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Abstract: This article deals with the issue of mother tongue in multicultural schools, focusing on the
minority education of Greek Muslims. The social and educational dimensions of linguistic coexistence are
analysed by examining the case of the Pomaks of Western Thrace. The current system of minority education in
Greece deprives Pomak students of the right to an education that respects their mother tongue. The main goal of
intercultural education in Thrace should be for children to acquire the skills required for their equal participation
in the social system, with respect for their language, religion and ethnic identity. We suggest that the incorporation
of native tongue, local history, folklore and oral tradition in education may facilitate learning, strengthen the
linguistic self-esteem of Pomak students and promote their equal inclusion in the educational framework of public
schools.
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1. Introduction

The Pomak communities of Greece should not be perceived statically, but should be examined in relation to
the historical and social processes that led to the formation of their current status. The Pomaks of Thrace have
received economic and cultural influences, which have resulted in multiple transformations of their identity.

The ethnic classification of the Pomaks is often being carried out using identification criteria such as
language, origin, religion, anthropological characteristics and general qualities. The representation of the Pomak
identity is constructed, either by researchers or by the Pomaks themselves, on the grounds of the language they
speak or their Islamic faith. Perceptions of closeness and distance could be used as criteria for the interpretation of
the “us” and “them” dichotomy prevailing in their own perception of selthood (Kokkas, 2007, p. 79). The Pomaks
of Western Thrace have great flexibility in handling the diversity of their dialects, as well as their ethnic
orientation. Therefore it would not be correct to approach the Pomaks of Greece as a homogeneous group with
uniform ethnic reflexes.

The language of the Pomaks is a southern regional dialect complex of Analytical Slavic, consisting of local
varieties with common features used in the Slavic communities of the Greek section of the Rhodope mountain
range in Thrace. (Papadimitriou, 2008, p. 15). The fact that the local variations of the language spoken by the
Pomaks remained unwritten and far from any scholarly record has contributed to the devaluation of their
language.
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Despite the long lasting ethnic engineering on the part of Turkey within the Pomak communities, the Pomaks
of Western Thrace have preserved their language because of their geographic isolation and social marginalization
(Michail, 2002, pp. 276-277). The preservation of essential elements of the Pomaks’ ethnic identity, such as
language and culture, despite the pressure they receive to abandon them, often becomes a secret but conscientious
ethnic identification (Kokkas, 2007, p. 76). A typical example is the preservation of the traditional Pomak costume
with the checked loom-woven apron (prétenlik) in the villages around M ki (Mustdfcova). It appears that such
ways of preserving traditional forms of behaviour are regarded as a political attitude (Trubeta, 2001, p. 132).

As far as the education of the Pomaks in Western Thrace is concerned, Michail has pinpointed a paradox:
“While the educational system was designed on a bilingual basis to guarantee the minorities, linguistic rights, it
resulted in a dominant-subordinate situation and social as well as economic inequality” (Michail 2002: 282).

2. Historical Background

The Ottoman conquest of the Balkans exercised a great influence on the Pomaks and led to the conversion to
Islam of some inhabitants of the Rhodope mountain range, from the 16th to the 18th century. In the 19th century
new nation-states were formed and the national borders were redrawn.

The Lausanne Treaty (24/7/1923) defined the Muslims of Western Thrace in religious (not ethnic) terms. The
use of the term “Muslim minority” was adopted at Turkey’s request, as religion was a powerful connective link
among the ethnic groups in the Balkans, a link used by the Ottoman Empire in the millet administrative system.
Articles 40, 41 and 45 of this Treaty established education as an inalienable right of minorities. After the end of
the 2" World War, the Pomaks of the Rhodope area found themselves scattered in three different countries
(Bulgaria, Greece, and Turkey), adopting the national identity of these countries or searching for another identity
linked to their historical past.

In the second half of the 20" century the Pomak communities underwent serious changes related to their
association with power centers, the gradual formulation of an elite and the predomination of national
characteristics in their self-image (Trubeta, 2001, p. 113). Many Pomaks of Western Thrace gradually adopted
Turkish as the dominant minority language. Conversely, in the Bulgarian part of Rhodope, linguistic assimilation
of local idioms from common Bulgarian was observed (Adamou & Fanciullo, 2018, p. 62; Adamou, 2012, p. 7).

After the end of the civil war, the Pomaks of Greece found themselves standing between Greece and Turkey.
The institution of minority education played a decisive role in shaping the ethnic identities of modern Pomaks,
strengthening their linguistic competence in the Turkish language. The attitude of the Greek governments towards
the Pomaks was linked to the fluctuations of Greek-Turkish relations, resulting in contradictory political decisions
(Kokkas, 2022, p. 144). On the other hand, the Turkish Consulate in Komotini had already started raising Turkish
nationalism among the Pomaks of Thrace before WW2, but this activity intensified after the 1980s. After the
Second World War, Greek politics tried to strengthen the Turkish identity of the Pomaks, considering their
Slavonic language to be dangerous, due to the proximity of the Pomak settlements of the Rhodope mountains with
Bulgaria, which was under communist rule at that time (lliadis, 2004, p. 34).

With the Educational Agreement between Greece and Turkey of 20/4/1951 it was agreed to establish
educational institutions in both countries, exchange university staff, lecturers, students and scientific researchers,
establish scholarships, exchange books and journals. It was also agreed to promote the teaching of the language,
culture and history of each country in the territory of the other country. Although that agreement did not stipulate
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that the official language of the Muslim minority is Turkish, the Turkish language was then introduced in minority
education along with the curriculum of the Turkish Ministry of Education. These measures were taken to a great
extent in order to enhance the coherence of NATO and ameliorate Greek-Turkish relationships against the danger
of Bulgarian communism.

On 28/1/1954 the General Commander of Thrace G. Fessopoulos sent to the communities and the
municipalities of Rhodope area a decree by Marshal Papagos in which it was mentioned: “According to the
commands of the President of the Government we ask you from now on in all cases to use the term Turkish in the
place of Muslim. Therefore you should make sure that the various signs of your region such as Muslim Community,
Muslim School, etc. be replaced by the word Turkish”. The agreement of 1951 was broadened with a similarly
orientated educational protocol signed on 20/12/1968.

The Cold War period in Greece influenced the Pomak identity, mainly through the Turkification of minority
education®. Issues of minority education and relations between Christians and Muslims in Thrace were often
determined by tension in the Greek-Turkish relations (Markou, 2006, p. 55). During the period of the military
dictatorship in Greece (1967-1974) a series of contradictions in the Greek minority policy led part of the Pomak
population of Thrace to identify with the Turkish national ideology (Tsioumis & Michail, 2005, pp. 248-249). An
attempt was also made to stigmatize the Pomaks who used their mother tongue, instead of Turkish. However, in
the 1990s in Greece, efforts were made to promote the identity of the Pomaks and their mother tongue?.

