done regarding the broadening of the understanding of the term LST
not only for student teachers but also for teacher educators. Problematically, there seems to
be no shared general understanding that the task of LST includes all teachers – even teacher
educators working in higher education – and all classrooms.
FinlandFI_L

After talking with our student teachers, it is quite clear that they need help in
describing the term. Some of them already have quite a good picture of what
all can be meant under the term ‘language-aware teaching’, whereas some
answer that it has something to do with multilingualism, but they haven’t
thought about it from their perspective or as part of their future profession.
I think that the same might be said for our teachers and teacher educators.
They see the importance of language awareness and linguistically sensitive
teaching but might not see how it is connected to their expertise or their
teaching.

As we can observe, although LST has been incorporated as a part of ITE, it is not understood
as something that is included in the teacher competence of all teachers. This idea is very much
in line with the student teachers’ reflections. In the analysis, we pointed out that they incorporated LST as something very important ‘in theory’ but, at the same time, there was a gap
between the positive ideas of the theory and the challenges to its practice, which has often not
been thought to be part of their teaching task. In this sense, and as we have already pointed
out, there needs to be some re-thinking regarding LST in ITE and the understanding of LST as
part of teacher competence.
In line with what we have observed in relation to the student teachers’ reflections, the teacher
educators and researchers also acknowledged that the experienced gap between the theoretical understanding of LST and teaching in a linguistically sensitive manner in practice could
be better bridged in education so that the theoretical understanding would be followed by
practical training in classrooms.
Slovenia_L

All students expressed the need for an opportunity to have practical hands-on
use of LST. It is something I believe we should definitely pursue in the future
as part of a student practicum.

Slovenia_L

And I agreed with the comment from one student who said, ‘We should
receive more practical advice on how to teach in a linguistically sensitive
way’. I believe this should be the follow-up to the reflection group activity –
practising LST in class.
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Therefore, improving the practical training regarding LST and/or helping student teachers
connect the more theoretical training and ideas with what could be done in practice is a way
to promote LST through ITE.
b)

Training in critical sociolinguistics

While the data show that many positive values connected to plurilingualism and cultural diversity have been internalised in student teacher beliefs within ITE, a closer
look at some of these beliefs may result in more critical reflection. We frame those
aspects here in a common field – sociolinguistics (or even critical sociolinguistics)28
– a field that may help students understand how schools as institutions may reproduce inequality. The researchers and teacher educators became more aware of the need to add further reflection on several topics, including prejudice and racism, minority languages and sustainability, and language and identity. Although nowadays, ITE includes training for student
teachers on how to manage diversity and thus ideas on respecting languages and cultures, for
instance, our data show that more nuanced discussion is needed regarding some ideas.
SpainCA_L

After the session, I listened to the recording, and I feel this is important
because the discussion is around prejudice and racism. This is again something that student teachers talk about, and, in my opinion, this is something
that has not been solved. Actually, after the group discussion, they presented
their ideas and, when the session was over, Sofia and I talked, and we had the
same feeling that some ideas still needed some reflection.

As we can observe in this excerpt, according to a Listiac researcher and a teacher educator,
there is a need for more reflection and discussion on student teachers’ own ideas, and thus
self-reflection on prejudice and racism and their connection to language and language teaching. Moreover, we have seen throughout the Listiac data that the student teachers – and the
teacher educators – displayed that they found a certain contradiction between multilingualism and the protection of minoritised languages.
SpainCA_L

Multilingualism as a threat to the Catalan language. This is relevant in our context since there is a lot of resistance regarding plurilingual teaching/activities/
sensitivity since the Catalan language is minoritised. I think more reflection is
needed on sustainability.

In this sense, especially in contexts where there is a minoritised language, as was the case in
most of the partner countries in the project, there is still a need for more reflection regarding how to be sustainable and promote multilingualism as well as protect the minoritised language. The expressed concern regarding the minoritised languages is also related to identity
and especially the relationship between language and identity. According to our data, this is
also a crucial topic that should be presented and discussed in ITE, and it is needed to prepare
linguistically sensitive future teachers.
SpainCA_L

I think it’s interesting and much needed for teacher training, and it’s also
one of these topics that when you start thinking about it, it is never ending
because everything is connected with identity, with culture, with people’s

28 Tollefson, J.W. (2006). Critical theory in language policy. In T. Ricento (Ed.), An introduction to language policy: Theory
and method, 42–59. Blackwell.
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personal stories, with the relationships we have, with everything. And, after
all, languages are life, right?
All in all, according to the data collected within the Listiac Project, inclusion of aspects regarding critical sociolinguistics may be a natural next step to deepen the reflections on LST within
ITE. It can be a way to train and prepare critical future teachers who are able to make the necessary connection between languages and identity, ideology, and racism.
c)

Migrant-origin students’ potentiality in ITE

As has been presented in a previous section, the student teachers expressed that they felt they
lacked cultural and linguistic knowledge and that it affected their relational competence with
diverse students and their families. Although it is a relevant point to consider, it is important
to add that this was not a general idea among all the student teachers. This was the perspective of those student teachers who were of local origin, but our data show that there was also
diversity among the student teacher participants. In some contexts, there is a growing number
of migrant-origin student teachers who seem to approach diversity in a different manner. Both
the researchers and teacher educators participating in the Listiac Project became more aware
and reflected upon the different competences that this group of student teachers might have
regarding linguistically sensitive teaching. In the logbook reflection quoted below, a researcher
is recollecting a meeting with a student teacher who had experienced linguistic hardships in
the past, even within teacher education:
FinlandSW_L I did my best to convince them that they should try to examine these difficult
feelings and turn them into a strength. It sounds like a cliché when I write it
down, but this is a sincere and honest opinion. Both I and the class teacher
told them how some aspects of the teaching profession can be read from
books and learned, but some aspects of being a human in this world can only
be experienced. Being a white Finland-Swedish female with a Finnish teacher
education degree, like most of our teachers, I cannot feel the feelings and
have the experiences they have had. It is good that a teacher community has
different perspectives and experiences, which is needed in the schools. I think
they had not seen this as a potential strength that could actually be the very
reason that lands them a job in the future. I hope they do now.
As we can observe in this excerpt, both the Listiac researcher and the class teacher were
convinced that the negative experiences during the schooling of migrant-origin student teachers could be transformed into practical knowledge and know-how in their future teaching
practice. Thus, migrant-origin student teachers might have some strengths that others do not
have that even teacher educators could learn from. In fact, according to our data, experiencing
being a foreign (exchange) student might be crucial for becoming a linguistically and culturally
sensitive teacher.
Slovenia_L

The third comment made me think of the importance of mobility for our teachers. How will they ever understand the position of foreign students or even
the concept of code-switching and using plurilingual competencies if they
have never experienced it themselves? Even though our students have some
notion of these concepts from their foreign language learning, it is actually only
through complete 24/7 immersion that they could fully understand it.
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This final excerpt in this section highlights the importance of student teachers and teacher
educators participating in teacher exchange programmes or something similar in order to
better understand the position of students in higher education or pupils in schools not feeling perfectly secure in their language of schooling. Even a shorter visit may function as an
eye-opener.

Read more on student reflections:
Birello, M., Llompart, J., & Moore, E. (2021). Being plurilingual versus becoming a linguistically sensitive teacher: Tensions in the discourse of initial teacher education students.
International Journal of Multilingualism. https://doi.org/10.1080/14790718.2021.1900195
Llompart, J., & Moore, E. (2020). La reflexión para la didáctica lingüísticamente inclusiva.
Textos de Didáctica de la Lengua y la Literatura, 88, 55–60.
Ituiño Aguirre, L., van der Worp, K., Saragueta, E., Galdos, O., & Gaspar, A. (2021). Linguistically sensitive teaching in a multilingual context: Perceptions of pre-service teachers of the Basque autonomous community. Sustainable Multilingualism, 18, 45–70. https://
doi.org/10.2478/sm-2021-0003
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6

REFLECTIONS ON USING THE OBSERVATION
GUIDE

In this section, we look more closely at the data that were collected by means of the Listiac
observation guide. The guide was tested not only with student teachers but also with
researchers and in-service teachers. So, it includes the perspectives, feelings, thoughts, and
experiences of different stakeholders, both in ITE and in the various school communities.
The observations and ideas of how to improve practices are presented here in four sections, following the topics given on the guide: 1) languages in the whole school, 2) building
good relations and supporting well-being, 3) linguistically sensitive interaction in school language/s, and 4) encouraging the use of various languages.

6.1

Languages in the whole school

Multilingualism is inevitably present in our schools, and in many educational contexts,
minority and majority languages – both the standard variety and dialects – coexist. In addition, the number of pupils who speak a different language from the language of instruction
has grown progressively bigger. So, the schools reflect the languages that surround us and
reflect our societies with their increasingly latent multilingualism. In this context, a Finland
Swedish student teacher explained that not only Swedish but also Finnish, English, Arabic,
and Turkish could be heard while walking about the corridors. The same variety of languages
could also be seen on posters, signs, menus, or machines around the place. Regarding the
use of the regional languages, in both Catalonia and the Basque Autonomous Community,
Catalan and Basque, respectively, were the predominant languages of the school, which
showed the intention to promote their use.
However, it seems that due to the great linguistic diversity we encounter nowadays, the presence of more than one language inside the classroom is sometimes seen as detrimental for
the acquisition of a new language; thus, in some of the observed schools, a one-languageonly policy was highlighted. For instance, in Lithuania, only Lithuanian is used on billboards
and in workbooks, which led the observer to think that a migrant pupil would probably not
feel comfortable at all. Therefore, although multilingualism is increasingly present and there
are schools that attempt to address it in an inclusive way, there are still educational contexts
where only one language has its place in a particular area or at a particular time.
It is worth mentioning the usefulness of multilingual signage to encourage a respectful and
inclusive learning atmosphere. As a participant in Lithuania highlighted, it could encourage
multilingualism, as well as make pupils’ families feel welcomed and accepted in the school community. Apart from the signage, a student teacher in Slovenia mentioned a variety of ways to
include and make visible all the languages that are present in a school, for example, organising
a movie afternoon that encompasses different languages from around the world. So, in general, it can be said that the participants who completed the observation guide were conscious
of the necessity to include all the surrounding languages to create a meaningful and respectful
learning atmosphere.
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6.2

