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Abstract: In this paper we present a research design devoted to create opportunities of learning and de-
velopment through social interaction. The study is part of a EU project called SOFT (School and family together
for the immigrant children integration) that aims to favor linguistic and social integration of children through
language learning activities that connect families and schools.

Cultural and linguistic diversities are considered as elements promoting learning and cooperation
among different social actors: children, teachers, parents, researchers and schools. In the present paper, we will
discuss two aspects: 1) how the pedagogical design named « Narrative format » can establish a peculiar social
interaction in the classroom and how, in a developmental perspective, it offers a real opportunity of cognitive
and social skills improvement; 2) how social interactions between school and families help teachers, pupils and
parents to develop an awareness of their roles and a strengthen their collaboration.

We have involved 15 teachers and 169 children (aged 3-7 years old) of three classes of primary schools
and two kindergarten classes in Switzerland, proposing a design that provides pedagogical materials and activi-
ties devoted to teach/learn English and German language. The main questions of our study are the following:
How teachers implement the pedagogical design in order to involve children in activities based on an unknown
language? How does the narrative format help children learn to speak the new language and to enable the
integration between teachers, children and parents? The results of our study show that the design we have
implemented can create conditions that facilitate and imitate the natural (informal, discursive) acquisition of
languages.
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Introduction and development through social interaction has
been implemented within an educational context.
This paper aims to illustrate how a research The study we will present is part of a EU project that

design devoted to create opportunities of learning

1 Sheila.Padiglia@hep-bejune.ch

has been conducted in order to favor the linguistic
and social inclusion of children through language
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learning activities that connect families and schools.
Our interest in these activities that are usually ac-
complished through social interactions relies on the
idea that cultural and linguistic diversities are use-
ful elements to promote learning and cooperation
among different social actors in schools: children,
teachers, parents, and researchers.

In the present paper, we will focus on two as-
pects of our research design: 1) how the pedagogical
design named «narrative format» can establish a pe-
culiar social interaction in the classroom and how, in
a developmental perspective, it offers a real oppor-
tunity of cognitive and social skills improvement;
and 2) how social interactions bridging school and
families help teachers, pupils and parents to devel-
op an awareness of their roles in processes of social-
ization and strengthen their collaboration towards
social inclusion. Through the presentation and the
discussion of the educational setting we have imple-
mented, we intend to answer the following research
questions: How teachers implement the pedagogi-
cal design in order to involve children in activities
based on an unknown language? How does the nar-
rative format help children learning to speak a new
language and enables the integration between teach-
ers, pupils and parents?

In the first part of the paper we will briefly
present the framework within which our project has
been conceived and developed. Afterwards, the main
elements of our research will be described, with a
specific focus on the different steps that the design
implied within the educational settings of our study.
Finally, some elements of reflection emerging from
the results will be offered in the last section of the
paper, in order to highlight to what extent the design
we have implemented can create conditions that fa-
cilitate the natural acquisition of language.

A theoretical framework for the narrative format
design

Our focus on the linguistic integration of
children through social interactions, based on the
language acquisition through activities that connect
families and schools, is related to the political and
societal context in which our project has been de-
veloped. In fact, in Switzerland the relevance of so-
cial inclusion issues remains current and very im-
portant, because the Swiss context is progressive-
ly confronted with an increasing heterogeneity in
terms of cultures and languages spoken in schools.
We consider language as a mean of social inclusion
in this complex situation within primary contexts of
education (such as schools and families), and as a
possible way towards the establishment of effective
and inclusive social practices. In order to define a
synthetic framework, but broad enough to under-
stand the nature of the project that is presented, we
will refer to some key concepts that constitute use-
ful frames to define the context of our research and
its assumptions.

The first element we intend to present is con-
nected to the integrative aim of different education-
al activities in schools that are more and more con-
fronted to new societal forms shaped by movements
of immigration. In our view, the social inclusion can
be achieved through the creation of situations of so-
cial interactions throughout daily life. Different forms
of interaction are at the core of the process by which
people can regulate activities in formal and informal
contexts: more specifically, throughout language and
dialogue, the ability to interact can become a prod-
uct of this discursive process of co-construction and
integration. This approach is inspired by the work of
Piaget (1926) and Vygotskij (1934), and is useful in
the perspective of understanding the dimensions of
thought’s processes, and to study the conditions that
allow interactions to promote apprenticeships. Social
interactions are not considered as external elements
or as composite variables that affect cognitive devel-
opment and learning: rather, they are a set of indi-
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vidual and collective dimensions related to language,
communication, people’s intentions, goals, social rep-
resentations and results of the dynamics in which
adults and children interact.

A second element of our presentation con-
cerns the idea that learning is always learning in con-
text, based on the modalities through which cogni-
tion and acquisition of knowledge are formed with-
in social interactions. The sociocultural perspective
(Wertsch, 1985; Rogoft, 1990; Valsiner, 1995; Ponte-
corvo & Arcidiacono, 2010, 2014) is very useful in
this endeavour, because the primary contexts of in-
teraction (e.g., families and schools) are considered
to be the proper frameworks to offer opportunities
to children (and adults) to enhance learning, crit-
ical attitudes and socialization processes (Resnick,
Pontecorvo & Siljo, 1997; Arcidiacono, 2013). Lan-
guage thus becomes a procedure of thought used in
different activities and in multiple contexts: more
particularly, language socialization (Ochs & Schi-
effelin, 1984; Schieffelin & Ochs, 1986) is assumed
as a process that never ends (Ochs, 1990), because
each interaction is, in a potential way, an experience
of socialization, of becoming member of a commu-
nity, and an opportunity of creation and sharing of
meanings (Bruner, 1983).