The state policies implemented in Greece and Bulgaria towards the Pomaks determined the differentiation of
their identity in the two countries. Whereas in Bulgaria a number of Pomaks identified with the Bulgarian national
identity, in Greece the inclusion of Pomaks in the Greek-Turkish curriculum of minority schools facilitated the
Turkification of a large part of the population (Karagiannis, 2012, pp. 23-24). The 21% century has found the
Pomaks balancing between Balkan nationalisms, choosing to switch from one ethnic identity to another. The
existence of multiple identities is a survival strategy for them, as it facilitates their social integration.

3. Minority Education and Identity

Any sort of self-identification for the Pomaks has to accommodate with various interventions related to
religion, language or culture. The Pomaks of Greece have proved capable of preserving traditional forms of
behavior and remain flexible in handling their ethnic orientation as well as the multiformity of their dialects and
customs. It appears that, through the continuing ambiguity and the multiple crossbreeding, the Pomaks of Greece
retain for themselves the right to turn ethnic uncertainty into their own history (Kokkas, 2007, p. 107).

With regard to the education of linguistic minorities, the following approaches prevail (Roberts 1995:
369-378; Kokkas 2014: 84-85): language awareness and inclusive models®, transitional bilingual education

1 On the issue of minority education in Western Thrace see Kanakidou (1994); Vakalios (1997); Baltsiotis & Tsitselikis (2001);
Askouni (2006); Malamidis (2010); Voulgaridou (2011); Karaiskos (2015), pp. 134-149. As concerns the relationship of minority
education with the identity of the Pomaks see Markou (2001).

2 In the 1990s a series of publications contributed to the promotion of the language and culture of the Pomaks, see the works of
Petros Theocharides Pomaks. The Muslims of Rhodope (1995), Pomak-Greek Dictionary (1996a), Greek-Pomak Dictionary (1996b),
Grammar of the Pomak Language (1996). In 1996 the Pomak-Greek Dictionary (Karahotza, 1996) and the Grammar of the Pomak
Language (Karahotza et al., 1996) were also published. In 1997, a Reader of Pomak for the 1% grade (Moumin & Omer, 1997) was
released in Komotini.

3 They aim to integrate minority speakers. Children are encouraged to use their mother tongue, but the minority language is not used
in teaching (Agneta & Svalberg, 2012, pp. 287-308).
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models?, heritage language education models®, developmental maintenance bilingual education models®, heritage
immersion bilingual education models’, two-way bilingual education models®, bilingual intercultural education
models)®. In Western Thrace none of the models can accurately describe the existing educational system of
minority education. According to article 40 of the Treaty of Lausanne, the members of the Muslim minority of
Thrace are recognized the right to establish their own educational institutions and schools and to make free use of
their mother tongue within them. Article 41 obliges each country to provide “in respect of public education,
suitable facilities for securing the provision of instruction in primary schools in their own language”. Nevertheless,
in the minority schools of Thrace, only the Greek and Turkish languages are taught. For the children of the
Pomaks, who have a different mother tongue, the establishment of this sort of bilingual minority education has
created a situation of trilingualism (Michail, 2002, pp. 271-287; Michail, 2004, pp. 157-180; Voulgaridou, 2011,
pp. 54-57; Varvounis, 1999-2000, pp. 115-117), which renders the learning of the Greek language difficult®.

The existing minority education does not ensure equal opportunities, nor does it contribute to the dynamic
development of the personality of Muslim students. When the graduates of minority primary schools reach
secondary education, they find it hard to join a public High School, since important subjects of the core
curriculum, such as Mathematics, have not been taught to them in the Greek language.

Cold War legislation has affected minority education for decades, segregating students according to their
religion and ghettoizing Muslim students. Moreover, the contribution of minority schools to the construction of a
Turkish national identity for the non-Turkish Muslims of Thrace is indubitable. Michail says that the Pomaks’
“literacy in the Turkish language has probably contributed to the development of Turkish consciousness among
the majority of them, thus fulfilling one of the political aims of Turkey’s foreign policy since 1920s” (Michail
2002: 283).

As far as the Pomaks are concerned, Michail adopts the distinction of two types of ethnic identification:
private and public. Private self-identification is based on the individuals’ self-image, as it relates to the group to
which they belong. Public identification corresponds to the identity used by individuals when interacting with
others. Michail noticed that, in the Pomaks of Thermes, the public identity is multiple, depending on the person
with whom they communicate. She mentions the example of the Pomak immigrants in Germany who present
themselves as Greeks-Europeans when they communicate with Germans, whereas they present themselves as
Greeks-Pomaks or as Turks when they communicate with Greeks or Turks respectively (Michael, 2003, pp.

4 These models move away from the minority language in favor of the majority language (Polanco & Luft de Baker, 2018, pp.
423-444).

5 In these models the courses are organized by the minority communities. The education provided is supplementary (after school or
on weekends) (Kagan, Carreira, Hitchins Chik, 2017; Trifonas & Aravossitas, 2018).

6 Teaching is done by bilingual teachers in two languages. Children are taught the mother tongue and the dominant language at the
same time, after acquiring basic literacy in the dominant language (Ovando & Combs, 2011).

7 They were developed in cases where the children of a minority are already familiar with their mother tongue. After immersion in
the mother tongue, there follows an education that balances the minority with the official language (Brinton, Kagan, Bauckus, 2007).
8 They are also referred to as bilingual immersion, two-way immersion and dual language instruction. Minority children are
provided with education in their mother tongue, while majority children can study minority languages. The ultimate goal is the better
learning of the official language of the state by minority children (Lindholm, 1987; Cazabon, Lambert, Hall, 1993; Cazabon,
Nicolaidis, Lambert, 1998; Lindholm-Leary, 2001).

9 They aim to provide basic literacy to natives while offering the necessary intercultural skills (Paleologou, 2004, pp. 317-329;
Oviedo & Wildemeersch, 2008, pp. 455-470).

10 1t has been observed that the students of the Muslim minority of Thrace often make syntactic, morphological, grammatical and
phonological mistakes. see Kelesidis 2003: 585-587; Sarafidou & Zerdeli 2008: 741-746. On the learning difficulties of Pomak
students see Gerovasileiou 2006: 59-74; Dimou 2006: 79-84; Kataki 2006: 33-51.
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139-157).