Building good relations and supporting well-being

Establishing good relationships between families and schools to support the well-being of
the pupils was acknowledged as important. The French teachers were aware, however, of
the difficulties of working with families, since not all of them were as involved as others and
there were different situations that might not be favourable for working with them. However, good examples of involving families included bringing them to school to take part in
different activities, as was seen in the French and Portuguese data, or organising activities
outside the classroom, such as a trip to the museum where the home languages and the
families of the pupils were key, as the French observations proposed.
Promoting a flexible and inclusive use of languages has an impact on pupils’ well-being and
overall development. In general terms, all the partners agreed that putting LST into practice
could make pupils feel comfortable and at ease during lessons, and moreover, it could help
build good relationships in the whole school community (pupil-pupil, teacher-pupil, teacher-families, etc.). As some of the student teachers in Slovenia mentioned, LST provides an
enriching opportunity to work on values and against any kind of discrimination.
Pupils’ first languages were also mentioned on many occasions, with the participants arguing
that taking advantage of their native languages has endless educational benefits. For instance,
in Barcelona, pupils were encouraged to express themselves in their first language, which led
to strengthening their feeling of security. In Lithuania, using pupils’ whole linguistic repertoire
was defended because it ‘helps the most vulnerable children to feel encouraged’ and has a
positive impact on their self-esteem.
Apart from that, it is worth mentioning that languages help in the representation of emotions, and so, reflecting on and thinking about emotions or feelings also benefit pupils’ general well-being and their learning process. In this vein, a teacher student (FinlandSW) doing a
practicum highlighted a lesson in which pupils were encouraged to talk about and reflect on
feelings, their importance, and the options to show and share them. Student teachers in Belgium also noted the importance of having opportunities to learn about and express feelings.
They suggested providing pupils with a ‘feeling mat’ that would help the pupils indicate their
feelings in the morning. This suggestion was provided in connection with observing a child who
could not always express feelings due to a lack of language skills in the instructional language.
Finally, researchers from Spain mentioned that the language the teacher used influenced
pupils’ behaviours, so when the teacher was more emphatic or he/she spoke clearly, the learning atmosphere was more harmonious. In sum, all the participating partners understood the
clear relationship between inclusive language use in the classroom and pupils’ general well-being, as well as the opportunity it created to establish good relationships among school community members.

6.3

Linguistically sensitive classroom interaction in school
language(s)

The idea of LST is to provide an inclusive response to the increasingly multilingual situation
in our schools, and so LST practices consider every pupil and their linguistic repertoires.
An important part of this linguistic repertoire is to find ways to support the learning of the
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school’s instructional language(s) so that all pupils have opportunities to succeed in education. The filled-in observation guides indicated that sometimes the importance of supporting even the scaffolding and learning of the school instructional language(s) was not
highlighted. For instance, one student teacher in Spain concluded that there was a rooted
but mistaken idea that only migrant pupils needed linguistic adaptations, while the needs of
the rest of the pupils were set aside. On the contrary, the student teachers who participated
in Slovenia upheld the concept that LST was beneficial for all pupils. On the one hand, it
was important for those who had a different mother tongue to learn Slovenian, but on the
other hand, it not only offered a magnificent opportunity to work on values (equity, respect,
empathy, etc.) but also broadened pupils’ linguistic repertoire, and they ‘learned for life’. That
perspective involved all pupils and extended to the whole school community and real life.
Moreover, participants reflected on the role of linguistically sensitive teachers and thought
about the support and assistance that teachers could offer. Participants in Belgium, Spain,
and Slovenia maintained that the greatest difficulty pupils had to face was closely related to
their language level, not the content itself. In fact, a lack of proficiency in the language could
lead to struggles with learning activities. For example, an observer in Belgium noticed how a
non-Dutch-speaking learner often waited until everyone else was doing something and then
followed along.
As the observation guide encouraged providing ideas on how to improve current practices,
several ways in which the teacher could help pupils in their learning process were suggested,
such as speech modification (using repetitions and speaking slowly), body gestures, facial
expressions, or visuals (blackboard or pictures). In the same way, translations were commonly
mentioned; whenever something is not clearly understood in the language of instruction,
teachers should take advantage of pupils’ stronger languages. For example, in France, the
teachers, with the help of the pupils and sometimes the families, tried to translate into the
first languages of the pupils. In addition, a student teacher in Slovenia explained that teachers
should have a positive attitude towards errors, showing that teachers can also make mistakes
and that it is completely normal during the learning process.

6.4

Encouraging the use of various languages

Even if, in general terms, participants defended the idea that LST and the use of various
languages in the classroom could favour pupils’ well-being, group cohesion, and the learning
process, in some of the observations, the participants noted and problematised the power
balance between minoritised and majority languages, which caused a policy of trying to
exclude the excessive use of majority languages at schools. For instance, a student teacher
(FinlandSW) mentioned a poster with the following message: ‘We speak Swedish, and only
speak Finnish only during Finnish lessons.’ That idea encourages the use of the school language, which in this school was the lesser spoken societal language, during the lesson. Likewise, the same was observed in Spain, where the use of Basque was promoted in a ‘Basque
only’ policy to ensure the use of the minority language, which is not used outside the school
by most students since they switch to Spanish. In addition, the participants in different contexts were able to identify moments in which various languages were used, such as bilingual
worksheets to ensure pupils’ comprehension, materials in a language that was different to
the language of instruction, stories, or songs to introduce and include a variety of languages,
and so forth.
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In relation to the previous idea, many plurilingual moments, both pedagogical and spontaneous, were specified in the observation guides. Overall, the pedagogical use of multiple languages was used to clarify words or concepts that were not clearly understood by the pupils
as well as to give plurilingual pupils the chance to respond and participate during lessons no
matter what language they used. In addition, spontaneous use of multiple languages could be
seen whenever pupils interacted with each other during breaks or group work. The researchers conducting observations in Spain noticed that in-service teachers sometimes switched
from Basque (the minority language) to Spanish (the majority language) when they felt angry.
Somehow, using the majority language seemed to give the teachers more authority.
The use of more than one language in a classroom was sometimes problematised. Firstyear student teachers in Finland, discussing the categories in the observation guide (without using it for observation), reflected on whether the pupils might get confused if many
languages were used or whether it would be more difficult for them to understand a task.
However, LST good practices were also the focus of the participants. In this vein, it was
mentioned that pupils whose mother tongue was different from the language of instruction could take the role of teachers on some occasions. For example, a student teacher in
Finland explained the intervention of a pupil whose mother tongue was Arabic, who asked
the teacher permission to teach the Arabic alphabet to some classmates during break. Due
to the teachers’ positive reaction, more pupils gathered around and discussed the alphabet
with both the teacher and the pupil who taught Arabic. Participants in Spain and Slovenia
highlighted the participation of a native speaker in the classroom, who could favour the
acquisition of the target language and, at the same time, increase pupils’ motivation towards
learning the language. Finally, participants from different contexts suggested celebrating
‘National Language Day’, ‘Culture Day’ or ‘Germany Day’ (with ‘Germany’ being exchanged
with different languages and countries). Even if different names emerged, the main purpose
was to have a respectful attitude towards diversity, to discover other languages and realities,
and to promote inclusion.
In this sense, participants who completed the observations also mentioned a high number
of situations in which pupils’ language awareness was developed; that is, their ability to analyse language as an object increased. In Lithuania, for instance, in-service teachers encouraged comparisons between pupils’ native languages and the target language. In the same way,
in-service teachers in different countries tried to explain the origin of a word to explain its
meaning. In Spain, a teacher explained that sábado was related to ‘sabbath’, and, at the same
time, she/he included the Arabic pupils’ culture and language. Therefore, teachers had a significant role in developing LST good practices. Along these lines, participants in Spain and Slovenia defended the idea that teachers are overwhelmed and stressed, and that is why they
do not prepare many activities in which LST is put into practice. Finally, it is worth mentioning
that all partners agreed that in-service teachers need more information and training in LST
and how to encourage the use of various languages in the classroom.
All the above observations provide meaningful insights into LST and the way in which languages are included and used both inside and outside the classroom in different contexts.
Observation guides proved to be useful for gathering the educational professionals’ experiences, thoughts, and beliefs about the most appropriate approach to languages in order to
benefit pupils’ general well-being, language acquisition processes, and educational development. In some contexts, such as in Finland, the student teachers met after their practicums
and shared their findings in small groups. This sharing of findings was appreciated greatly by
the students, as they received plenty of practical ideas for promoting LST in their future profession.
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Read more on using observation guides as part of a student teacher practicum:
Bergroth, M. & Haagensen, J. (2020). Relationships and linguistically sensitive teaching:
Developing teacher practicum at Åbo Akademi University. Kieli, koulutus ja yhteiskunta,
11(3). Available: https://www.kieliverkosto.fi/fi/journals/kieli-koulutus-ja-yhteiskunta-toukokuu-2020/relationships-and-linguistically-sensitive-teaching-developing-teacher-practicum-at-abo-akademi-university
Haagensen, J. (2020). Lärarstuderandes förståelse av språklig mångfald som en del av
den relationella kompetensen. In H. Hirsto, M. Enell-Nilsson, H. Kauppinen-Räisänen,
& N. Keng (Eds.), Työelämän viestintä III, Arbetslivskommunikation III, Workplace Communication III, Kommunikation im Berufsleben III. VAKKI Symposium XL 6.–7.2.2020,
100–113. VAKKI Publications 12. Available at https://vakki.net/index.php/2020/12/31/
workplace-communication-iii/
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7

EDUCATION PROFESSIONALS REFLECTING ON
LST

In this section, we turn our attention back to ITE as an important factor in supporting current and future teachers in mainstreaming multilingual pedagogies and LST. The professionals reflecting on LST using the Listiac staff reflection tool represented a wide range of
professional roles, including teacher educators, in-service teachers, ITE administrators, and
school principals. Due to the variety of the backgrounds of the participants, the focus and
topics of the conversations varied greatly. This showcases the complexity of teacher education and provides a good starting point for discussion.
The examples and points made in the reflective conversations took place in classrooms and
corridors of primary education school buildings. Sometimes at a stage when practical training for the teaching profession took place – that is, during the supervision and tutoring of a
teaching practicum – the reflections also referred to classrooms and corridors of ITE institutions. Cooperation between schools and ITE institutions was visible, but internal thresholds for cooperation were also discussed and problematised in the data. The educational professionals participating in the reflective discussions altered between their multiple roles and
took different positions in their argumentation. This means that they could refer to their own
experiences of teaching and teaching education as a student teacher or to their time as newly
qualified teachers. Experiences as teacher or teacher educator were highly personal, and thus
the discussions often referred to a wide range of emotions. In the following sections, we discuss four major themes that emerged from the data: 1) awareness and sensitivity towards all
languages; 2) going beyond languages without forgetting languages; 3) power and relations
between stakeholders; and 4) the roles of research, policymakers, and politics.