The third element refers to the notion of in-
tersubjectivity that has been adopted in several ap-
proaches and that can be referred to a variety of
objects of study. In our case, intersubjectivity con-
cerns a co-construction of shared meanings (Brun-
er, 1998) done by the participants during different
social activities. The possibility that intersubjectiv-
ity between people occurs is related to the possibil-
ity to create a shared space, to assume the overcom-
ing from the own private world to the assumptions
of the other’s universe. This way of creating rela-
tionships between people could promote social in-
clusion and the establishment of socialization pro-
cesses in educational contexts. In particular, the ac-
tivity of teaching and learning in classroom can be
considered in terms of «events because of their inter-

actional nature and their sequential organization, in
which talking shifts from party to party as the event
unfolds and as a hierarchic structure marked by re-
current behavioural configurations» (Arcidiacono &
Gastaldi, 2011, p. 2).

The above-mentioned approach and the key-
elements included in the first part of this paper con-
stitute the framework within which the project we
have implemented is based. In our idea, it is rele-
vant to highlight that our interest is not exclusive-
ly based on the level of linguistic integration of na-
tive and immigrant children through the learning of
a new language (including the language of the host
country). On the contrary, we assume that learning
languages, including those spoken by migrant chil-
dren at home, and sharing experiences at school and
family are both relevant elements. They have to be
taken into account in the implementation of an ed-
ucational research design devoted to the promotion
of integrative practices in different settings. For this
reason, we will introduce and present the project we
have conducted to favor the linguistic and social in-
clusion of children through language learning activ-
ities that specifically connect families and schools.

SOFT: A project connecting schools and families

The project “School and family together for
the integration of immigrant children”, called SOFT?,
has been conceived by an interdisciplinary research
team, starting from a common interest in language
teaching/learning in multicultural contexts. Among
the questions raised by the project and on which we
will return later on (with details on its implemen-
tation in Western Switzerland), a key point that we
will discuss in this paper is the central question of

2 Projectn®531208-LLP-2012-1T-KA2-KA2MP - grant agree-
ment: 4479-2012, Executive Agency of the European Commis-
sion for Education, Audiovisual and Culture, «<European Union
Lifelong Learning» program. We are grateful to the European
Commission for the financial support and to the participant
schools and families for their engagement. The present paper
and its content remain under the responsibility of the authors.
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the specific connection between schools and fami-
lies. This aspect is particularly relevant in terms of
social interaction practices that can sustain the pro-
cesses of learning and teaching, because it involves
all the actors participating in the primary contexts
of education, such as families and schools.

The research project includes different enti-
ties coming from five different European countries
(Italy, Germany, UK, Spain and Switzerland)?® work-
ing together in order to develop pedagogical activi-
ties related to a double perspective: firstly, the fact
that a constructive relationship between school and
family potentially produces benefits for both adults
and children; secondly, that previous research expe-
riences (e.g., the projects Socrates Lingua “The Ad-
ventures of Hocus and Lotus”, 1997-2000; “The Di-

3 The first partner is the University of Rome “Sapienza” (Ita-
ly), leading the network of participants and conducting the re-
search at pre-school and primary level. The activities are per-
formed in collaboration with the research team of the Univer-
sity of Rome 3 (Italy), that is in charge to investigate the influ-
ence of prejudices and stereotypes in the integration process of
children from immigrant backgrounds and to analyze the rela-
tions between schools and families. A third partner is the Dino-
croc International Training Institute in Rome (Italy) that deals
with the production and publication of the necessary pedagogi-
cal equipment used in the project, as well as the organization of
training courses about the narrative format for teachers of dif-
ferent degrees. The Kommunalen Integrationszentren in Essen
(Germany) is the partner in charge to create designs and op-
portunities of collaboration for native and migrant children and
their families. They provide training and mentoring activities
as part of a working network including children, adolescents,
families, teachers, speech therapists and political authorities. In
Spain, the monitoring of the project is guaranteed by the Es-
cuela de Negocios y Administracion de Empresas in Barcelona,
a training institution specialized in language issues, administra-
tive management and new technologies. From a scientific point
of view, the project relies on the contributions of the research
team based at the University of Edinburgh (Scotland), with a
specific focus on the development of bilingualism and, in the
Swiss context, on the activities guaranteed by the University of
Teacher Education BEJUNE in Biel/Bienne. Our research team
acts as Swiss partner within the project, ensuring the develop-
ment and the promotion of research around the topics of cultur-
al and linguistic heterogeneity, social representations and prac-
tices of teaching/learning processes in kindergarten and prima-
ry schools.

nocrocs grow up’, 2001-2004; “Let’s become a bilin-
gual family”, 2010-2012) have empirically shown the
benefits of learning a new language through specific
educational programs. For this reason, the project
we are presenting here uses a pedagogical program
inspired by the narrative model format (for further
details, cf. the project website: www.softintegration.
eu) in order to promote the social inclusion of im-
migrant and native children in different countries.
Training proposed to the participant teachers and a
series of activities connecting families and schools
are relevant part of the pedagogical design of the
SOFT project, and will be presented in the following
part of this paper.