In Western Thrace a series of interventions aimed at the ethnic manipulation of the Muslim minority and the
construction of a Turkish identity have taken place (Trubeta, 2001, pp. 125-130; Tsimbiridou, 2005, pp. 294-295)
for Pomaks and Roma students through minority education. In this context, the native language of the Pomaks
was defamed and negative linguistic attitudes were formed among the Pomaks themselves regarding their native
language. On the other hand, minority schools have proved to be unable to help Muslim students overcome their
learning problems, as they create negative language attitudes of self-exclusion and ignore the mother tongue in the
cases of Pomak and Roma students (Kokkas, 2006, pp. 117-129; Karaiskos, 2015, pp. 134-149). Minority schools
have been criticized by the Pomaks themselves as causing illiteracy (Karahotza, 2022, p. 172).

The establishment of the Turkish language as the only minority language treats the Pomak and Roma
students in a racist way, since they are placed in a disadvantageous position when their mother tongue is
disregarded (Sarafidou & Zerdeli, 2008, pp. 738 & 747; Mitsiou, 2010, p. 77).

Among the suggestions made (Blackledge 2001: 304) for the overcoming of language discrimination and
learning difficulties in a plurilingual environment are the following:

e The curriculum should be developed on the basis of the language attitudes of minority families.

*  Parents’ participation should be regarded as an important prerequisite for the successful implementation

of any project.

e Minority languages should be used in order to facilitate the learning process.

e The thinking skills of pupils should be developed.

e Communication between parents and teachers should be encouraged.

Such principles are not taken into consideration in the minority schools of Thrace. Kelesidis notes that, in
general, the students of minority schools have “deficient knowledge, unclear images, a fragmented perception of
the world and invalid knowledge”, while “the operation of minority schools to date has been characterized by a
lack of clear orientation and an inability to approach their goals” (Kelesidis, 2003, p. 584)!!. Empirical and
statistical data regarding the education of Thracian Muslim students in the 1980s and the 1990s show that the
children experienced significant problems during their studies, a high rate of school failure, higher than the
national average (Mavromatis, 2003, pp. 591-599; Malamidis, 2010, pp. 99-122).

Despite the important steps that have been taken in the area of intercultural education in recent years, serious
problems still remain. Learning difficulties are often due to the non-teaching of the mother tongue or due to
mother tongue interference, when the grammatical and syntactic structures and vocabulary of the mother tongue
differ from the target language. The limited knowledge of Greek among Muslim students is related to the teaching
materials and methods, the attitude of the teachers and the limited use of Greek in the students’ familiar
environment.

It should be noted that bilingualism as such is not a problem. Bilingual children may be equally capable of
developing thinking and language skills as mono-lingual children. Nevertheless, whenever the children’s mother
tongue is rejected and depreciated, they cannot realize the reasons why this is happening and they are led to
feelings of self-depreciation, and an inability to develop either their mother tongue or the second language.
Moreover, they find it difficult to transfer knowledge from one language code to the other (Kokkas, 2006, p. 119).

11 Critical approaches to the system of minority education in Western Thrace (Michail, 2004, pp. 168-172; Varvounis, 2016, pp.
205-206; Theodoris, 2020, pp. 110-116; Karahotza, 2022, pp. 223-224, 305-310).
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According to Banks, the main goal of intercultural education is “to reform the school and other educational
institutions in such a way that students from different racial, ethnic groups and from different social classes
experience educational equality” (Banks, 1995, p. 3). Some other goals of intercultural teaching are the cultivation
of empathy, tolerance, the acceptance of otherness and the development of communication. In order to achieve
these goals, it is necessary to implement cooperative teaching models, to promote experiential communicative
teaching and to multiply extracurricular activities (Kokkas, 2022, p. 694). Students are encouraged when they feel
that teachers accept them, both as individuals and as bearers of specific linguistic and cultural traits. The proper
approach to intercultural education does not entail imposing the target language and erasing the mother tongue.
Educators must emphasize the importance of diversity without stigmatizing otherness.

4. Plurilingualism and Mother Tongue

The issue of bilingual education in Western Thrace inevitably has sociolinguistic and political dimensions.
The reasons why the Turkish language was imposed in minority education were mainly political. In the Pomak
communities of Greece the native language and culture of the locals often become the target of ethnic
appropriations. Ignoring the existence of Pomaks and Roma, a pro-Turkey Muslim elite in Western Thrace often
attack the use of any Slavic vocabulary in an attempt to show that the Muslim minority of Thrace is an ethnic
minority consisting of Turks only. Pro-Turkey activists are horrified by the possibility of introducing Pomak as
one of the native tongues in minority education, although this has never been the intention of the Greek Ministry
of Education (Kokkas, 2007, pp. 82-83). The mother tongue of the Pomaks of Western Thrace is not included in
the bilingual program they follow at school. Turkish is still regarded as a necessary constituent of the minority
school curriculum, despite the fact that it is neither the official language nor the mother tongue of all Muslim the
students (Michail, 2002, pp. 271-273). In this way, Pomak children “learn to move back and forth between two
different language contexts, two different realms and realities” often confusing their individual self-determination
(Michail, 2007, p. 136).

An example showing the attitude of the Greek state is the case of the “Fox Tale” incorporated in the Greek
language course book that was used in the 3" grade of Greek Minority Schools (Kriezi, 2002). The course book
contained the Slavic words les €a (fox), mgka (mother) and ddka (quince tree) as names of some tale characters.
This fact irritated certain representatives of the Muslim minority of Thrace, who protested against the book. As a
result, the action taken by the Greek Ministry of Education was to proceed to a revised edition of the book, in
which the word les €a was substituted by the name Len £a (Young Helen).

Skutnabb-Kangas (2017, p. 51) pointed out that children of indigenous or minority populations who are
taught only through the dominant language generally perform worse at school than the children of the populations
whose mother tongue is the same as the dominant language. In addition, they have higher school dropout rates and
higher unemployment rates.

All schools of Thrace must respect linguistic and cultural diversity and promote the social integration of
students. Children’s literacy is facilitated through the use of their mother tongue. Children taught basic literacy in
their mother tongue perform better than children who have not been taught in their mother tongue at all (Tsiplakou
& Chadziioannou, 2010, p. 618). Moreover, the knowledge of local language would significantly help teachers to
get closer to the local community and to carry out their work more effectively (Dimou & Miliazim, 2003, p. 554;
Blackledge, 2001, p. 292). Linking lessons to the Pomaks’ native tongue and folklore can help Pomak-speaking
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students to enrich their oral and written language, using complex expressive means, to cultivate critical thinking,
and to understand the importance of preserving their cultural heritage.