7.1

Awareness of all languages

Sometimes, a simplified view of the linguistic diversity in an educational context is needed,
and in the reflections, this was seen even in super-diverse urban contexts where a multitude of languages were present in everyday practices. Simplification may be needed to
handle the different languages in an efficient way. This happens in a situation when there is
seemingly only one majority language, and all other languages and language variations are
labelled ‘minority languages’. When talking with teacher educators in the European context,
it quickly became visible that while this type of simple labelling may be practical for various
reasons, it tends to keep the deeper level of language orientations hidden. To unravel the
complicated linguistic spaces and landscapes in education, we will start by discussing some
topics about languages in local European societies before discussing the languages of and
present in education in those contexts. Finally, we will discuss how teacher educators feel
about the role of English in teacher education institutes and schools.

7.1.1

Living with local and global languages

A local society may include different official and unofficial languages, such as the two national
languages in Finland and Catalonia, dialects in Finland Swedish and Dutch, regional languages,
and languages of the neighbouring countries. In some cases, the issue is not only comparing
languages with legislative status with each other, but rather acknowledging the relative sizes
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of the language groups, as is the case with Slovenian, with only two million speakers, or with
Lithuanian, with about three million speakers:
Slovenia_D

That’s probably what we’ve actually said – at least I have – that we’re small
and afraid for our language and clinging to it more than we would in any other
space, say. This is certainly one of these obstacles.

Lithuania_D

I know our language, hmm, commission and all the . . . I don’t know how to
say it. It’s like . . . They’re saving so much. But it closes off other languages.
Yes, I know. But it’s like, it’s like, this is the policy we are talking about actually.
So, we . . . they see it as . . . a danger to our language. So, they keep trying to
save it.

In the following two excerpts, the teachers and teacher educators in Swedish-medium
teacher education in Finland problematise the linguistic diversity from the minority viewpoint and echo the word choices of ‘being afraid’ from the Slovenian example and ‘trying to
save’ from the Lithuanian example above. In the first example, the fear of losing one’s own
language is described with words such as ‘need to fight for’, ‘end up defending’ and ‘fear of
majority language taking over’. In the second example, the choice of words is very similar:
‘afraid to lose our language’, ‘guard’ and ‘afraid to do something wrong’. In both examples,
the teachers discuss their own experiences and position themselves as advocates for the
minority language. They describe situations in which they as minority speakers felt that they
needed to take a stance for the survival of the minority language by explaining to guardians
why Swedish should be used in Swedish-medium schools and making linguistic choices in
their own private lives.
FinlandSW_D We are also in a quite different position here than an English-speaking
teacher in Great Britain because we need to fight for our mother tongue. It
kind of characterises that we end up defending our mother tongue . . . Fear.
That there is, like, another culture that is taking over. I mean if you compare it
with a majority language. . . . Our mother tongue is the minority language.
FinlandSW_D What do you think, are there any specific obstacles that Swedish-speaking
Finns have because we ourselves are a minority, and we are so afraid to lose
our language somehow, and we guard the language so, so we are afraid to do
something wrong?
Yes, we guard it so that it kind of gets in the way for us.
And that also. When I go to the shops, I would like to use Finnish because it is
so seldom that I get to use it, and I do that, but it becomes, like, ‘Yes, I should
use Swedish instead’. You know, one stands there all the time (shows with
hands how he/she has to weigh things against each other). The same goes for
dialects.
The latter example ends with the teacher educators reflecting on the language choices
between using their second language, Finnish, to train their own language skills, but also
between using dialects and the minority language. One must always make choices between
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the languages. The use of dialects was also reflected in the Flemish data:
Belgium_D		
I also think it is important to include something about the student’s or learner’s language in your response. It can be about the use of dialect words or by
using dialect words yourself. That injects a certain type of dynamism into your
communication with the group.
In some cases, the majority language role was given to English. Teacher educators discussed
the cases of languages in the region, often in relation to English. These types of discourses are
visible in the following examples from Slovenia, Catalonia, and Finland:
Slovenia_D

There are many other languages in Europe, and Europe should set an example for language equality. Here are German, French, Italian . . . We put a lot of
emphasis on English, but here we live close to Italy, and we don’t know that
language well enough at all, and so on.

Slovenia_D

We have some subjects that can be taught by lecturers from Zagreb or from
Croatia. And the students were basically very reluctant to listen to the lecture
in Croatian.

SpainCA_D

What I feel is missing from the policies is a bit more emphasis on the languages of the students, and basically on society’s multilingualism. I feel like
we’re stuck in the curriculum, right? Making flexible spaces, so all languages
are in all contents. And in the end, that translates into English, too, right?

FinlandSW_D In these Nordic situations, I’m sad that everyone starts by using English, even
though it’s another Scandinavian language, so that one understands it faster.
But show a bit of resistance, listen, and you will understand.
In the Slovenian examples, the official languages of the countries that are situated geographically close are discussed. In the first quote, the teacher educators express their frustration
about the role of English, a topic that was reflected on in most of the staff reflection discussions. The teacher educator calls for a European vision for language equality and promotes,
for example, the use of Italian, as it is used in the neighbouring country. In another Slovenian
group, the educators discussed the flexibility and attitudes of the students, sharing experiences of students being reluctant to listen to lectures in Croatian. As seen in the second example, the educator suspects that the resistance would not be the same if the language in question were English. In a similar manner, the teacher educators in Finland expressed sadness that
although the Scandinavian languages (Swedish, Norwegian, and Danish) are mutually understandable, albeit with some effort in the beginning, it has become all too common to switch to
English, rather than trying to ‘show resistance’ to the ease of using English.
Naturally, English was not only discussed as a threat or as taking too much space in teacher
education or society in general. In the Slovenian group, a teacher educator pointed out the
extended learning opportunities provided for student teachers if they learned the necessary
terminology, even in English. This would help the students become future global citizens:
Slovenia_D
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In the context of educating future teachers, I also suggest to students that,
given today’s information age, it seems to me that if we as teachers do not
help to establish basic terminology, also in English, we do not allow them to
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draw from a broader knowledge base, in fact . . . but we cannot say that it
is part of the curriculum and that we require it for assessment, because, of
course, we should not. But in the sense of . . . to present this as a broadening
of the horizon or the range of the students, and how they will function in the
future as people, as citizens, so that they can cover a wider area, and not only
in a small Slovenian language area.
Taken together, teacher educators and in-service teachers showed a clear understanding of
the various societal needs for various languages, and they also discussed in depth which languages should be visible in European ITE. The need to be aware of local and regional languages,
as well as English as a lingua franca, was discussed.

7.1.2

Seeing student teachers as plurilingual speakers and as future
teachers of subject-specific language

The examples given above about languages in society show the multitude of beliefs and needs
for different languages in a more general, abstract perspective. Similar to the student teachers discussed in Section 5, the teacher educators expressed a generally positive attitude to
plurilingualism, and they gave examples of how they allowed various languages to be visible in
their courses. This is especially true if it concerns the affective side of plurilingualism or a way
to enrich the learning process and provide multilingual opportunities, such as in the following
examples:
Slovenia_D

We now combine subjects—these international ones, plus ours . . . It turned
out great. Well, I had inside, I don’t know, Spaniards, Slovaks, Taiwanese, etc.,
and we’re in different . . . One creativity course I was running in different languages. I kind of fitted them inside, with the intention not only for them to
understand what I was saying, but also for their critical thinking, which they
indirectly developed, to somehow also help with creativity in that area of our
domain. It was a wonderful combination, ours plus international. Namely,
when we talk about empathising with these groups, we rarely ask ourselves
what, say, they expect from us. It’s this so-called emotional divorce, right? In
this case. We see what and how they do, and we want to do something, but if
we ask ourselves what they expect from us, it is (a step) further, right?

France

I like the term enriching because enriching means that the other brings . . . I
love this idea that, it was at a time when we had been offered to make a dissertation to “the students who raise us” (laughs) I find it awesome! It’s not me
who came up with it, it was the subject, but it says exactly that we also learn
from our students or our pupils . . . and especially in relation to this, with this
topic of languages . . . it is an enrichment.

However, in a similar manner, the Slovenian teacher educator called for critically examining
what the students could offer to ITE. The question of what ITE can offer students with
various linguistic backgrounds should be raised. Teacher educator voices were generally
positive, allowing for and appreciating the use of diverse languages for affective and enriching reasons, as it promotes students’ well-being and sense of belonging and acceptance. In
most of the cases, it was the international students who were mentioned as bringing in multiple languages and cultures to teacher education institutes. In the following example from
Finland, the teacher educators are problematising the lack of mainstream student teachers
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who themselves would have diverse cultural backgrounds. One of the teacher educators
is confident that the number of students with diverse backgrounds will increase, while the
other concludes that it is not happening fast enough, as they are already needed in schools:
FinlandSW_D We need to have more students with diverse cultural backgrounds.
But there will be more and more who will come.
Yes, but it is already needed now.
The two examples from the Catalonian data raise the possibility of also adding diversity
through educators and not only through students. In the first example, teacher educators suggest acknowledging and utilising the experiences of those teacher educators who have moved
from other countries. In the following example, the same group of teacher educators discusses
the obstacles that may be experienced if ITE institutes try to recruit teacher educators from
other countries:
SpainCA_D

Not only are we teacher trainers and language teachers, but some of us also
come from other countries, so we’ve experienced the migration process.
Maybe not in the same way as the children in schools, but we’ve lived through
the mobility and immersion process.

SpainCA_D

The department is sensitive. They are doing things, but it’s like they’re limited
because of the law.