Multilingualism: The narrative format as a
pedagogical tool based on social interactions

Switzerland is a multilingual country. Four
national languages co-exist and determine a partic-
ular context characterized by heterogeneity, diver-
sity and multiple linguistic and cultural resources.
Owning two or more languages is then usual and
important not only because it gives to children the
opportunity to understand cultures or sub-cultures
within the same country, but also because bilingual-
ism and multilingualism bring cognitive advantag-
es, early acquisition of words, structures and sounds
of languages. In fact, children that are immersed
in bilingual or multilingual contexts often learn to
read before others and they usually find easier to
learn additional languages (Bialystok, 1986). Bilin-
gual children are also able to be more attentive, less
distracted by irrelevant information, and they can
more easily move from one task to another. Many of
these benefits were found in adults who have grown
up as bilingual. Indeed, the effects of bilingualism
and multilingualism have a significant impact on
the mental capacities of individuals from childhood
until adulthood (Sorace, 2007), for example in terms
of mental flexibility (Ghimenton, 2014). The aim of
this paper is not to discuss the notions of bilingual-
ism and multilingualism (the reader can refer to a
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large literature on the topic: for a synthetic review,
cf. Arcidiacono, 2014; for other sources, cf. Wein-
reich, 1968; Mackey, 2000; Grosjean, 2013). The ob-
jective is to present a pedagogical tool (namely, the
narrative format) that has been conceived and used
as a model of teaching/learning languages with chil-
dren. Some elements of the implementation of this
model in the Swiss context will also follow in the
next sections of the paper.

The narrative format is a psycholinguistic
model of language education for children in kinder-
garten, primary school and nursery. The label has
been created by Taeschner (2005), clearly inspired
by the fundamental work of Bruner on the notion of
format (Bruner, 1998): “The acquisition of language
begins before the child issued its first lexical-gram-
matical speech. It begins when the mother and the
child create a predictable interaction format that can
serve as a microcosm for communication and the
creation of a shared reality. Transactions that occur
in such formats are the ‘input’ from which the child
can master the grammar, how to refer and mean,
and how to achieve his intentions by communicat-
ing” (pp. 128-129, our translation). These notions of
“predictable interaction” and creation of a shared re-
ality constitute the core of our interest.

The model of teaching/learning languag-
es through the narrative format was developed
through the careful study of the natural process of
acquiring two languages at home. It includes a se-
ries of educational strategies, activities and materials
that create the appropriate conditions for learning
a new language (Taeschner, 2002, 2003; Taeschner
et al., 2008; Pirchio et al., 2014). Indeed, teaching a
language is not easy, especially if one does not ap-
ply an effective method. Many families whose par-
ents speak different languages are in trouble, despite
the fact that they have a perfect knowledge of the
language to be taught. Facilitating the learning of
two (or more) languages is a constant of the narra-
tive format, such as to establish effective and posi-
tive communication in relation to each other (peer,

adult, caregiver). In this sense, the format is not only
a tool to teach/learn languages, but it is a way to fa-
cilitate good emotional relationships and communi-
cative acts among participants during social interac-
tions within and outside the classroom.

The narrative format model has so far been
successfully tested in more than 120 schools and is
currently used by more than 4000 teachers across
Europe. Four fundamental concepts are sustaining
the narrative format approach:

e the principle of the narrative form of the
thought that assumes that learning a for-
eign language is possible in a way that is
analogous to the process of the first lan-
guage acquisition. This implies the value
of repetitive experiences, shared by the
child with others (specifically, the adults),
the use of storytelling, with the support of
gestures and mimic allowing the meaning
of words and phrases to be learnt through
active work;

e the principle of good communication im-
plying that an emotional bond among the
conversational partners is essential to learn
to speak. Establishing a relationship of af-
fection and complicity is a key to motivate
interlocutors and to improve their desire to
communicate;

e the principle of using a language per situ-
ation (bilingualism) assumes that choosing
and keeping a common language of con-
versation (e.g. English for French speak-
ing people) is the condition for avoiding
communication in the everyday local lan-
guage and for sharing the chosen foreign
language during joint activities;

e the principle of linguistic progression re-
fers to the fact that the development of
the vocabulary and language acquisition
increases through a variety of experiences
that are elaborated within different narra-
tive formats.
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A specific design to use the narrative format

In order to use the narrative format (and its
principles) in the classroom, we have developed a
design consisting of a set of pedagogical material
combined with different activities including chil-
dren and adults.

In our research, we have involved 15 teach-
ers and 169 children (aged three to seven years) of
three classes of primary schools and two kinder-
garten classes in the Western part of Switzerland
(French speaking cantons), proposing activities de-
voted to teach/learn English and German languag-
es. Three main steps have been devoted to the im-
plementation of the design: a first one dedicated to a
specific teachers’ training; a second step developing
educational activities in the classroom; and a third
one including joined activities with the families. We
will present the pedagogical material conceived and
these steps in the following part of the paper.

The pedagogical material

Our design is conceived around the adven-
tures of Hocus and Lotus, two invented characters
who teach languages to the participant children.
Hocus and Lotus (see figure 1 below) have been cre-
ated within the project in order to apply the narra-
tive format in the context of children’s activities at
school and at home.

Fig. 1: Hocus and Lotus

The two protagonists of the stories are not
people, but animals rather extravagant, designed
with physical characteristics with which children
can easily identify to. The pedagogical design is
based on movies concerning the adventures of Ho-
cus and Locus. These stories were written according
to the demands of the teachers who previously ex-
perienced them in their classes. The adventures re-
fer to the typical children’ lives, everyday contexts
and situations of real experiences, such as the iden-
tification of friends to play with, situations of shar-
ing toys, discovering places, organizing new activi-
ties, and so on. The stories are organized in differ-
ent episodes representing various adventures of Ho-
cus and Lotus. Music and songs complete dialogues
during the story-telling or movies. The texts of di-
alogues and monologues have been specifically de-
veloped to promote the process of language acquisi-
tion through repetition and to easily identify the re-
lationship between images and spoken words.