The International Covenant on Economic, Social and Cultural Rights (16/12/1966, ratified by Greece with
Official Decree 45/A/19.3.85), which recognizes in article 13 the right to education of every human being,
emphasizes that “education must aim at the full development of the human personality and its sense of dignity and
to strengthen respect for human rights and fundamental freedoms”. Educational planning should respect linguistic
diversity and meet the needs of language groups. It is important to strengthen pre-school education, to reform the
curriculum, to make use of school libraries and laboratories and to encourage extracurricular visits, sports
activities etc.

Through the institution of bilingual minority education, the mother tongue of the Pomaks is degraded and
becomes a language of low prestige. On the contrary, the official language of the state (Greek) and Turkish, which
appears as the language of literate Muslims, are shown to minority children as highly prestigious languages*?. For
students whose mother tongue (L1) is different from the official language of education (L2) the two languages
work in parallel, while language code switching is often observed. The way in which this alternation manifests
itself is linked to the speakers’ personal social networks, which are shaped by historical and socio-political
conditions (Georgalidou, Kaili, Celtek, 2008, pp. 135-136).

Members of linguistic groups such as the Pomaks need a school that contributes to the exploration of
diversity and promotes tolerance, mutual respect and intercultural communication (Kokkas & Miliazim, 2008, pp.
274-280). The parallel use of two languages for the teaching of cognitive content leads to high levels of
proficiency, both in the mother tongue and in the second language, while simultaneously contributing to the
development of positive intercultural attitudes (Kokkas, 2022, p. 695). Learners whose native language (L1) is
different from the official language of instruction (L2) in the early stages of L2 learning use L1 to decode L2. For
this reason, pointing out the similarities and differences between L1 and L2 can enhance children’s language
awareness, strengthen their confidence and increase their interest (Abati, 2017, pp. 56-57). Schools should give
students the opportunity to use their mother tongue during lessons. Acceptance of the mother tongue will also
contribute to more effective learning of the target language.

In the European Union the survival of lesser-used languages depends on the ethno-political balance of
each state. In recent decades, European countries have gradually adopted policies to recognize and promote
linguistic diversity. The European Union has pursued a systematic policy in favor of linguistic and cultural
diversity, with actions and publications that presuppose the existence of multiculturalism in each European
country separately (Gotovos, 2002, p. 183). The European Charter for Regional and Minority Languages
(Strasbourg 5/11/1992) aims to protect regional and minority languages in Europe. Article 28 of the Charter
declares that states must ensure pre-school, primary, secondary, vocational and higher education in the mother
tongue. If this is not possible, wherever regional or minority languages are used, the right to education must be
ensured for all those who wish it.

Efforts to protect mother tongues are based on the principle that the specific character and temperament of
each individual is influenced by his mother tongue, particularly in the case of border communities exposed to a
wide range of multilingual stimuli (Carli et al., 2003, pp. 865-883). For children belonging to indigenous or

12 On the influence of Turkish as a high prestige language among the Pomaks (Adamou, 2010, p. 25).
13 Proposals concerning minority education in Greece (Kelesidis, 2003, p. 588; Mitsiou, 2010, pp. 219-226; Kokkas, 2014, pp.
88-89; Karahotza, 2022, pp. 229-230, 337-339).
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minority groups, using the mother tongue is the best way to improve communication skills in both the mother
tongue and the official language of the state. It also improves school performance, contributes to the development
of a positive sense of self in young people and maximizes opportunities for their professional future
(Skutnabb-Kangas, 2017, p. 52). Furthermore, through the exploration of their mother tongue in comparison to
other languages, students penetrate the mindset of culturally “others” and perceive linguistic otherness through
their own value systems (Arvaniti & Chrysanthopoulou, 2014, p. 42).

When teachers show confidence in the students who have a different cultural background, the chances of
school success are higher. A necessary condition for this success is not to disparage the students’ mother tongue
and culture (Sakellaridis, 2010, pp. 12-13). An educational program addressing indigenous or minority
populations should aim for high levels of multilingualism, provide opportunities for school success and build a
strong multilingual identity and positive attitudes towards self and others (Skutnabb-Kangas, 2013, pp. 215-249).
For the Pomaks the mother tongue is the means of communication within their community and the vehicle for
history and cultural transmission (Michail, 2002, p. 281). This is one more reason why Pomak-speaking students
would benefit greatly from the use of their mother tongue in the educational practice.

5. Incorporating Mother Tongue in the Teaching Process

The existence of multicultural elements in Western Thrace makes it necessary to use intercultural approaches
in the teaching process, approaches that are far from the current status of minority education. Kokkas (2022, pp.
704-778) has presented fifty-two lesson plans with specific educational objectives, divided by educational level,
from pre-school to higher education. The presentation of the activities aims at highlighting the possibilities that
exist for the teaching of the Pomak language and culture in a wide range of subjects, through modern teaching
methods (cooperative teaching, experiential learning, composition tasks, CLIL, use of ICT etc.).

The integration of mother tongue and oral tradition at all educational levels would give a new dimension to
the field of intercultural education in Thrace. The oral tradition of the Pomaks, as expressed through their native
language, includes ceremonies, rituals, songs etc., which are important constituents of their ethnic identity
(Michail, 2002, p. 274). The study of the oral tradition of the Pomaks can be introduced into various subjects such
as Music, Physical Education, English Language, History, Modern Greek Language, Modern Greek Literature,
ICT, Social and Political Education, Geography, Arts & Crafts, Theater Education as well as extracurricular
activities.

Howard Gardner’s eight areas of intelligence expression (Gardner & Hatch, 1989, pp. 4-10; Gardner, 1993)
can be put into practice when implementing teaching plans. The cultivation of logical-mathematical intelligence,
linguistic intelligence (poetry, rhetoric, linguistics), physical intelligence (sports and music-dance activities),
musical intelligence (distinction of musical patterns), spatial intelligence (visual arts, blueprints, maps),
interpersonal intelligence (communication and understanding of others), intrapersonal intelligence (self-discipline,
metacognition) and naturalistic intelligence (classifications, knowledge of fauna/flora) can be the main goals of
teachers.