The teacher educators demonstrated a positive view of students as plurilingual speakers,
and they also expressed a positive attitude towards supporting diverse linguistic and cultural backgrounds within ITE. When they focused on the students’ professional identity as
future teachers, the view faced more challenges. This was due to the linguistic dimension, the
demands of the school subjects, and the content-specific language needed in different school
subjects. This is shown in the following example from the Slovenian data. The teacher educators reflected on their own role in teaching not only the subjects at hand, which, in this case,
were chemistry and mathematics, but also on the language related to the subject and how to
communicate about the subject with pupils in schools. They problematised the potential clash
in meeting and allowing the languages of the student as a person and teaching and educating a
future subject teacher responsible for teaching language related to the subject:
Slovenia_D

I am very open and allow students to speak in any way as long as what they
say is correct. At the same time, if I were to say that terminology matters now,
it would be in connection with chemical language. I think it is right that we do
not give in – the snow does not dissolve but melts! (laughs) . . . It is right that
we are open, but at the same time, there are limits on where to go. And it is
still necessary to educate using some professional terminology.

In this example, the Slovenian teacher educator talks in terms of being ‘open’ and ‘allowing’,
so that students can express themselves as they want so long as the content of what they
are saying is correct. However, as future teachers, the students need to learn to use correct
terminology and act as role models for the subject-specific ways of expressing meaning. The
teacher educator sees it as the task of teacher educators to ‘raise awareness with students’
about the subject-specific language. The teacher educator continued the discussion by giving
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an example of a former student with a migration background who had kept using or mixing in
their own language when giving presentations, to the degree that it was hard to say that the
main language used was Slovene. This included even the subject-specific terminology that the
student was expected to use in presentations. The teacher educator concluded that this kind
of linguistic behaviour was met positively by the teacher educators during the first and second
year of studies, but during the third year, the focus of the needs and linguistic rights of the
future pupils should be foregrounded, even if it happened at the expense of the student teacher’s linguistic identity. The teacher educator stated that those who intend to teach in Slovenian
schools are expected to teach in Slovene, and students have the right to Slovene.
The following Lithuanian example shows the effort of a teacher educator to make languages a
positive resource for all students:
Lithuania_D

Whenever we discuss vocabulary items, I try to provoke students into finding
equivalent terms, especially idiomatic language, in another language, especially if English is not their first language; with foreign colleagues we often
discuss proverbs, idioms, jokes, sayings, onomatopoeic words – it’s fun and
enriches our knowledge. Sometimes, if students like it, we may spend too
much time on discussing these interesting lexical items at the expense of the
planned material in the lesson. So, I try to remember time management.

The following example comes from a discussion in which Belgian teacher educators are trying
to define what the concept LST means to them. This excerpt is a shortened version of a rather
long sequence. It takes an intriguing view of subject-specific language not only as specific
terminology or as specific ways of expressing content but also as a way of lowering anxiety
towards the subject through awareness of how the teacher communicates about the subject.
This relates to the emotional side of teaching and language use.
Belgium_D

And as a teacher, you are a role model. That also has an effect on your pupils.
And often, if you yourself don’t enjoy doing maths, you will also express that
in your language, presenting it to your pupils as harder and more serious.
A certain feeling [towards the subject] that you express in your language –
and there are also layers if we are talking about between the students and
the lecturer – but also when we reflect with the students on the assignments
given to children. I mean, your role sometimes changes.
Because it is on that meta-level.
We basically always have this kind of double role.

In this example, the teacher educators are discussing how anxiety towards learning mathematics can be worsened by the way the teacher, perhaps subconsciously, presents the topic.
The teacher educator offered the sentence ‘all rectangles are quadrilaterals, but not all quadrilaterals are rectangles’ as an example to show that sometimes these types of examples are
linguistically challenging, and the attention should be directed to the idea that is expressed
with this type of language. In other words, the teacher needs to develop the pupils’ understanding of both language and mathematics. Another teacher educator joined in and was hesitant to accept this awareness of the use of subject-specific language as linguistically sensitive
teaching, as she/he connected it more to appreciating the pupils’ own languages. However, a
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third teacher educator chimed in and pointed out the importance of noting the layers of communication when ITE is considered. In the end, they all agreed that LST in ITE should include
multiple layers, even at the so-called meta-level of linguistic sensitivity. For teacher educators,
it can mean a different thing to be a linguistically sensitive teacher than it means for teachers
in primary education, who are working with younger children. For example, an awareness that
LST cuts across all subjects was noted among primary school teachers in France, as the following example shows:
France_D

There was this whole aspect, so . . . this point interests me from a really educational point of view because it is also a field that cuts across everything, since I
can connect it to the history of languages, the writing, the link with moral and
civic teaching. So, here we are opening up the world – respect for others is –
that was really what interested me.

In Figure 7., we visualise these three various levels.

Figure 7. The three levels of the stakeholders and the two different identity roles of the
stakeholders.

The figure 7. shows three levels of teacher educator, student teacher, and pupil. All these
stakeholders are naturally speakers, and quite often plurilingual speakers themselves, as has
been described in a previous paragraph of the section. LST is often connected to this aspect
of approaching the other as a (plurilingual) speaker. The other can be a teacher educator
approaching a student teacher or student teachers approaching (or practising approaching)
pupils as plurilingual speakers in classrooms. In discourses about ‘approaching a speaker as an
individual’, generally positive, appreciative, and open attitudes were expressed. This echoes
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the student teacher views discussed in a previous section, in which they described positive
feelings of themselves as plurilingual speakers and supporters of plurilingual policies.
However, when the focus is turned to the professional identities of the stakeholders, the picture becomes much more complex. Teacher educators explained that they were expected to
act as role models for how to use correct subject-specific terminology in the school language,
being true to the ways of expressing content in a subject-specific manner, of presenting new
information, and of communicating it to help pupils acquire an understanding of the concepts
and their interconnectedness behind the subject-specific terms. Furthermore, the teacher
educators expected the student teachers to be trained in the use of language in their studies
so that they would be able to use the language and teach the content themselves in their professional lives. This requires that teacher educators approach student teachers not only as
speakers but also as future professionals tasked with supporting the learning of future pupils.
This may require placing a certain emphasis on the correct use of subject-specific language
and placing the (linguistic) needs of future pupils on the frontline, even if it may clash with the
individual linguistic needs/wishes of the student teacher.

7.1.3

Going beyond languages without forgetting languages

In addition to talking about local languages, dialects, and languages in the neighbouring countries, the teacher educators reminded each other about the fact that language is not always
and only verbal, as expressed in these two examples from Slovenia and Finland:
Slovenia_D

I’m very interested in this linguistic part of music. I like it because I saw this
part right at the beginning . . . It is an appendix in the Official Journal of the
European Union, and it says that it is about teaching non-language subjects.
And I immediately liked it very, very much because it works right and exclusively in music, and we try to put in the students’ souls that you can also correspond through non-verbal or non-linguistic communication.

FinlandSW_D It can be language in the singular or plural. I think that is very important to
point out everyone’s languages, all languages in the context you are in. Not
just verbal language but also sign language, and body language, and picture
language, and home language, and visible and invisible languages.
In these examples, the Slovenian teacher educator explains that expressing one’s identity and
being able to communicate can be expressed through the medium of music and art, bringing in
aesthetical language. The teacher educator in Finland reminds us of the fact that there are different kinds of languages, such as sign language and body language, and takes up a multimodal
communication in which pictures play a part.
Quite often, the conversation drifted from language to closely related topics of culture,
ethnicity, and nations. In fact, there was a slight resistance to accepting that LST should be
understood only in relation to languages, and a broader understanding was called for. However, often, when a wider perspective was opted for, then the linguistic perspective tended to
disappear in the reflections and become less visible. It could be argued that there is a delicate
balance between focusing only on the linguistic dimensions of diversity and not focusing on
the linguistic dimension of diversity at all.
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France_D

To be sensitive is to take into account, I think, that the one in front of you is
the audience you’re going to get and to which you have to transmit . . . I understand this too. How we understand linguistically sensitive teaching is to consider – beyond making them discover languages, different languages – is considering what they are.

Slovenia_D

Yeah, it’s not good to just look at language in a vacuum. I think we should look
at it holistically; language, ethnicity, class affiliation, what environment they
come from, right? Yes, language, if we want to do something special in that
language, but otherwise it seems to me that these things are very connected
in school and contribute to social selectivity.

FinlandSW_D I think that it can also, to some extent, be a quite narrow concept. I would
rather like to think of the type of being culturally aware. To me it becomes, in
some way, a wider concept (others agree) than language.
Yes, because you easily think with [the term] ‘linguistically sensitive’ that it is
like grammar that is going on.
SpainCA_D

I would like to say that on top of this affective dimension . . . there’s the fact
that including the languages that the children speak at home has to do with
a cognitive dimension, doesn’t it? In the end, it’s all knowledge and skills that
are left outside the class . . . Now that there’s all this talk about inclusion, we
usually picture inclusion in terms of gender or disabled people, but we don’t
think much about language diversity, do we? So maybe it should be another
dimension. When we talk about being inclusive inside the class, we must add
linguistic inclusion too.

Although we agree that language, culture, and identities are intertwined, and one should not
be discussed without the other, the question of the role of language in learning and identity
cannot be ignored. In contrasting the views found in the staff reflections with the student
reflections (discussed in Section 5), it becomes clear that the students expressed a need to
better approach and handle non-elite languages in their future classrooms.

7.2

Stakeholders and relationships

Teacher education does not happen in a vacuum, and teacher educators do not work alone,
focusing only on the teaching of their own subject. Figure 7. presents the three levels of
stakeholders impacting communicative practices in ITE. The relationships mentioned in the
discussions go beyond teacher-student relationships. In this section, we discuss some of
the challenges expressed by ITE teacher educators as they reflected on other stakeholders, namely, in-service teachers at schools (and especially teachers co-supervising teaching
practicums), parents of school children, ITE administrators and managers, and leaders at
the teacher education institute. They also mentioned working together with colleagues not
only as teachers but also as researchers and working in fields with a strong political interest
in many of the topics discussed. In these discussions, it was possible to identify a shared
characteristic, which we name ‘legitimacy’. How do teacher educators gain legitimacy to act
and be experts on LST?
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7.2.1

Preparing student teachers for communicating with parents

One of the issues student teachers felt ITE should better at supporting them in was communicating and meeting with parents (Bergroth, 2020).29 This applied not only to parents with
a shared communication language and cultural background but also to parents with diverse
cultural and linguistic backgrounds. In this section, we discuss four excerpts from the data.
The first three excerpts are from in-service teachers discussing possibilities and challenges in
everyday contacts with parents with something other than the school language as their main
language:
France_D

I think it also makes connections with the family because then they are more
comfortable to talk. They see that it is finally in the framework of the learning
that they talk of what’s happening, I guess, because I don’t necessarily . . . but
it is true that, I would imagine, that will certainly free up some things concerning their lives. Every day, they can talk about their family, and it also makes
a connection because certainly when they go home, they have to talk about
this, or be able to say what I have talked about, at home. Because we speak
Spanish, I imagine that it can really create links between the school and the
family.