According to the school grade levels foreseen
in the project, a different set of educational materials
has been made available to participants (teachers,
children and families). The set of pedagogical tools
(cf. figure 2) consist of a series of DVD including six
episodes of “The Adventures of Hocus and Lotus”
(the length of each episode is about 5 minutes) and
six booklets with pictures and texts, according to the
story of each episode. Books were offered to teach-
ers, children and families and are written in five dif-
ferent languages (English, German, French, Italian
and Spanish). Each participant received a CD with
the songs of the different episodes, a small book with
the texts of each song, a t-shirt and a bag with the
characters of the story. Moreover, a guide presenting
the goals of the project, the main principles of the
narrative format, as well as examples of activities to
be performed at school and at home have been of-
fered to each participant. Guides were available in
fifteen different languages (according to the nation-
alities of participant children) in order to be read-
able for immigrant parents. In addition, each teach-
er received a DVD and a book for his/her training
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in narrative format. Teachers, in collaboration with
the research team, settled the use of the pedagogi-
cal material in classrooms. Then, children were free
to use the same material at home, involving parents
and siblings during their time outside school. The
different episodes, music and stories were conceived
in order to promote the acquisition of the selected
language through the verbal repetition and the vis-
ualization of the stories, and to stimulate the use of
the material inside and outside the classroom.

The Hocus and Lotus SING ALONGs

<aid: catch me!
B‘g;ym. if you can'
You can't catch met

Ha ha hal You can't catch me!
1give up, Bye bye . ¥ walking,
&hmmqm,nmsmmm- | who looked There was
. someone who'
| How nice, nice €Yes, Tice Spats, nice taill
Lotus was in the park, Los was a dinocroc too,
she saw Hocus. She 3i:

I'm picking some
| Me too, me too!
Look over there,

Fig. 2: The set of pedagogical material,
DVD, CD and books.

Hecus - [ etus

Step 1. Teachers’ training

Various sessions of training divided within
thematic modules were organised with the partici-
pant teachers in order to introduce the main princi-
ples of the narrative format. Some of the topics of the
training included items concerning interculturality,
plurilingualism and school-families relations. Fur-
thermore, specific DVDs devoted to the training, for
different school degrees, were offered to the teachers
in order to allow them to train themselves at home.
The DVD explained and illustrated each narrative
formats, through videos in which actors were play-
ing each format (see Figure 3). Further explanations
were given to teachers by the trainers (members of
the research team) in order to highlight the impor-
tance of gestures and mimics which can differ from
one language to another.

Fig. 3: DVD content with training activities
for teachers
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Step 2. The Narrative format with children in the
classroom and at home

After the training, teachers were ready to per-
form the narrative format with their pupils. As ac-
counted through semi-directive interviews, teach-
ers were very interested in trying this format in
their classrooms, wondering if children would “play
the game” and questioning themselves on whether
the project would “enter” in home activities. Ob-
servations in the classrooms and post-activity in-
terviews showed that pupils and teachers very well
performed the “practical” part of the project. As the
main idea of learning languages is based on the crea-
tion and reproduction of practices of good commu-
nication based on intersubjectivity and motivation
to speak with others, the interactions of the narra-
tive format take place through the establishment of
spaces of communication where “routines” (intend-
ed as shared experiences) are performed. This type
of activities allows each participant to play different
roles of the various characters of the story, notably
through the listening and acting out activities pre-
sented by the pedagogical material. The language of
the stories is grounded in simple grammar and pre-
sents themes that are familiar to the children, most-
ly based on contexts of their everyday lives. During
the narrative format, children learn the stories by re-
peating it with the teachers, by acting out the epi-
sodes and singing. This way to learn words, gestures
and mimics through simple formats of 5 minutes
each has been elaborated according to the following
six steps: 1. The opening format, a way to move from
the real world of the mother tongue to the imaginary
world of the adventures of Hocus and Lotus using a
new language; 2. The acting out of the story, a per-
formance of the episode orally told by the teacher,
and integrated by gestures and mimics; 3. The mu-
sical, the moment in which children are singing the
story, repeating the vocabulary and the expressions
used in the acting out; 4. The reading activity per-
formed using the books that illustrate the stories; 5.
The cartoon, watched together in order to recall the

story; 6. The return to the real life, a final step that
indicates to children that they are back from the im-
aginary world of the new language to the real world
of the mother tongue.

According to our pedagogical design, chil-
dren are requested to take the material at home
and to freely repeat the formats alone or with other
members of their family (e.g., singing or listening
the music, watching the DVDs with parents or sib-
lings, reading the book, etc.). The audio data collect-
ed during interviews with parents showed that they
were really engaged in using the pedagogical mate-
rial at home.

Step 3. Teachers-parents shared activities

A further level of our pedagogical design
concerns the joint activities between families and
schools that were organized by inviting parents
and siblings at school. These meetings were organ-
ised twice in the school-year, and quite all invited
parents were present. During these occasions, par-
ents, children and teachers were working together
around different subjects, such as intercultural ed-
ucation, mutual knowledge, and multilingualism as
a resource for the society. According to the heter-
ogeneous composition of the participant classroom
and families, these activities have constituted inval-
uable opportunities to share different cultural and
linguistic realities among adults and children. The
engagement of all the actors involved in the pro-
ject has made possible the organization of differ-
ent activities at school (e.g., such as shows, games,
picnics, activities of painting, etc.). These moments
also were a space of sharing intercultural experienc-
es based on opinions and testimonies on the project
lines and on teaching/learning languages. Some par-
ents were happy to use these moments as opportu-
nities to share their own story of learner or agent of
language transmission at home.
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The implementation of the pedagogical design