The challenge for a modern school is to discover how the various aspects of tradition can be linked to the
current learning needs of children. The issue of otherness turns into a teaching challenge for all teachers, as they
have to highlight features of their students’ frame of mind, with the ultimate goal of enriching the learning process
(Farmakis, 2015, p. 118). The pedagogical use of oral tradition can contribute to the proper education of students,

65



Integrating Mother Tongue in Multicultural Education: The Case of the Pomaks of Western Thrace

the cultivation of their intellectual skills, their awareness of the values of life and local traditions and a better
formation of their personality. Proverbs, folk tales and folk songs can contribute to the linguistic and mental
development of children. However, the didactic approach to folklore must follow modern methods and
audio-visual media (computers, multimedia applications, internet, interactive programs, games, etc.).
Incorporating tradition into teaching brings children closer to their personal experience and community roots,
making them feel proud of their local and family heritage (Hamer, 2000, pp. 57-58). Thus, the study of traditional
culture strengthens people’s ties with their past, creating the conditions for respect and acceptance of cultural
identity (Kokkas, 2022, p. 692). Moreover, young people should realize that their folk culture is an integral part of
the world’s cultural heritage.

Especially at the pre-school and primary education levels, the use of the mother tongue strengthens children’s
self-confidence and expressive ability, cultivates their audio-visual perception and kinesthetic abilities, promotes
their creativity and imagination and contributes to the learning the official language. By incorporating elements
of folk culture into teaching, a series of creative activities can be implemented that will improve observation,
encourage interpersonal communication and enrich children's vocabulary.

The parallel use of two languages for teaching leads to high levels of proficiency in both the mother tongue
and the second language and contributes to the comprehensive development of the children's personality. When
the school integrates, encourages and values mother tongue, it increases the chances that students will be more
motivated to approach both the majority language and the various skills taught at school.

In order to achieve these goals, a new approach to minority education is needed. The Greek state should take
steps that will encourage the speakers of endangered languages. Education must offer equal opportunities for all
Greek citizens, either Christians or Muslims, taking into consideration their individual qualifications. The aims of
a new approach to the education of Muslim Greeks of Thrace that does not reproduce social stereotypes should be:

a) to strengthen pre-school education and establish nursery schools in all villages,

b) to appoint in the public schools of Thrace Muslim teachers who will teach the Islamic religion, at the same
time that the Christian children are taught the Christian religion®4,

¢) to create public primary schools in Pomak villages, giving the opportunity to those who wish to have equal
education with all children in Greece. In this way, parents can have the option for their children to either attend
minority or public schools (Karahotza, 2022, pp. 87, 230).

d) The syllabus should make use of native languages in the learning process. Language planning should
correspond to the needs of language groups, while respecting their cultural background.

e) Minority schools could gradually be turned into multicultural schools, having the same curriculum that all
public schools have, with additional optional subjects on mother languages (Turkish, Pomak, Roma) and Islamic
Education.

6. Conclusion

The Pomaks of Western Thrace have been deprived of an equal presence of their language in relation to
Turkish and Greek, which have pervaded essential fields of linguistic expression. Nowadays, the mother tongue of

14 According to law 3536/2007 (article 36) teachers of Islamic religion are employed by the Greek state to teach the Quran in
mosques and/or state primary and secondary schools of Thrace. The law was amended with laws 4115/2013 (article 53.1) and
4790/2021 (article 103).
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the Pomaks of Greece is still actively used but it has a decreasing number of users and a weak political prestige.
This is partly due to the fact that it is not integrated into official teaching.

The bilingual education provided in minority schools hinders students’ performance in secondary and higher
education. The minority schools of Western Thrace lead to the social exclusion of Muslim Greek students, who are
not provided with the same education that is offered to the rest of the citizens of the country. Minority schools
cause learning difficulties and reproduce specific linguistic attitudes, such as the self-degradation of the mother
tongue. However, bilingualism in itself would not be a problem if programs were implemented which would
adequately develop the ability to write and speak in two languages.

In order to overcome linguistic discrimination and learning difficulties in multilingual environments, it is
necessary to take radical measures. The integration of the mother tongue and the oral tradition of the Pomaks in
education will have multiple benefits both for the intellectual development of the students and for the promotion
of respect for linguistic and cultural diversity. When a school encourages the use of mother tongue, the chances
increase that students will be more highly motivated to approach both the majority language and the rest of the
school skills.

The educational issues related to the minority schools of Western Thrace should be examined far from any
political considerations or inter-state concerns. It is important that language planning should be carried out in such
a way that it recognizes cultural identity and meets the specific needs of language groups.

References

Abati A. (2017). “Trpornyikég a&lomoinong g pntpiknig YAdooag aAAOyAowoomv pantdv katd v skpuddnon mg eAAnvikig
(Strategies for utilizing the mother tongue of non-native students when learning Greek)”, Meletes gia tin Elliniki Glossa, Vol. 37,
pp. 55-67.

Adamou E. and Fanciullo D. (2018). “Why Pomak will not be the next Slavic literary language”, in: D. Stern, M. Nomachi, B. Beli¢
(Eds.), Linguistic Regionalism in Eastern Europe and Beyond: Minority, Regional and Literary Microlanguages, Berlin: Peter
Lang, pp. 40-65.

Adamou E. (2010). “Bilingual speech and language ecology in Greek thrace: Romani and Pomak in contact with Turkish”, Language
in Society, Vol. 39, No. 2, pp. 141-171.

Adamou E. (2012). “Social networks in Greek thrace: Language shift and language maintenance”, in: J. Lindstedt, & M. Wahlstrém
(Eds.), Balkan Encounters Old and New Identities in South-Eastern Europe, Slavica Helsingiensia 41, Helsinki, pp. 7-32.

Agneta M. and Svalberg L. (2012). “Language awareness and language learning”, Language Teaching, Vol. 40, pp. 287-308.

Arvaniti E. and Chrysanthopoulou V. (2014). “Tlaidoymywn Aaoypoeic kot Mabnon péom Zyedaopod: éva poviého
enoyyelpotikic pébnong oto mavemotiuo (Pedagogical folklore and learning by design: A model of professional learning in
the university)”, in: E. Avdikos & S. Koziou (Eds), Proceedings of the 4" Conference “Popular Culture and Education”,
Karditsa: Kentro Istorikis kai Laografikis Erevnas “Apollon” & University of Thessaly, Department of History, Archeology and
Social Anthropology, pp. 37-51.

Askouni N. (2006). H exraidevon e uetovémyrog oty Opdxn. Amd to mepifapio oty mpoortiki e kowwvikic évialng (The
education of the minority in Thrace. From the margin to the perspective of social inclusion), Athens: Alexandreia.