FinlandSW_D But yes, it’s the same even if you are from a native home, or, shall we say, even
if you come from a monolingual home. So, there is a vast difference in what
you carry along with you as baggage and how your language is. And it’s mostly
that I think that there are not just two separate groups or a few groups that
need about the same [support]; rather, if you have 22 pupils, then you have 22
individual needs. It’s the differences that are so huge.
FinlandSW_D In this case, I’d say that with parents with other languages, communication
is maybe not as simple as it was before. If you are about to call home, how
should you phrase it so that they understand you on the telephone?
I have a mother . . . she sends my message along to someone who translates it
for her, and he writes an answer, which she then sends back to me. And you
know, there might be a lot of mistakes because it has gone through multiple
people . . . With the children, it goes well. They can, you know, speak in some
way and show, but not the parents.
In the first excerpt, a teacher explains a change in her/his practices. She/he has started to ask
the pupils about their languages and their lives outside school in general. She/he feels that
this change in her/his practice is something that she/he did not necessarily do before, and it
has now opened up better connection with the families. This is because the guardians of the
pupils now know that the teacher is interested in their family lives. The subsequent two examples are from Finland, where a group of in-service teachers are discussing both the well-being
of the pupils and their language development in general at great length. They express being
uncomfortable with singling out pupils or groups of pupils due to their linguistic or cultural
backgrounds, explaining that they would rather see each child as an individual with their own
specific needs.
29 Bergroth, M. (2020). Att kommunicera språkmedvetenhet utifrån en europeisk utbildningspolicy till blivande
klasslärare. Available at https://vakki.net/index.php/2020/12/31/workplace-communication-iii/
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Teachers discussed how it can be impossible for them to even begin to understand the possibly
traumatic experiences of the families and all the factors possibly affecting the pupils’ general
well-being (an important prerequisite for learning), such as worrying about relatives in unstable countries. They expressed the need to meet the whole child with empathy, not just assess
linguistic skills in the schooling language. However, later in the discussion, the group expressed
the need for better strategies for communicating with the parents, especially in urgent and
acute situations, where face-to-face communication was not possible. This type of basic communication could be supported in advance, trained for in ITE, and included in joint practices
by the whole school.
Teaching parental communication in ITE is not an easy task, as it is not always possible for the
student teachers to participate in and observe parental communication during their practicums. In ITE courses, training in communication can be achieved through role play, vignettes,
or recorded examples, but these are seldom enough to prepare for all the possible scenarios
that can be met in school. In the following excerpts, teacher educators discuss ways to train
future teachers to meet parents in linguistically diverse classrooms:
Belgium_D

For example, when they go to do practical training, they must write a letter
to the parents, and they have to introduce themselves. There are a lot of
students who try to do that in different languages in response to the starting
position in that class.

Finland_D

And I think that this is very important to, let’s say, a class teacher of today.
We don’t have any parental meetings at the university level, meetings with
parents . . . But we work with this question and have a common project with
[the Swedish-speaking Finnish Parents League] right now with multilingual
parents, so we are getting there.

In the second excerpt, the group is discussing the importance of building good relationships
with the families and expressing how this task can be challenging if there is no common language to build on. One teacher educator accentuates the problem that ITE does not include
parental meetings, which makes it more difficult to have hands-on practice of how to successfully manage these kinds of challenges. The teacher educator points out that this is not about
fears but rather a practical problem that needs to be solved. She/he explains that finding new
ways to cooperate with parents, for example, through parental leagues, may be a good way to
start to handle this issue and to better support future teachers to meet multilingual parents.

7.2.2

Supervising practicums: Creating relationships between supervisors
and schools

Another important relationship in teacher education is to build good and trusting relationships between teachers and the teacher educators supervising teaching practicums during
the teacher studies. In the following example, teacher educators from Belgium discuss why it
is important that supervisors/mentors in schools are also interested and invested in LST:
Belgium_D
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It can help if you – as the practical training supervisor – tell a mentor, ‘Look, I
would like to get my student to practice by drawing up their own lesson plans.
Can he diverge from the textbook from time to time, so he will learn that?’
And never have I had a mentor say, ‘No, he can’t.’ I think there is an important
role for us there – to help students and create space for experimentation – so
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they get the sense that this can be done – going for it and trying things out. I
think that the situation varies greatly. Some mentors are open to this, while
others are less so. Just as happens in teams of teacher educators compared to
the primary school. But I think that the heterogeneity or variety at both levels
is clearly familiar. But there are also mentors – if you create space for it - who
will say, ‘Alright, ok. Give it a try some time.’
As is seen in the example above, the role of LST should be discussed and shared with mentors in school, too. Otherwise, teacher training and critical thinking about these matters may
become a theoretical concept that is not really connected with classroom practices. Practicums provide good opportunities to connect practical understanding of LST to the theoretical
understanding of the concept.

7.2.3

ITE learning together in teams, doing research, and taking stances

In most of the reflective conversations among teacher educators, the word ‘research’ was
frequently referred to. Arguments and beliefs were described as motivated by research conducted by teacher educators themselves or by other researchers and indicated a strong internalisation of the idea of evidence-based pedagogy. While this type of supporting argument
seems to be typical for teacher educators and is used without anyone focusing on research,
there are also sequences where the role of research is strongly emphasised. Teacher educators need to conduct research to make the change towards LST happen. Research is the key
that legitimates the role of an expert when the teacher educators discuss these topics with
student teachers, as can be seen in the following excerpts from Spain and Belgium:
SpainCA_D

We are teacher educators, but we are also investigators, and that should be
where we first act . . . They feed into each other. What gives us legitimacy
for what we do with the students is what we do when we research . . . For
instance, the last time I was a teacher . . . I was an English teacher at a high
school, and I was pregnant, and my daughter is now 20, you know, and
what gives me legitimacy, what tells me what to change, what to do, what
road to follow, and what I want to teach the students is what I do when I do
research.

Belgium_D

But I think – if we look at multilingualism and that sort of thing – that you try
to convey to students that, of course, there are political considerations, but
there is also research that points in certain directions. And as teachers, we are
always responsible for doing something to cooperate and to create the best
possible circumstances for children in our school system. It does not matter
what your political viewpoint is. I think it is more about what we know, and
how we can implement that as best we can.

In the excerpts above, the teacher educators discuss the need for research as the means to
know ‘what road to follow’ in schools, even if one is not working as a teacher in schools, and
in the excerpt from Belgium, the speaker states that the need is also to be able to contradict
politics with research. The need for research was evident among teacher educators, but it was
seen as important even for the student teachers. In Spain, a teacher educator commented on
this by stating, ‘We talk to them about it, but we don’t make them do it’. She/he related this
discussion to newly established multidisciplinary study projects where the students needed
to try things out. This discussion about research-based ITE, where both teacher educators and
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student teachers tried things out and followed it up with research, connects naturally to the
action research approach and the suitability of action research within teacher education. The
need for a multidisciplinary approach was also highlighted by another discussion (SpainCA)
that pointed out that research should not be done only by researchers and students in linguistics, as is often the case, but should include a wider area of research interest.
The importance of learning from each other as teacher educators was mentioned in the data
collected as discussions, interviews, logbooks, and surveys. This speaks to creating opportunities for team teaching, joint workshops, and reflections as crucial for supporting the implementation of LST in ITE teaching.
Belgium_D

I find also workshops [a strength] because there we team teach with different
colleagues. So, you get input from various perspectives. . . . That might also be
very language aware, but you have to give it your own interpretation if you
have a good objective. And of course, you have to click with each other, and so
on. But I think that perhaps you often do that unconsciously – or should I say,
you focus much more on those sorts of things than when you are alone. As
long as you have a good rapport, of course. Because you need a sense of security as team teachers so that you can – that you are allowed to run up against
the wall – and that we will guide and help each other. So, what applies to our
students also applies to us, of course.
Do you mean you sometimes engage in mutual negotiation of meaning?
I do it all the time. Why? Because I often can’t find the right words, but I can
describe the concept – and then a colleague says, ‘Is this what you mean?’ And
I say, ‘That’s the word I was looking for!’ We just do that while we are working
with the students. That’s normal.

In the staff discussions, the relationships with parents, colleagues, and supervisors in schools
were seen as valuable and much needed. They might pose some challenges, but well-functioning two-way relationships were aimed for. However, in ITE staff discussions, the complex, oneway relationship with legislation, politics, and media was also reflected upon. In the following
four examples, this relationship is problematised in different ways:
FinlandSW_D If you think that ‘everyone has the right, like, to meet diversity in some way’,
yeah that means that our task is quite . . .
Then our task is to see to it that all children can do that and live and grow like
that, so we have different tasks that in a way [it] obligates.
We should maintain schools where it is possible, and we should educate capable teachers who affirm that. It is diversity work to simply affirm diversity in
the long term.
Belgium_D
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But to make that training really effective – our training for world citizenship –
is far from straightforward. I know for sure that we all do our best to do that
where we can. But it is still a big challenge. . . . I notice, for example, that when
we ask our PPO students – the Personal and Professional Training students –
about the sources they read, that it is often very one-sided. They all get their
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news from – I can’t even remember the name – a channel on Instagram. They
all get their information from the same source.
SpainCA_D

I mean ethics would appear here, wouldn’t they? And legislation. I don’t know
if we as teachers have any say in legislation, but what we can do is sort of
violate the rules because laws usually are there to legitimise only certain languages. When I say violate them, I mean, legitimise all languages no matter
what their political status is, you know, no matter if they’re considered official
or unofficial and that sort of thing.

SpainCA_D

Well, and we also have to be sensitive towards X [politician] talking about
what the country’s language is and about how they take a stance. You know,
people and politics and how they turn language into a political instrument –
that’s tricky too, isn’t it? Because I often think about how far I can go. How
far can I go when we discuss certain things in class, so people don’t say I’m,
um . . . what do they call it? Indoctrinating?