As said above, we have involved 15 teachers
and 169 children (aged three to seven years) of three
classes of primary schools and two kindergarten
classes in the Western part of Switzerland (French
speaking cantons). We have collected qualitative
data, mainly through interviews (audio-recorded
in step 1 and step 2) and observations (ethnograph-
ic notes and videos in step 2 and 3). Unlike other
countries involved in the SOFT project, Switzerland
has by its multilingual policy structure and migra-
tion flows a long reflection on language issues (for-
eign languages, L2), and not only on national lan-
guages (L1). Notably, the political decisions taken
during the last two years for L1 and L2 in school in
the French-speaking and German-speaking cantons
make these language issues a public relevant topic.
It is known that for any project, the time of the im-
plementation becomes a time of negotiations and
adaptations not always planned, even more when
it comes to implement the same project in differ-
ent realities (Padiglia, 2008). Concerning the SOFT
project, the material and its use has been adapted
to the peculiar context of the Swiss classrooms. Fur-
thermore, even if Swiss teachers are mostly already
struggling since several years with reflections on the
use and learning of L2 and are often already inte-
grated in scientific projects (e.g., the linguistic im-
mersion projects), the SOFT project had the partic-
ularity to extend the reflection to other languages,
not only those advised by the cantons. This aspect
was particularly important to show that learning a
foreign language enables and facilitates the learn-
ing process of the mother tongue. As already said,
the reality of Swiss French-speaking classes asked
for adjustments of our pedagogical design. In fact,
the formats were originally meant for small group,
but in Switzerland teachers were mostly alone with
the whole classes of twenty or more students. De-
spite this basic difficulty, the classroom’s observa-
tions showed that pupils could gladly participate to
the narrative format not only by repeating the dia-

logues and monologues of the stories, but also an-
ticipating them.

At the beginning of the project, teachers
shared their concerns about the implementation of
the design in their classrooms (step 1), wondering if
children and parents would really get involved. For
example, a teacher of primary school, during an ini-
tial interview with the researchers, declared the fol-
lowing: “I will be happy if all the children get in the
active part with the language which is the most diffi-
cult thing in a classroom of more than twenty pupils.
Another aspect is about the fact that it should go into
the families, that it should take a larger dimension”

In the implementation of the pedagogical de-
sign, an interesting aspect to be highlighted is the
fact that teachers not only wanted to apply the for-
mats, but they really get involved in the implemen-
tation process, trying to find new modalities and
create better conditions for social inclusion of a
large set of children. In that sense, teachers of pri-
mary school developed a new way of performing the
format: the leading of the story was not only done by
the teacher, but “advanced” pupils were also invited
to teach - by reading and performing the narrative
format - young children of other classrooms. As ef-
fect, the young children immediately were involved
in participating to the format activity, although they
were not yet familiar with the Hocus and Lotus sto-
ries. During different recorded sessions in the class-
room, pupils were free to give their opinion on the
activities they led, showing a good comprehension
of the modalities in which the stories were set: for
example, a child of primary school expresses as fol-
lows his way to intend what means learning a for-
eign language: “eh its normal they (the characters
of the stories) repeat because it’s like that learning is
working”

A relevant aspect in the implementation of
the pedagogical design within the Swiss context
concerns the benefits of parental involvement. As
children received the material at home, it was pos-
sible to share it with their family. This has been an
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important way to appropriate spaces that bridged
schools and families, because parents and children
could then be “immersed” in the pedagogical sce-
nario usually created in the classroom, re-activating
it outside the school. An example are the new mo-
dalities of repeating the format in informal environ-
ments such as during car trips or at dinnertime. A
mother of a child of primary school declared the fol-
lowing: “We (she and her daughter) were in the car
and I have thought, I could have recorded this! [...] In
the evening at table when my daughter has begun to
repeat her sentences (about Hocus and Lotus stories)
I have recorded it... We can also hear the cat and some
other noises (laugh)” Through these practices, social
interactions within and outside the school become
factors to promote integrative practices and the de-
velopment of new linguistic skills. In fact, the de-
velopment of children’s welfare and learning do not
depend exclusively on individual factors and per-
sonal characteristics, but also on the quality of the
contexts in which they live and interact. In turn, the
children’s settings of life (school, family, peer group)
are not independent from each other, rather they in-

fluence each other. The quality of these influences,
the relationships between the various environments
have an impact on the quality of children’s learning
and development.

The parental involvement in children’s school
experiences is a part of this educational process
based on the partnership between the school and
the family. These aspects are in line with evidences
on children’s well-being and growth that have been
produced by research in the field of psychology. The
relations that take place at school between parents
and teachers are then recognized as most responsi-
ble elements for the education of children (Padiglia
& Arcidiacono, 2015).

Teaching a new language can be a bond of
discussion between parents and teachers were ev-
eryone can share his/her own feelings and concerns.
A mother of a child of primary school declared: “the
teacher was surprised... in a positive way... about
the evolution of some children. At the beginning of
the school year she (the teacher) said: “oh dear it will
be difficult for some children”... but some children

Name of the People Material needed Goal of the activity
activity involved
Guessing which | - Teachers |- Abag To involve parents in a dynamic
character of H&L | - Children | - A mirror play with children and teachers
we are (a frog?) - Parents - H&L characters (a | trying to find which character of
frog, a duck...) H&L they are

and answers “No, I'm not a frog”...

(of the format 1 story).

Operational description of the activity: The activity is performed in two times:

1) After having performed the 15t Format in which every character of the story has been
presented, the teacher gives to every child a toy representing a Hocus’ friend: the
frog, the duck, etc... To the children having a duck she can ask: “are you a frog?”
And the child answers, “No, I'm not a frog”...