Baltsiotis L. and Tsitselikis C. (2001). H Meiovotikij Exrmaidevon g Opdxng, Zolhoyn Nopobeoiog-Eyoéa (The minority education
of Thrace. Collection of legislation-comments), Athens: Sakkoulas.

Banks J. (1995). “Multicultural education: Historical development, dimensions and practice”, in: J. Banks & C. Mc Gee Banks (Eds.),
Handbook of Research in Multicultural Education, New York: McMillan, pp. 3-24.

Blackledge A. (2001). “Literacy, schooling and ideology in a multilingual state”, The Curriculum Journal, Vol. 12, pp. 291-312.

Brinton D., Kagan O. and Bauckus S. (2007). Heritage Language Education: A New Field Emerging, New York: Routledge.

Carli A., Ch. Guardiano, Kaucic-Basa M., Sussi E., Tessarolo M. and Ussai M. (2003). “Asserting ethnic identity and power through
language”, Journal of Ethnic and Migration Studies, Vol. 29, pp. 865-883.

67



Integrating Mother Tongue in Multicultural Education: The Case of the Pomaks of Western Thrace

Cazabon M. T., Nicolaidis E. and Lambert W. E. (1998). Becoming Bilingual in the Amigos Dual Language Immersion Program,
Research Report No. 3, Santa Cruz, CA, and Washington, DC: Center for Research on Education, Diversity and Excellence.
Cazabon M., Lambert W. E. and Hall G. (1993). Dual Language Bilingual Education: A Progress Report on the Amigos Program,
Santa Cruz, CA, and Washington, DC: National Center for Research on Cultural Diversity and Second Language Learning.
Dimou P. and Miliazim J. (2003). “Exnoudsvtikoi rdodv og ekmondevtikong yia Tig epmelpieg tovg. (Teachers talk to teachers about
their experiences)”, in: E. Tressou & S. Mitakidou (Eds.), Exmaidevon ylwooikadv usiovotitwv (Education of Linguistic

Minorities), Thessaloniki: Paratiritis, pp. 552-559.

Dimou P. (2006). “Avokolieg katd ) didackodio Tpdtng avdyvmong kot ypapng og ITopdkovg padnrég (Difficulties in teaching first
reading and writing to Pomak students)”, in: N. Kokkas (Ed.), H tpiplwodia oty ueiovotikij ekmoidevon koi o1 uabnolorés
dvokolicc twv Houdkwv uedntav (Trilingualism in Minority Education and the Learning Problems of Pomak Students), Xanthi:
Idryma Thrakikis Technis & Paradosis — Politistiko Anaptyxiako Kentro Thrakis, pp. 79-84.

Farmakis D. (2015). “IThaicto apydv kot cOyypoveg SBOKTIKEG TPOGEYYIOELS Yo TNV TPOAY®YN TNG SUMOALTICHIKOTNTOG GTNV
exkmadevtikn mpakn (Framework of principles and modern teaching approaches for the promotion of interculturalism in
educational practice)”, Filologos, Vol. 159, pp. 112-122.

Gardner H. and Hatch T. (1989). “Multiple intelligences go to school. educational implications of the theory of multiple
intelligences”, Educational Researcher, Vol. 18, pp. 4-10.

Gardner H. (1993). Frames of Mind: The Theory of Multiple Intelligences, New York: Basic Books.

Georgalidou M., Kaili H. and Celtek A. (2008). “Aopég evailayng Kodikov otn Atylwoon ota EAAnvikd kot Tovpkikd Kowdtnta
v MovcovAipdvev g Podov (Code-switching structures in the bilingual in Greek and Turkish community of the Muslims of
Rhodes)”, Meletes gia tin Elliniki Glossa, Vol. 28, pp. 125-137.

Gerovasileiou K. (2006). “EvBOvetan m tprylwocio yio T1¢ pobnoiokés duokorieg mov gpeavitovv ot mopokdeovor padntég; (Is
trilingualsim to blame for the learning difficulties of Pomak-speaking students?)”, in: N. Kokkas (Ed.), H tpiylwocio otn
LEIOVOTIKN eKTOIOE0aN Kai o1 pobnoiaxés ovokolies twv Ioudkwv uabnrov (Trilingualism in Minority Education and the
Learning Problems of Pomak Students), Xanthi: ldryma Thrakikis Technis & Paradosis — Politistiko Anaptyxiako Kentro
Thrakis, pp. 59-74.

Gotovos A. (2002). Exmaidevon kou etepdmyro: Zntiuota domolitiowikic moudoywyikhic (Education and Otherness: Issues on
Intercultural Pedagogy), Athens: Metaichmio.

Hamer L. (2000). “Folklore in schools and multicultural education: Toward institutionalizing noninstitutional knowledge”, The
Journal of American Folklore, Vol. 113, No. 447, pp. 44-69.

lliadis, H. (2004). H eOvixij tovtétyto. e poveoviuovikig pelovotnras kai n exkmordevtikr molituery (The national identity of the
Muslim minority and the educational policy), Athens: National and Kapodistrian University of Athens.

Kagan O., Carreira M. and Hitchins Chik C. (Eds.) (2017). A Handbook on Heritage Language Education: From Innovation to
Program Building, New York: Routledge.

Kanakidou E. (1994). H Exnaidevon oty Movooviuavikyy Meiovonra tg Avtikng Opdxng (The education of the Muslim minority of
Western Thrace), Athens: Ellinika Grammata.

Karagiannis E. (2012). “The Pomaks of Bulgaria and Greece”, Euxeinos, Vol. 8, pp. 19-24.

Karahotza R. (1996). ITouoxixé - EAMnviké Aeciké (Pomak - Greek Dictionary), D Soma Stratou.

Karahotza R., Dimopoulos P., Doulopoulos G., Moumin A. and Papadimitriou P. (1996). Ipauuotici e Hopoxixie I'Adooag
(Grammar of the Pomak Language), Xanthi: D Soma Stratou.

Karahotza S. (2022). Keiueva yio t Opdxn xor tovg Iloudrovg, 2006-2021 (Texts About Thrace and the Pomaks, 2006-2021),
Alexandroupoli: Endohora.

Karaiskos K. (2015). “H exmaidevon tng povcovipavikig peovotntag ot Opdxn (The education of the Muslim minority of
Thrace)”, in: T. Malkidis, (2015), @pdxn: Movooviuovikés psiovotnreg, Toudror, exmaidcvon xor Tlolimiky (Thrace: Muslim
Minorities, Pomaks, Education and Politics), Xanthi: Spanidis, pp. 134-149.