In the Finnish example, the ITE staff reflect on their understanding of the requirements stated
in the core curriculum, which is a legally binding document. They interpret it as also meaning
that ITE is obliged to ‘see to it that all children can do that and live grow like that’. They see it as
their task to educate teachers who can confirm diversity for all pupils in the long term. In the
data, there were no teacher educators who said that they disagreed with this task, as pointed
out by the Finnish ITE educators, but in all contexts, challenges were experienced in trying to
make this view become reality. An example was given in the Belgian discussion, where a great
deal was discussed about the task of ITE and how it is seen and treated in the media. The ITE
educator concluded that this training for world citizenship was not straightforward, as the
students relied too much on one source – ‘a channel on Instagram’.
In the Catalonian example, the ITE educators are reflecting on their relationship to the legislation and problematise their experience because ‘laws are usually there to legitimise only
certain languages’. This might then work against the aim of allowing all pupils to live and grow
with diversity, as the affective dimension of family languages and diversity has not been properly confirmed through legislation. To promote diversity, ITE educators felt that they might
even need to ‘violate’ the legislation promoting only certain languages. Later, the same group
discussed how these types of activities might require quite a balancing act, especially if the
status of languages was contested or challenged. Teacher educators reflected on the risk of
being accused of indoctrinating students, rather than promoting diversity for all.

7.3

How should ITE handle the teaching of linguistically sensitive
teaching?

In this section, we discuss the responses of participants who were interviewed about LST,
the Listiac Project, and LST in ITE. We asked 58 participants a direct question about how
LST should be handled in ITE. Based on their reflections, we will now provide some general
viewpoints.
First of all, it is of great importance that there is an awareness of the importance of including
LST in ITE, taking into account today’s globalised world and the urgent need for linguistically
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sensitive teachers to best attend to linguistically heterogeneous classes. This view was
clearly visible in the answers given in the interviews.
Although teacher educators were aware of the importance of including LST in the ITE curriculum, they mentioned different ways to do so. One option was to include LST in the curriculum
as a separate course in order to give it specific attention: ‘If we want to emphasise this language awareness30 as one thing . . . it’s good to bring it out as its own course’ (FinlandSW_1). In
line with this idea, it could also be included in specific seminars on the topic, where the focus is
on exchanging thoughts and experiences. Another option was to include it in existing courses,
which might, in some cases, be more feasible than creating new courses, in what is usually
an already fully packed curriculum, ‘because then something else has to go’ (FinlandSW_2).
‘It could be a thing to spend a lot of time on, because it will be a big part of teaching, then, in
the future. But it doesn’t perhaps have to be called Language Awareness, 5 credits. Perhaps
adding it to something, some subject’ (FinlandSW_3). ‘Language awareness should be something that follows along all the time. Because it is not just something you do once and are done
with it, or you take an exam in it, but you need to build on it’ (FinlandSW_8). LST can be part of
any school subject, but the most suitable courses must be chosen, which could be practicums.
Of course, both options could also be combined, providing specific courses in combination
with more transversal approaches throughout other subjects.
Regarding whether it should be something optional or compulsory, we prefer the latter, as
expressed in the following: ‘It should be something compulsory because it is very normal to
find situations like this in this career’ (SpainBA_1). ‘They should be included in the degrees we
study to give the relevance they deserve’ (SpainBA_2).
Emphasis on LST must be included even in subjects other than those connected to language
didactics and language teaching. What is clear from the data is that not only future language
teachers should receive training but also all future teachers. At first, it might seem more complex for non-language teachers since ‘you can’t write down a formula, and you can’t give a
solution based on calculations. You take conceptual answers through theoretical connections
instead’ (Lithuania_3). But it is not impossible. In the end, LST should become part of the competences of all future teachers.
Whether provided in a specific or a more transversal approach, it is important to give a ‘basic
introduction to what student now have to become. You need to have a foundation in some sort
of a conceptual world. You need a strong package with theory with background information
so that you know what it is all about’ (FinlandSW_8). First, the theory should be well explained
so that it can be put into practice later on. This view of building a good foundation to stand on
is interesting, as it partly conflicts with the student teachers’ wishes. They wish for less theoretical knowledge in the beginning in order to have some experiences to rely on when they are
introduced to the theory.
It is a well-known fact that adding new content to the ITE curriculum is a challenge everywhere, if not a struggle. Adding new content all too often ends in adding additional content
without touching existing basic principles that should be addressed in any case. LST also
runs this risk despite the fact that it is a basic competence needed for achieving success,
30 In the Finnish data, LST was referred to as ‘language awareness’, a concept used in the national core curriculum and
thus more familiar for the participants.
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inclusion, and citizenship in a welfare society. If not given any explicit attention, questions
of multilingualism and LST may fall through the cracks of the ITE curriculum. In such cases,
it can easily become a question for individual teacher educators to decide whether linguistic
diversity will be included in their courses or not.
Therefore, teacher educators should receive specific training on this topic in order to help
future teachers. They could use concrete or real-life examples or short summaries of what
others have come up with, ‘videos for young teachers to give motivation and make the project
be understood’ (France), ludic tasks, reflection on experiences, case studies, and so forth. There
are already many resources available, but not all are used. But as one participant (SpainBA_3)
explained, ‘The tools are not useful if we don’t know how to use them’. Teachers should know
the different techniques and where to find materials and people who can help them, ‘to avoid
having each teacher create from zero a response for each situation’ (SpainBA_3). This is in line
with the proposal of a mutualisation of resources, not only at a national but also at a European
level, to ‘show what’s done in different countries, at the plurilingual level in France and elsewhere . . . And then propose a sharing of resources, between teachers’ (France).
Lastly, LST should be included in ITE, but it should neither start nor end there: it is also important to include this topic in previous education to prepare the student teachers even before
they reach university, and it should undoubtedly continue after the degree.
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8

RACING FOR GOOD LST PRACTICES

The Listiac Project wanted to showcase different good practices regarding LST and in
teacher education in the participating contexts. The project’s mission was to communicate
about the good practices as widely as possible, and thus two blog series, Blog Relay Race
and Blog Relay Race 2.0, were created. In the spirit of a relay race, the blog posts travelled
through Europe, starting at Åbo Akademi University in Vaasa, Finland, reaching all the way
south to the University of Algarve in Portugal, and returning to Finland at the University of
Jyväskylä to finish the race.

8.1

Blog Relay Race

The first Blog Relay Race was hosted on the Listiac website from October to December
2020. One project partner at a time shared their experiences of working towards linguistically sensitive teaching and teacher education in Europe. The blog series resulted in nine
posts on good practices.
In VAASA, FINLAND the Listiac coordination team aimed for a change towards more linguistically and culturally sensitive teacher education by incorporating LST in the everyday practices of teacher education. The change was pursued by adding LST to course descriptions and
including student reflection tools as a part of both the course work and the practicum. This
new explicit policy was the first step towards change on a wider scale in the practices.
The Listiac team in LITHUANIA presented activities to promote LST and student integration.
Various languages were incorporated when discussing food terminology, and pupils were
taught about the countries where students’ L2 or L3 were spoken as examples of increasing
linguistically and culturally sensitive teaching. It was also noted that LST does not only concern
languages per se but also genres and varieties, such as academic, subject-specific, and everyday language.
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In SLOVENIA, a drawing assignment was included in the coursework of student teachers.
They drew a linguistically sensitive teacher of the future with qualities such as being confident,
being aware of the linguistic diversity of the class, and being able to carefully plan activities
and materials. An understanding of the process of language learning and teaching of non-native speakers and collaborating and creating opportunities for plurilingual exchanges were
regarded as virtues.
In FRANCE, LST was integrated into a project where plurilingual pupils acted as museum
guides based on an oral presentation that included the language of schooling and their home
language(s). The presentations were written and practised in school, but the pupils’ parents
were also involved as language experts. At the museum, the pupils described the paintings of
their choice for the parents, other pupils, and school staff in order to showcase their subject
knowledge, subject-specific language, and overall linguistic resources.
The Listiac team in CATALONIA, SPAIN set out to include LST in teacher education. After a
collaborative assignment and implementation of the reflection tool among the student teachers and teacher educators, the team was able to construct a new understanding of LST and its
relation to contexts with minoritised languages and to discuss the role of LST for all teachers
in the school community.
In PORTUGAL the Listiac team detected ways to promote LST while still teaching the content
primarily through the language of schooling. Teachers incorporated pupils’ home languages in
teaching by comparing Latin and Arabic scripts, by showcasing several varieties of Portuguese
spoken by pupils in the class, and by comparing the differences between Portuguese and Brazilian Portuguese sign languages. Pupils were encouraged to learn to write in their classmates’
home languages, and some of the parents acted as language experts.
In BASQUE COUNTRY, SPAIN, the Listiac team focused on the practice of online data collection. Generating data online was seen as a challenge. Based on the teams’ experiences, making
the student teachers feel comfortable and identifying means of engaging the student teachers
during the data collection was important. The dialogue mat was also seen as suitable for group
work on an online platform, and social media platforms were recognised as options for spreading the word about LST to all teachers.
The Listiac team in BELGIUM discussed means of advocating LST in education and encouraging the researchers’ and teacher educators’ active engagement to change existing policies.
Changes should be based on valid research data, long-term collaboration with actors in education, such as policymakers, and intensive on-site training for teachers.
In JYVÄSKYLÄ, FINLAND the Listiac team worked to integrate LST across the five-year classroom teacher education curriculum. Activities and resources were included in teaching practices, in professional development reflections, and in multidisciplinary subject studies. During
the practicums, the student teachers planned and implemented lesson(s) focused on LST. This
was concretised by exploring maps, discussing where the children had lived and visited, and
highlighting the different languages spoken around the world and by the children.