2) In a second time, the teacher hides one of the character (so he/she tells) in a bag
and ask the children to go and ask the parents to look in the bag and answer the
question “are you a frog?” or “are you a duck?”...the parent checks what is in the bag

3) At the end the teacher shows what was in the bag and the children discover a mirror
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surprised her in a good way at the end of the shool
year, they were not in diffficulty with German at all.”

A fundamental opportunity of social inclu-
sion was the possibility to organize meetings with
parents, children and teachers. During these occa-
sions, parents were involved in co-organizing, with
teachers and children, different activities in class-
room. In the table below there is an example of ac-
tivity created by teachers, children and parents dur-
ing a meeting. The activity concerns the capacity to
ask and answer (in a selected language) questions
about characters (frog, duck, etc.) that are in differ-
ent bags.

Several studies have shown how the involve-
ment of parents in school living has beneficial effects
on children’s success (Epstein et al. 1997). The key
components of the partnership between school and
family are based on the capacity to share and negoti-
ate rules, to balance educational styles and attitudes,
and to participate in the school-family experiences
in various forms (such as sharing choices and de-
cisions, through dialogues, active participation and
capacity to recognize and to value other’s contribu-
tion).

Among the objectives of the SOFT project,
shared activities between teachers, parents and chil-
dren are the key elements to build a common space
of socialization and integration. As lesson learned
by this implementation, we will strive for transmis-
sion in time and we already have available teachers
to integrate the education model proposed by the
SOFT project as part of their school activities there-
after.

Discussion and conclusion

As presented in the theoretical framework,
the SOFT project relied on three core elements: inte-
gration through social interaction; learning in con-
text; and intersubjectivity. Language learning, as it
has been conceived in this project, shows how the
narrative formats only live through social interac-

tions, creating close social links in the classroom
(through peer interactions or adult-child interac-
tions), at home (with parents and/or siblings) and
in home-school activities enabling shared spaces to
foster social inclusion. As the pedagogical material
we have implemented sustained these different types
of social interaction, our design enabled to develop
good communication practices and strengthen so-
cial relationships among participants. For example,
children participating to the project have developed
a stronger sense of alteration and intercultural dif-
ferences, becoming, on the one hand, proud of their
own origin and mother tongue (e.g., through di-
rect questions to other pupils, such as “Are you Ital-
ian? Me too!”), and, on the other hand, developing
a stronger interest in classmates own language (e.g.,
“How do we say friend in Turkish?”). Furthermore,
the opportunities to strengthen the connection be-
tween families and schools have provided beneficial
spaces for dialogue, also enabling the unity and po-
tential improvement of the self-esteem of families,
of their own identity and uniqueness, here consid-
ered as a positive resource by parents and by the
school actors. In fact, some families coming from
a minority ground often advise their own children
not to speak the mother tongue, thinking that it
could (negatively) interfere with the acquisition of
the language of the host country. This shared space
with families offered a concrete possibility to sustain
their own language transmission, to share it with
other parents, children and teachers, and to reflect
on their own way of thinking about it. For exam-
ple, a mother declared, during a meeting between
teachers and parents, the following: “I have learned
new languages only by the written and visual way, but
they (children) learn by listening... and all that they
can hear, its incredible! (...) We (the parents) have
the reflex to think that for learning a new language we
have to do written activities, but they (children) un-
derstand everything and they don’t even know how to
read! Incredible! So that’s cool!”

Last but not least, teachers have developed a
more effective sense of comprehension of different
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issues concerning integration. Notably, the creation
of meeting opportunities relying on language issues
has open a new way of thinking the relationships
with the parents, including them closely in the teach-
ing/learning scenarios. The project also showed how
learning is effectively only learning in context. In the
design we used, every partner was taking advantag-
es of different learning contexts, schools, families or
in boundary-crossing these contexts and situations,
creating “shared-spaces” as in school-families meet-
ings or teacher-training activities. Every partner was
developing learning skills that rely on these contexts
and opportunities of mutual enrichment. The SOFT
project finally showed how language learning re-
lies on the capacity to create a common space where
the co-construction of a shared meaning can arise,
an intersubjective space which relies notably on the
principle of good communication, postulating that
the creation of an emotional bond among the con-
versational partners is essential to learn to speak a
new language.

Besides what has been presented above, we
would like to highlight few additional elements of
pedagogical reflection. As seen, the SOFT project
was aimed at providing benefits to all the various ac-
tors involved. In this sense, children using the peda-
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mcp. lllnna ITagnpa

YHuBep3nuTeT 3a 00pa3oBambe HACTaBHMKA KaHTOHA bepH, Jypa n Hojurarer, IlIBajinapcka

ap PpaHyecko ApungujakoHO

YHuUBep3uTeT 3a 06pa3oBame HacTaBHMKa kKaHTOHA bepH, Jypa n Hojmarer, I1IBajuapcka

®opma Hapalyje OCMULIbeHA pafy 60/ber ycBajamba je3NKa Kpo3 COIMjaTHy MHTePaKIjy

Y oBOM pajiy IpecTaB/baMo MCTPaXKMBame Koje je mocBeheno ocmunbaBamwy MoryhHOCTH 3a yueme
U pasBoj Kpo3 conujanHy nHTepakuujy. OBa cryguja npencraspa geo EU mpojexra nop Hasusom CODT
(School and family together for the immigrant children integration), a nma 3a b 6aB/bere TMHIBUCTUIKOM
U COLMjaTHOM MHK/TY3UjOM Jlelle KPO3 aKTMBHOCTU Yy BE3) Ca yYeHeM CTPAHOT je3NKa, KOjuMa ce IOBe3Yjy
HOPOJIMIiE Y HIKOJIE.