Kataki D. (2006). “Avckolieg kor duvordtnteg £kppacng oty eAANVIK yYAdooa pabntdv amd Tr HOVGOLVAUOVIKY HEOVOTNTO.
Mopadeiypora and to Mopvaocto Tpiving (Difficulties and possibilities of expression in the Greek language of students from the
Muslim minority. Examples from the High School of Sminthi)”, in: N. Kokkas (Ed.), H tpiylwooia otn usiovotikij exmaidcvon
Kol o1 pabnolaxés dvokolics twv Ioudxwv ualdytov (Trilingualism in Minority Education and the Learning Problems of Pomak
Students), Xanthi: Idryma Thrakikis Technis & Paradosis — Politistiko Anaptyxiako Kentro Thrakis, pp. 33-51.

Kelesidis G. (2003). “And 1o pgiovotikd oyoreio otn devtepofddpio exkmaidevon. AWAEKTIKA oxéon N TO ACOUTTOTO LG OYEONG
(From minority schools to secondary education: Dialectical or asymptomatic relationship?)”, in: E. Tressou & S. Mitakidou

68



Integrating Mother Tongue in Multicultural Education: The Case of the Pomaks of Western Thrace

(Eds.), Exmaidevtikol pidodv oe ekmordevtinods yia tig gumeipies tovg. Exmaidocvon ylwooikayv uciovotitwv (Educators Talk to
Educators About Their Experiences: Linguistic Minority Education), Thessaloniki: Paratiritis, pp. 582—590.

Kokkas N. (2006). “Plurilingualism and minority education in Greek Thrace”, in: Th. Malkides (Ed.), Aspects of Southeastern
Europe and the Black Sea After the Cold War, Athens: Gordios, pp. 117-129.

Kokkas N. (2007). “Tradition vs. change in the orality of the Pomaks in Western Thrace: The role of folklore in determining the
Pomak identity”, in: K. Steinke & C. Voss (Eds.), The Pomaks in Greece and Bulgaria: A Model Case for Borderland Minorities
in the Balkans, MUnchen: Sttosteuropa - Gesellschaft - Verlag Otto Sagner, pp. 75-114.

Kokkas N. (2014). “O pbélog TtV UNIPIKOV YAOCOHOV NG HEWOVOTNTAG OTN OSWpOpPmot TG €OVOTIKAG TOVTOTNTOG TMV
povoovipdvov g Opdaxng (The role of minority mother tongues in the formation of the ethnic identity of the Muslims of
Thrace)”, in: Conference Proceedings: I'Ad@aoa kou EOvikij Evétyra (Language and National Identity), Athens: Elliniki Glossiki
Klironomia, pp. 77-92.

Kokkas N. (2022). Ta onuotucd tpayodoia twv Ioudrxwv e Opdkng oto mhaiolo e folkavikig povoikng mapadoons (The Folk
Songs of the Pomaks of Thrace in the Context of Balkan Musical Tradition), Xanthi: Idryma Thrakikis Technis kai Paradosis.
Kokkas N. T. and Miliazim J. (2008). “H cvvonapén yAowoowkdv opddmv otn Avtiky Opdxn & o pdlog T ekmaidevong ot
dumoMticpikn emwowvovia (The coexistence of linguistic groups in Western Thrace and the role of education in intercultural
communication)”, in: E. Leontaridi & K. Spanopoulou (Eds.), Proceedings of the 1% International Conference: H yldooo oe
évaw kdopo mov arlaler (Language in a Changing World), Athens: National & Kapodistrian University of Athens, pp. 274-280.

Kriezi M. (2002). Mio. popd. k1 évav koupd 2. H Aeoizoa (Once Upon a Time 2b. Lesica), Athens: Organismos Ekdoseos Didaktikon
Vivlion.

Lindholm Leary K. (2001). Dual Language Education, Clevedon, England: Multilingual Matters.

Lindholm K. J. (1987). Directory of Bilingual Immersion Programs, Educational Report No 8, Los Angeles: Center for language
Education and Research, UCLA.

Malamidis M. (2010). H ylwooiki exkraiocvon e Movooviuavikic Meiovémyrag oty EAdda yro. v Asvtepofabuia Exraidcvon.
Nopuxo Ihaioio - Zyolika Eyyepioio - Avolvtika kor Qpoloyia mpoypiuueto (The Language Education of the Muslim Minority
in Greece for Secondary Education: Legal Framework — School Textbooks — Curricula and Timetables), Xanthi: Spanidis.

Markou K. (2001). La question identitaire et I'éducation chez les Pomaques de Thrace grecque, PhD, Paris: Ecole des Hautes Btudes
en Sciences Sociales.

Markou K. (2006). “TIopdxot kot emtroma £pevva otnv eAnvikh @paxn: TToMrtikég cuvictdoeg kot Puopartiky eumepio (Pomaks
and field research in Greek Thrace: Political components and practical experience)”, in: T. losifidis & M. Spyridakis, IToiotixi
kowvoviky épevva. MeBodoloyikés mpooeyyiceis ko1 ovalvon dedopévov (Qualitative Social Research: Methodological
Approaches and Data Analysis), Athens: Kritiki, pp. 51-74.

Mavrommatis G. (2003). “Constructing identities for Thracian Muslim youth: The role of education”, in: S. Trubeta & C. Voss (Eds.),
Minorities in Greece-Historical Issues and New Perspectives, JahrbUcher fUr Geschichte und Kultur Stdosteuropas, Vol. 5, pp.
113-123.

Michail D. (2002). “The imposed trilingualism and the making of illiteracy: The case of the Pomaks in the mountainous area of
Xanthi”, Peri Thrakis, Vol. 2, pp. 271-287.

Michail D. (2004). “Educational disadvantage, trilingualism and social change”, PhD Thesis, London School of Economics and
Political Science, University of London.

Michail D. (2007). “Education and power relations within a Slavic speaking Muslim group in Greece: The case of the Pomaks of
Xanthi”, in: K. Steinke & C. Voss (Eds.), The Pomaks in Greece and Bulgaria: A Model Case for Borderland Minorities in the
Balkans, MiUnchen: Stidosteuropa - Gesellschaft- Verlag Otto Sagner, pp. 115-137.

Mitsiou I. (2010). “Minority H pgiovotikn eknaidsvon ot A. Opaxn: KOW®VIKEG Kol EKTOLSEVTIKEG TPOKANGELS Yo TV TtpoOcBact
o1 dgvtepofabiua kor tprroPfaduio eknaidevon tov Tovpkdpwvev kot tov Abryydvov (Education in W. Thrace: Social and
educational challenges for the access of Turkish speakers and Roma in secondary and tertiary education)”, PhD, Athens:
Panteion University — Department of Sociology.