8.2

Blog Relay Race 2.0

The first Blog Relay Race was well received and inspired the project to produce another
series. Blog Relay Race 2.0 was launched in March 2021 and continued until December the
same year. The theme for the second Blog Relay Race was ‘good practices in linguistically
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sensitive teaching’. This time, each project partner gave an example of two good practices
in their context, which resulted in 18 blog posts.
VAASA, FINLAND: Activated student teachers to a) take some aspect of previous research
and discuss the findings from their viewpoint and based on their experiences, and b) be
involved in LST-themed research either as a researcher or as a participant. This would increase
their knowledge and understanding of LST and provide concrete examples of how to teach in
a linguistically sensitive manner.
LITHUANIA: Gave pupils with different first languages an opportunity to act as language
assistants in the classroom. This technique encouraged the pupils to make use of their language repertoires and enabled comparisons between several languages. It also utilised virtual
spaces, for example, the school’s website, to promote plurilingual practices and LST.
SLOVENIA: Involved pupils actively in the acquisition of plurilingual competences and cultural
awareness by encouraging critical thinking and consciously discovering connections between
languages and cultures. Provided pupils with materials and literature on LST-themed topics,
such as linguistic diversity, equality, and inclusion.
FRANCE: Used visual tools, such as a tree of languages, to highlight the languages of pupils
and teachers. Included elements of LST in (onsite) teaching by allowing the use of several languages in individual and group assignments and encouraged pupils to gain confidence when
using their own mother tongues.
BARCELONA, SPAIN: Grouped student teachers and asked them to identify training needs
relating to LST and prepare a training module according to the needs. Incorporated learners’
home languages in teaching in order to scaffold the learning of the target language.
PORTUGAL: Invited linguistically and culturally aware persons with expertise in different
subjects into the classroom. Organised LST-related events where parents could share their
language and culture with the school. Incorporated writing sensitivity teaching as a method to
focus on reading and writing in several languages and via several writing systems.
BASQUE COUNTRY: Helped pupils develop their metalinguistic awareness by providing
activities in which they could reflect on similarities and differences between languages. Tried
to increase LST and inclusion in classroom, for example, by adapting the curriculum for individual pupils if necessary.
BELGIUM: Offered inspiration for an LST-related action research activity and the development of a language passport.
JYVÄSKYLÄ, FINLAND: Tried to adopt a pathway reflecting cross-curricular language awareness in teacher education and expanded plurilingual and modal practices in higher education
pedagogy.
All posts from the first Blog Relay Race can be found at http://listiac.org/listiac-blog-relayrace-test/, and those from Blog Relay Race 2.0 can be found at http://listiac.org/listiac-blogrelay-race/.
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9

KEY POLICY IMPLICATIONS AND
RECOMMENDATIONS FOR ITE

In this section, we look back at what the data tell us about the changes regarding the inclusion of LST in ITE. We will conclude by giving evidence-based recommendations for supporting LST through ITE.

9.1

Tokens of change in the data

One of the concrete aims of the project was to encourage the explicit mention of LST in
course descriptions. This task has been more challenging and demanding than was initially
expected within the project. The excerpt below describes how the change towards a more
explicit mention of LST is now more visible in Åbo Akademi University in Vaasa, Finland:
FinlandSW_L At Åbo Akademi University, course descriptions for the practicums have been
updated to more explicitly include LST. Student teachers are now required to
describe LST in their lesson plans. The observation of LST in schools with the
help of the Listiac guide is now a compulsory assignment for all primary education student teachers, and LST is systematically included in the supervision
discussions during the final practicum. In other courses, reflective LST exercises and literature have been added.
The following excerpt gives a good picture of the level of coordination needed within ITE for
desired changes to appear in the curriculum. At the University of Jyväskylä, a language-aware
pathway31 was created in order to support student teachers’ orientation to LST throughout
ITE. Although the Listiac field worker concluded that ‘the teachers seem to take this change
in a positive way, but we also need to balance between the “we would like to” and the “there’s
not enough time or resources or space” or “how does this relate to this or that?”’ The field
worker also reflected on the number of stakeholders involved in making a change to the ITE
curriculum:
FinlandFi_L.

I have already lost count of how many people we’ve been able to talk with
about this project and the language-aware pathway that we’ve been planning,
and that number gets bigger all the time. For example, when we first got the
idea that we’d try to include language awareness as part of the first teaching
practice, we discussed this with the development team, that is, with six persons, and piloted the lecture with one group of students (about 20). Now that
it is part of the course, there are eight or nine home group teachers who’ll
take care of the meetings, and each of them will have a group of five to 20 students, and as the students will be doing their practices at the school and get
guidance from the practice school teachers, they’ll also need to be informed,
at some level, about the new course contents. That feels really nice, but also
overwhelming sometimes.

31 Moate, J., Sopanen, P., & Aalto, E. (2021). Kielitietoinen polku opettajankoulutuksessa. Verkkosivusto opettajankoulutukseen. Jyväskylän yliopiston opettajankoulutuslaitos.[Language-aware pathway in teacher education], University of
Jyväskylä, Department of Teacher Education. Retrieved from: https://peda.net/id/adef4166e91
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This clearly shows how the task to redefine teacher education curricula in terms of LST in
mainstream classrooms requires that practitioners, researcher-educators, and policymakers
forge close partnerships to plan, act, and reflect on the change. Furthermore, according to
the action research spiral, this process needs to be followed up by re-planning, re-acting, and
re-reflecting on the policy measure even at the transnational level. The following excerpt from
Spain shows how active involvement from those in leadership is important for supporting the
change:
SpainCA_L

In general, some changes have already been observed related to linguistically
sensitive teaching and teacher training. On the one hand, both the reflection
and the observation protocol tools have been included as an integrative and
important part of the practicum. This has been materialised through the
inclusion by one of the teacher trainers of those tools in the final reflection
the students need to provide. On the other hand, we have seen how the vicedean of quality and innovation is involved in promoting and improving the
LST teacher training through several actions: the training of our colleagues
([teacher educator/researcher] will be responsible for the linguistic inclusion/
LST of the training), the proposal of holding a conference with experts in the
field, and the fact the she has invited us to a seminar on linguistic mediation.

In addition to the concrete aims of adding LST in course descriptions, the Listiac Project made
a conceptual distinction between change on an abstract level and change on a concrete level.
Abstract-level changes refer to changes in thinking and conceptions, that is, to understanding
the concept of LST, required knowledge, expertise, and competence for the practical development of LST. We conclude this section with some examples of change that were observed at
the different levels of ITE in various contexts across Europe.

Thinking/conceptions
In the excerpt below, an in-service teacher from Basque country reveals how participating in
Listiac activities made her/him become aware of the importance of LST in her/his professional
life, stating that she/he needed to stop and think about it in order to create a desire to learn
more about it:
Spain_BA_I

Linguistically sensitive teaching was not something I found important when
teaching, because in my training as a teacher, we were not taught anything
like this and also because of my little experience in the reality of an educational environment with linguistic diversity. Therefore, participating in this
activity has helped me realise the importance of this concept and the lack of
training I have in it. It is not that before this it didn’t seem important to me,
it’s just that I had never stopped to think about it, and this has helped me consider linguistically sensitive teaching a factor I should take into account and
create the desire to learn more about the topic.

Active participation in reflection activities led to a big advance in ideas, practices, and future
projects among student teachers specialising in mainly social sciences and maths in the faculty
of education of the University of Barcelona in Catalonia:
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SpainCA_L

I can see how there has been a big step forward in relation to the beginning
of the project, and also the first discussions I had with them and this final
reflection. I think that participating in the student teachers’ discussions has
helped them see how relevant a resourceful teacher education regarding linguistically sensitive teaching in our initial teacher education institution is. It is
true that some ideas still persist – such as the Catalan-Spanish or Catalan vs.
diversity dichotomy – especially because they are still thinking about how to
solve some contradictions – but there has been a very big advance regarding
linguistically sensitive teaching in their ideas, practices, and future projects.

At Vytautas Magnus University in Lithuania, watching and discussing a video as part of
written reflections helped student teachers who attended the course English C1 for CLIL
and Plurilingual Pedagogy relate language-related issues to fundamental principles of good
teaching:
Lithuania_L

The video with its language-related issues made student teachers think of the
fundamental principles of good teaching, such as the fact that ‘every child can
learn, just not in the same way’, and link possible cultural and linguistic isolation to bullying, as, for instance, ‘I would suggest paying more attention to
prevention of bullying.’ Student teachers also mention very practical steps for
how to make teaching more linguistically sensitive, such as allowing dictionaries to be used in non-linguistic subjects like maths and ‘introducing multilingual teaching in schools where cultural differences are noticeable’.

Didactic practice/competence
A teacher educator in Flemish Belgium, who taught Dutch as a subject to primary education
student teachers, realised that she/he needed to ‘teach what you preach’ more by including
multilingual practices in her own lessons:
Belgium_s

Thinking about language awareness and what [a colleague teacher educator]
just said, I teach that now as a chapter, as learning content, but then I think
that perhaps we should do that more in our lessons ourselves, to ‘teach as you
preach’. You can adapt what you do with the children, for example, I mean,
in didactics, songs in several languages, such as Frère Jacques, or a counting
rhyme, emotions in other languages, gestures. Perhaps the non-language
teachers, and even I in my ordinary Dutch language lessons, should pay more
attention to that so as to make the link. Or perhaps you do that?

For subject teachers who have newly discovered and embraced LST, the change can take place
through a temporary ‘discomfort zone’, with necessary meetings and the need to face unfamiliar languages, which is then fruitful in terms of awareness and distancing.
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This drawing by in-service teachers, in response to the invitation to draw the linguistically sensitive teacher of the future, shows a teacher who will be ‘able to take a step back
from her/his speciality area and agree to step out from her/his subject and comfort zone’.
The group discussion allowed them to theorise and put words to this stage at various points
in the dialogue. We can thus follow the teachers’ collective thought process in the following
two extracts, which led to the proposed slogan for LST:
France_S

The linguistically sensitive teacher of the future in his teaching will be a
teacher able to distance himself from his speciality and will not be boxed
in. I am a teacher of X and would accept having the students get out of this
box during lessons.