Kynrypre u NUHIBUCTMYKE PasIMYUTOCTU Ce€ CMATpajy €leMEeHTMMa KOju IIPOMOBMUIY y4eme U
capa/iiby Mehy pasInunTuM y4eCHUIIMMA Y COLIMja/THOj KOMYHVKAIVjU: TeIIOM, HaCTaBHUI[MA, POVTE/bIMA,
VICTpaKMBAYMMa ¥ IIKOTaMa. 3ampaBo, My o6pahamo makmy Ha 06pa3oBHe aKTUBHOCTY KOje ce OCTBapyjy
KpO3 COLMja/IHy MHTEPAKUMjy U Y KOjUMA KYATYPHE U IMHIBUCTIYKE PaSHOMKOCTY IIPENCTaB/bajy KOPUCHE
e/lleMeHTe KOjJi IPOMOBUIIY YUere ¥ capaiiby Mebhy pasmmunTuM y4ecHUIMMA Y COLMjaTHOj KOMYHUKAIIVjIL.

Y oBoM papy hemo aHa/mm3upary Ba acleKTa Halllel NCTPaKMBama: 1) Kako IeJaroliKo NCTPaXKBatbe
II0J], Ha3UBOM ,,(popMa Hapauuje“ Mo>Ke a CTBOPY HEOOUUHY COLMjaTHY MHTEPAKIVjy Y YIMOHUIIM U KaKO Y
Pa3BOjHO] IEPCIEeKTVBY HYAM IpaBy MOTYRHOCT 3a 1mo0o/bllambe KOTHUTVBHUX U COLMja/THUX BEIITHHA; 2)
KaKo COLlMjaTHA MHTepaKIuja nu3Meby 1kose u mopoamija moMaske HaCTaBHUIVIMA, YYCHUIVIMA M POJUTE/bYIMA
IIa pasBUjy CBECT O CBOjMM y/IoTaMa U Jja [10jadajy capajiby ca Colja/IHOM MHKIY3MjoM? Kpos npeseHTanujy
00pa3soBHOT OKpYyXKela, a KacHUje M AMCKYCHjy O TOMe, Hallla HaMepa je fia aMo Ofrosope Ha ciefieha
VICTPa)XXMBAYKa MUTalba: KAKO HACTABHUIIM CIIPOBOJiE IEfJarolIKO VICTPAXXKMBabe pajiyl YK/bydMBama Jele y
aKTMBHOCTM Ha CTPAHOM je3MKy; Kako (hopMa Hapaluje IoMake el /ja Hayde ia TOBOPe HOBY je3VK U KaKO
oMmoryhaBa MHTerpanmujy HaCTaBHUKA, y4€HMKA U pOAUTe/ba?

Hamr doxkyc je Ha IMHIBUCTMYKOj MHTErpalyju Jielle KPO3 COLVjalHy MHTEPAKLMjy Koja ce 3aCHMBA
Ha YCBajalby jesMKa KpO3 aKTMBHOCTHM KOje IIOBe3Yyjy IOpOAMIle M IIKOJE, a Y Be3U Cy ca HNONUTUYKUM U
IOPYLITBEHVM KOHTEKCTOM Yy KOjeM je M pasBMjeH Hall npojekar. IIMrama Koja ce T4y pereBaHTHOCTU
colujajHe MHKIy3uje cy BeoMma akryenHa y IlIBajuapckoj, jep ce IlIBajuapcka HENMPEeKMIHO Cyo4yaBa ca CBe
Behom xereporeHomhy KynTypa u jeauka Koju ce roBope y IIKO/IaMa. Je3UK ce cMaTpa CpPefiCTBOM COLijaHe
VHKJTy3Uje y OBOj C/I0)KEHOj CUTYallMju Y OKBYPY OCHOBHMX KOHTEKCTa 0Opa3oBama (Kao MITO Cy LIKO/Ie U
HopofMLie) M Kao MOTyhy HauMH Koju BOAM 3aCHMBambY e(eKTHe VM MHKTy3MBHE coliujanHe mpakce. CMaTpaMo
71a je pefieBaHTHO HAIJIACUTH Jja HAlll MHTEpeC HYje MCK/bY4MBO 3aCHOBAH Ha HUBOY jesn4Ke MHTerpalyje fele
YIjU je TO MaTepIby je3VK U Jielle MUMUTPaHaTa Kpo3 yuerbe HOBOT jesuka (yk/byuyjyhu je3auk sem/be fomahnHa).
HanpoTus, mpeTnocraB/baMo Jja ¥ IIKO/IA 1 Kyha IpeficTaB/bajy pelieBaHTe elleMeHTe 3a Yuere Y MaTepmer I
CTPAHOT je3UKa 3a Jlelly MUTPaHTe.

ITpojekar CODT je 3amoyeo MHTEPAMCUUIUIMHAPHM MCTPAXMBAYKY TUM, a IO/a3Ha Tadyka je O6ma
3ajeJHNYKO MHTEpecoBame 3a ydeme U IoyyaBambe jesuKa y MYITUKYITypalHOM KOHTeKcTy. IIpojexar je
IIOKPEHYO MHOTa IINTamba, a [eHTPa/IHa M Tamba Y IVIABHY IIPeMeT Cy OHM KOjy ce TU4Y OffiHoca u3Meby mkore
u nopopuiie. OBaj acNeKT je HApOYMTO pelieBaHTaH y CMUCTY COLMja/THe MHTEPaKIMje Koja ofip>KaBa Ipollec

97




Sheila Padiglia, Francesco Arcidiacono

yderba U [I0y4YaBama, jep YK/bydyje CBe M3BPIINOLie KOjU YIeCTBYjY Y KOHTEKCTY OCHOBHOT 00pa3oBaba, Kao LITO
cy nopopuue u mkose. LInp oBor paia Huje AMCKYTOBambe O CXBaTamMMa OV/IMHIBU3MA U MY/ITWIVHTBU3MA,
Beh mpezcTaBpame neparoiike GpopMe Hapalyje Koja je 3arodera U Koja KOPUCTY MOJeN yiermha/IoydaBamba
jesuka ca menoM. Jla 6ucmo kopuctuwan ¢popmy Hapauuje (M HeHe IPUHIUIIE) Y YYMOHMIY, Pa3BIIN CMO
IIPOjeKaT KOju Ce CacTOju Off CeTa IefJaroliKIX MaTepujana Koju ce KOMOMHY)Y ca pa3nuIuTUM MaTepujaanma,
ay TO CY YK/bYYeHU 1 fiella ¥ Oapac/i. Y OBy CTYAUjY je OM/IO yK/bydeHO IIeTHAeCT HaCTaBHMKA 1 CTO LIe3/ieceT
IeBeTOpoO fielle (y3pacTa o TPM [0 CefjaM FOiMHA), U3 IBa pa3pefia OCHOBHe IIIKOJIE 1 iBe TPYyIIe 13 OOaHMIITa
y lIBajuapckoj, a aKTMBHOCTH Cy ce THUIiajie y4era/Iloy4aBama eHITIeCKOT 11 HEeMauKor je3MKa. Tpu riaBHa
Kopaka cy 61a mocseheHa MMIIeMeHTAIVj 1 IIPOjeKaTa: IpBY je mocBeheH moce6HOj 06y1iM HACTaBHUKA; IPYTH
KOpaK pasBUjamby 00pa3OBHMX aKTMBHOCTY Y YIMOHUIIM, @ Tpehy 3ajefHMYKMM aKTMBHOCTUMA IOPOAUIIE U
mkorte. Cakynmmim cMO KBaJIUTAaTUBHE TIOfaTKe, YIIABHOM IIPEKO MHTepBjya (ayamno-cHumIm y paszama 1 u 2)
U ocMarpame (eTHorpadCcK 3aImcy 1 BUe0-CHUMIM y KopauyMma 2 1 3).

PesynTaty oBor mcTpakmBama IOKa3yjy fa IpojeKaT KOju CMO MMIUIEMEHTUPAIM MOXKe Jila CTBOPU
yCTIOBe KOjU MOMaXy ¥ MIMUTUPAjy IPUPOAHY cpefuHy (HedopMaaHy, AUCKYP3MBHY) 3a yCBajame je3uKa.
[Tocmarpama y yYMOHMIV Cy TIOKa3aja fla yYeHULM y4ecTBYjy Y ¢popMu Hapamuje, He caMo IOHaB/bajyhu
pasmMynTe AUjazore ¥ MOHOJNIOTe HeKuX npuya Beh 1 akTuBHO yuecTByjyhm. [Jobpe cTpaHe MMIIeMeHTaIyje
TIe/JaTOIIKOT IIPOjeKTa y MIBajIlapCKOM KOHTEKCTY 00yXBaTajy U YK/by4MBambe poauTesba. JKMBOTHO OKpykeme
Jielle Kao IITO Cy IIKO/IA, MOPOANIIA U BPIIbauKa IPyIa HICY He3aBJCHE jefjHa Off pyre, Beh nmajy ytuiaja
jenHa Ha npyry. KBanuTeT oBUX yTHIjaja 1 ofHOCK U3Mely pasmmunTux oKpysKemwa UMajy yTHiaja Ha KBaIUTeT
ydema fielle U Ha pa3Boj. PomuTe/bcko yK/byunBame y IIKOICKY )KMBOT Jielie je leo 00pa3oBHOT Ipoljeca, Koju
Ce 3aCHUBA Ha IIAPTHEPCTBY U3Meby Iikose u nmopopuie.

Konauno, MoryhHOCTHM KOje 4MHe CHaOKHUjUM Be3y M3Mely IOpopuIia 1 LIKO/IA Cy CTBOPUIIE IIPOCTOP
3a amjasnor, omoryhaBajyhm jemMHCTBO M HOTEeHIMjaMHO MOOOJBIIAE CAaMOINOY3/alba IIOPOANIIA, HIIXOBOT
UJIEHTUTeTA M jeAMHCTBA, KOje ce OBJle CMAaTpajy MO3UTMBHUM (AKTOPOM U IOPOAUIIA M YYeCHUKa y
IIKOJIOBalby. 3allpaBo, HeKe IOpOoANIle Koje IOTUYY M3 MAambMHCKUX IOIy/Iallja YecTO CaBeTYjy Aely Jja He
rOBOpe MaTepHUM je3VKOM, Muciehu ja To MoyXke MMaTy HeTaTUBHY YTHUIIAj HA yCBajambe je3nKa 3eM/be Y K0joj
xuBe. OBO ce OfHOCK ¥ Ha MTOPOJuIle KOjiMa je moHyheHa MOTyhHOCT cy3zpKaBama Off MaTeper je3lKa Ha
KojeM 611 pasroBapaim ca [pyTM POJUTE/bYIMA, NeIlOM VM HACTaBHUILIMIMA.

Kmwyune peuu: HapatuBHY (HOpPMaT, BUIIIEje3MIHOCT, COLIMjaTHA MHKITY3Y]ja, MHTepaKIuja n3Mehy mxore
U IIOpOAMIIE.
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