Moumin A. and Omer H. (1997). a 8 [loudzoxov. Avayvawetixé e Hopoxikig yia v A" Aquotikod (a b Pomatsku. Reader of Pomak
for the 1% grade of Primary School), Komotini: Thrakiki Etaireia.

Ovando C. J. and Combs M. C. (2011%). Bilingual and ESL Classrooms: Teaching in Multicultural Contexts, New York:
McGraw-Hill.

Oviedo A. and Wildemeersch D. (2008). “Intercultural education and curricular diversification: The case of the Ecuadorian
Intercultural Bilingual Education Model (MOSEIB)”, Compare: A Journal of Comparative and International Education, Vol. 38,

69



Integrating Mother Tongue in Multicultural Education: The Case of the Pomaks of Western Thrace

No. 4, pp. 455-470.

Paleologou N. (2004). “Intercultural education and practice in Greece: Needs for bilingual intercultural programmes”, Intercultural
Education, Vol. 15, No. 3, pp. 317-329.

Papadimitriou P. G. (2008). Ta woudkixa. Zvyypoviki meprypops 1iog voTiog Tomikhig molkiAiag e avelvtikne clofikng omd ty Mokn
700 Nouot Edvene (Pomak. Contemporary Description of a Southern Local Variety of Analytical Slavic From Myki, Xanthi
Prefecture), Thessaloniki: Ekdotikos Oikos Adelfon Kyriakidi.

Polanco P. and Luft de Baker D. (2018). “Transitional bilingual education and two-way immersion programs: Comparison of reading
outcomes for English learners in the United States™, Athens Journal of Education, Vol. 5, No. 4, pp. 423-444.

Roberts C. (1995). “Bilingual education program models: A framework for understanding”, The Bilingual Research Journal, Vol. 19,
No. 3&4, pp. 369-378.

Sakellaridis G. (2010). Odnydg diamoitiouxic povoikig exmaioevons. Zovoéovrog t Gewpia pe v mpdln (Guide to Cross-Cultural
Music Education: Connecting Theory With Practice), Athens: Pedio.

Sarafidou T. and Zerdeli S. (2008). “H expddnon ng eAAnvikng og devtepng yAdooog omd podNnTég TG HOVCOLAUOVIKNIG
ueovotntag g @paxng (The learning of Greek as a second language by students of the Muslim minority of Thrace)”, in: The
International Conference Proceedings 2008: Evpwmaixd étog diamolitiopurod 010A0yov: ZovouAdviog ue Tig yAdooes —
rohimiopode (2008: European Year of Cross-Cultural Dialogue: Talking With Languages — cultures), Thessaloniki: Aristotle
University of Thessaloniki, pp. 736-749.

Skutnabb Kangas T. (2013). “The role of mother tongues in the education of Indigenous, tribal, minority and minoritized children —
what can be done to avoid crimes against humanity?”, in: Orelus, Pierre Wilbert (Ed.), Affirming Language Diversity in Schools
and Society: Beyond Linguistic Apartheid, New York/London: Routledge, pp. 215-249.

Skutnabb Kangas T. (2017). “Language rights and bilingual education”, in: Garc & O., Lin Angel M. Y., May S. (Eds.), Bilingual and
Multilingual education, Springer International Publishing A. G., pp. 51-63.

Theocharides P. (1995). IToudxor. Or poveoviudvor tng Podomns (Pomaks. The Muslims of Rhodope), Xanthi: Politistiko
Anaptyxiako Kentro Thrakis).

Theocharidis P. (1996a). ITouoxo - ElAnviké Aeéiké (Pomak — Greek Dictionary), Thessaloniki: Aigeiros.

Theocharidis P. (1996b). EAAnvo - Hopoxiké Aeliké (Greek — Pomak Dictionary), Thessaloniki: Aigeiros.

Theocharidis P. (1996¢). Ipouuatixy e Houoxucrc Ilaooag (Grammar of the Pomak Language), Thessaloniki: Aigeiros.

Theodoris A. (2020). Exmaidevtinés, S100KTIKES KOl KOIVWVIKOTOMTIKES J1AOTAOEIS OTNYV EKTAIOEV0H THG UelovoTnTas Avtiking Opdxng
(Educational, Didactic and Socio-Political Dimensions in the Education of the Minority of Western Thrace), loannina:
Pedagogical Department of Elementary Education.

Trifonas P. and Aravossitas T. (Eds.) (2018). Handbook of Research and Practice in Heritage Language Education, Basel: Springer
International.

Trubeta S. (2001). Karaokevdlovrag Tavtétnres yio tovg Moveoviudvoog e Opdaxne (Constructing identities for the Muslims of
Thrace), Athens: Kritiki.

Tsimbiridou F. (2005). Comment peut-on étre Pomak en Gréce aujourd’ hui? Ethnologie frangaise, MVol. XXXV, No. 2, pp. 291-304.

Tsioumis K. and Michail D. (2005). “To {qmnpo g tavtdotntag tov Mopdkev: Iotopikh kot avBpwroroywn npocéyyion (The
question of the identity of the Pomaks: Historical and anthropological approach)”, Peri Thrakis, Vol. 4, pp. 237-258.

Tsiplakou S. and Hatziioannou X. (2010). “H &idackorio tng yAooowng mowhdtntog. Mio didaxtik nopéuPacn (Teaching
linguistic diversity: A didactic intervention)”, Meletes gia tin Elliniki Glossa, Vol. 30, pp. 617-629.

Vakalios T. (1997). To mpdpinua e Mamolitioukns Exmoidevons oty Avtikip Opdxn (The problem of Intercultural Education in
Western Thrace), Athens: Gutenberg.

Varvounis M. G. (1999-2000). “Acoypopikd onueidpato yio tovg Mopdkovg g Opdaxng (Folklore notes on the Pomaks of Thrace)”,
Nea Koinoniologia, Vol. 29, pp. 114-119.

Varvounis M. G. (2016). “H perétn g 10t0pIkic kot Aaoypagikng eucioyvepiog tov MHopdkov g Opdkng (The study of the
historical and folklore physiognomy of the Pomaks of Thrace)”, Neos Ermis o Logios, Vol. 13, pp. 204-218.

Voulgaridou O. (2011). H ekmaidevon twv olAdylmaowy: psiovotikdv uelnrov oty Avoxip Opdxny (The Education of Foreign
Language: Minority Students in Western Thrace), Xanthi: Spanidis.

70