Relational practice/competence
During her final practicum, a Swedish-speaking student teacher at the Åbo Akademi in Vaasa,
Finland, started to think in terms of relational competence as a key part of LST:
FinlandSW_L As I myself focus a lot on linguistically sensitive teaching as a part of relational competence, I’m thrilled that this student thinks in these terms as
well. I can see that she doesn’t think about the didactical part of linguistically sensitive teaching and how to arrange the lessons (unfortunately). But
she is focused on how language can affect relationships. I notice that I have
to help her a bit to form the thoughts (give her a push in the right direction),
but then she brings up some nice points. She says that one should think
about how it would feel to be in a school in, for example, Vietnam and not
know a word. I then ask, but what would you have wanted that teacher to
do for you so that you could learn more? And she then realises: use pictures
and say important words in her own language.
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Socio-cultural practice/competence
At the University of Barcelona in Catalonia, participation in Listiac activities helped a Catalan-speaking fourth-year student teacher pay more attention to the socio-cultural factors in
a classroom so that in the future, as a newly qualified teacher, she would be able to use languages in a more sensitive and inclusive way:
SpainCA,_I

I have never considered how the schools used or treated the languages: how
they managed the languages present in a classroom . . . so I never reflected on
this, and being on the Listiac Project helped me do that, to consider another
perspective of analysis of a school and not only analyse . . . the . . . what is it? I
don’t know how to say it now . . . the socio-cultural factors of a classroom, the
conflicts, the rules, and all of that but also to pay attention to another way of
understanding the school – that is, the use of languages . . . so, I think that the
fact of giving me the opportunity of doing a different analysis of the school
and also being able of reflecting about it . . . to be aware about this concept
and work with it provided me with this . . . this fulfilment that could be useful
in the future to use languages in a more sensitive and inclusive way.

These small tokens of change, as described above, can be found in multiple sources in the data
collected through the Listiac Project. They all speak the same truth: change towards LST is
possible, but it cannot be taken for granted. Conscious and reflective work is required, and
the needs of multiple stakeholders must be met for the change to happen. In the following
and final section of this handbook, we will provide some recommendations for mainstreaming
multilingual pedagogies based on the data collected, through using both the instruments for
reflection and the methods used for documenting the action research approach within the
Listiac Project.

9.2

Listiac recommendations for ITE, European, and national
policymakers

Our analysis shows a positive policy discourse on LST among student teachers and teacher
educators in general. However, it also clearly shows that this positive discourse relates to
being a plurilingual speaker and seeing a value in knowing multiple languages, while actual
practices connected with mainstreaming multilingual pedagogies in different stages of the
teaching profession and at different levels of preparing future teachers for their profession
are still lacking and remain a cause of distress.
Linguistic sensitivity is still commonly connected with language teaching and language didactics (Bergroth et al., 2021), and while this connection remains, it should not be allowed to
ignore other aspects of linguistic sensitivity. Connecting linguistically sensitive teaching and
mainstreaming multilingual pedagogies is increasingly needed in European policies as well as
national policies. Our action research-oriented data and analysis provide strong support for
prior recommendations at the policy level provided by Herzog-Punzenberger et al. (2017),32
including the idea of multilingualism for all by re-thinking ITE and continuous professional
development programmes to equip teachers with knowledge and competences to support
32 Herzog-Punzenberger, B., Le Pichon-Vorstman, E., Siarova, H., Multilingual education in the light of diversity: Lessons
learned, NESET II report. Luxembourg: Publications Office of the European Union, 2017. doi: 10.2766/71255.
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multilingual education. We recommend, on the basis of the data collected within the Listiac
Project, the following aspects for development within European ITE.
R1: Research-based teacher education
Stakeholders within ITE need to be provided with opportunities to develop linguistically sensitive ITE
with a long-term action research approach.
The importance of relying on evidence-based teacher education is emphasised in the Listiac
data analysed throughout the European context. Research on beliefs and attitudes, and educational policy and practice are all needed for ITE stakeholders to legitimately argue for mainstreaming multilingual pedagogies and LST. Evidence-based ITE and viewing teacher educators and student teachers as researchers are needed in order to challenge societal discourses
based on only one’s own experiences and attitudes.
R2: Multilingual language policy for ITE
ITE institutes need to document an institutional language policy that supports local and global multilingual needs.
Supporting European multilingualism through ITE requires awareness of the societal languages present in the local and global context of the ITE. The reflections analysed within the
Listiac Project highlight the importance of raising awareness of all the languages involved in
ITE and systematically planning support activities for all these languages. Policies supporting
the use of receptive language skills between closely related languages are to be promoted to
pave the way for multilingual practices in ITE. The role of English as lingua franca is to be critically examined as not only a support for communication but also a threat. Multilingual policy
for ITE should not be equated with English only.
R3 LST as a general teacher competence
Linguistically sensitive teaching needs to be understood as an ingredient in general teacher competence and thus be a part of various courses within ITE.
There has been, and still is, a tendency to connect LST only with language teaching and language didactics. This view needs to be challenged, and a broader view of LST can generally
be gained through the use of Listiac reflection tools. A connection between LST and related
frameworks of social justice and inclusion, global citizenship education, and sustainable development is necessary. However, there is a clear indication that the role of language(s) for learning and identity processes needs to be discussed explicitly in order to view LST not only as
an underlying value in education but also as a didactical tool for mainstreaming multilingual
pedagogies with a dimension of support for the mastery of the language(s) of schooling. It is
important to remember the right of the monolingual child to get to know and respect other
languages and cultures so as to attend to the language needs of bi- and multilingual students.
R4 Pathway through ITE
Linguistically sensitive teaching needs to be integrated into initial teacher studies throughout the whole
study programme either as a separate study module or included in relevant stages in other courses.
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The data analysed and collected in the Listiac Project show that there is a need to open more
space for student teacher reflection regarding LST in all contexts. Listiac tools, as provided in
this report, are an easy way to initiate student teachers’ reflection regarding their preparedness and their training for LST. Reflections need to relate to local policies and languages, but
as the reflections progress, we recommend including elements of critical sociolinguistics in the
reflections.
The reflections about evidence-based policies need to be coupled with bridging theoretical
views on observing and testing linguistically sensitive teaching practices in schools during
practicums, preferably in linguistically and culturally diverse contexts.
Opportunities to continue reflecting, observing, and trying out linguistically sensitive teaching
practices need to be provided even after finishing the degree to ensure continuation of the
promotion of mainstreaming multilingual pedagogies.
R5 Multi-site partnerships for LST
Linguistically sensitive teaching through ITE requires partnerships and cooperation on multiple levels
and with multiple stakeholders.
Mainstreaming multilingual pedagogies on an educational system level through ITE and professional development courses requires a shared understanding of the importance of various
stakeholders supporting LST. The data collected in the Listiac Project highlight the importance
of partnerships within ITE, such as supportive leadership, recruitment, promoting (multidisciplinary) team teaching, and learning from diverse student teachers’ experiences. Partnerships with schools supervising practicums are especially important for student teachers to be
able to connect their theoretical teaching foundation to classroom and whole-school practices. Providing student teachers with opportunities to practice LST requires active partnerships with schools where LST is an integral part of the whole-school approach. Connections
between ITE and various educational stakeholders, parents, media, and policymakers require
a systematic approach in finding partnerships that support LST through ITE.
R6 Teacher agency and professional development
Linguistically sensitive teaching through ITE requires active teacher agency for promoting LST in all
classrooms in all stages of education.
LST still tends to be connected with language teaching didactics in contemporary ITE. To
promote a change in teacher conceptions, it is necessary to provide every student teacher,
in-teacher, and teacher educator with basic training and reflection on LST, regardless of
whether their specialisation is languages or not. This training can include presenting available
resources for in-service teachers, but it can also include deeper reflections on educational
policies and how LST is seen in different steering documents as a task of every teacher. Developing the professional teacher identity of student teachers requires opportunities to rethink
practice in ITE and/or working on student teachers’ understanding of how to connect theory
with practice. This includes discussing critical sociolinguistics and various linguistic demographics with student teachers, emphasising teachers’ active role in providing multilingual
opportunities for all.
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LISTIAC GLOSSARY
Linguistically sensitive teaching (LST) (for a fuller definition, see Section 2)
LST refers to the linguistic dimension in education in a broad way, with a focus on inclusive education
for social justice for all pupils and students.
Linguistic sensitivity
Linguistic sensitivity is about acknowledging and understanding the role of languages for learning,
identity growth, and well-being at individual and collective levels.
Action research (for a fuller definition, see Section 3)
In this project, action research is conceptualised as an iterative process involving researchers and
educational practitioners (teacher educators, teachers, and student teachers) acting together in
performing a particular cycle of activities.
Change (for a fuller definition, see Section 3)
The Listiac Project makes a conceptual distinction between change on an abstract level and change
on a concrete level.
Initial teacher education (ITE)
To read more about the teaching profession in Europe, please see https://ec.europa.eu/education/
policies/school/teaching-professions_en
Language(s) of schooling
The official instructional language of the school, which often (but not always) has a majority position
in the surrounding society.
Subject-specific language
The linguistic dimension of a subject for knowledge building and meaning-making.
Teacher educator
Professional working within teacher training and having a role in preparing students to become
future teachers.
Plurilingual
The dynamic and developing linguistic repertoire of an individual user/learner. (source: CEFR)
Multilingual
The coexistence of different languages at the social or individual level. (source: CEFR)

Other glossaries
If you did not find the word you were looking for, perhaps some of the following glossaries could be
useful:
Teaching professions https://ec.europa.eu/education/policies/multilingualism/about-multilingualismpolicy_en
Language in subjects
https://www.ecml.at/ECML-Programme/Programme2016-2019/languageinsubjects/Glossary/
tabid/3003/language/en-GB/Default.aspx
Marille
https://www.ecml.at/ECML-Programme/Programme2008-2011/
Majoritylanguageinmultilingualsettings/Resources/tabid/5453/language/en-GB/Default.aspx
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Maledive https://maledive.ecml.at/Furtherresources/Glossary/tabid/4008/language/en-GB/
Default.aspx
Roadmap for schools
https://www.ecml.at/ECML-Programme/Programme2016-2019/roadmapforschools/Keyconcepts/
tabid/4268/language/en-GB/Default.aspx
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When all pupils are assured equal conditions, they can achieve educational success, regardless of their first language, culture, social background, origin, and age. The Erasmus+ project Linguistically sensitive
teaching in all classrooms (Listiac) believes in supporting all teachers
in becoming more linguistically sensitive to enable opportunities for
equally successful schooling for all pupils in Europe. An important part
of the process is to influence European initial teacher education curricula. The Listiac project believes that reflection about and awareness
of linguistically sensitive teaching should be better integrated during
all stages of initial teacher education. The reflection should be done by
teacher educators when planning individual courses, practice periods
and visions and profile, by student teachers when doing their practice
periods and obligatory courses, as well as by in-service teachers when
supervising the student teachers.

