Introduction
PAESIC (acronym for Pedagogical Approaches for Enhanced Social Inclusion in the
Classroom) is KA2 Erasmus+ project designated with the purpose of supporting primary
school teachers in enhancing social inclusion in the classroom, particularly students of
refugee and migrant backgrounds.The project intends to help address diversity,
ownership of shared values and non-discrimination through education and training
activities. It will foster the intercultural competencies of teachers as well as tackle
discrimination, segregation and racism. It provides practical tools in order to promote the
competencies of teachers in enhancing social inclusion, finding solutions in existing
experiences and exploring innovative methodologies and approaches. These resources
are free to access in the project website PAESIC – PAESIC Erasmus+ Project and they
consist of:
#IO1: Target Group Report
#IO2: Guide For teachers
#IO3: Guide Toolkit for School Leaders
#IO4: Online Course for Teachers
The present tool, IO3, is a comprehensive guide for school leaders that will prove
invaluable as they seek to develop and apply responses to the particular needs of teachers
in their schools. This tool will be an attempt to comprehend and to tackle some critical
issues related to including migrant and refugee children and creating a classroom
environment where all feel seen and heard in their schools.
This material carefully portrays the different challenges teachers meet in the classroom
while at the same time guiding school leaders in thinking about what is unique in their
experience and ways in which they can respond appropriately. This guide begins with a
chapter developed by Youth Europe Service on collaboration among NGOs, individuals,
associations, municipalities, parents, mediators, reflecting on the benefits of the
collaboration. Chapter two, elaborated by Thessaly University, reflects on advocacy
actions by school leaders. Chapter three presents ideas towards a common school
strategy by Comparative Research Network. To conclude, the last chapter is a
collaboration between University College of Northern Denmark and NGO Crossing
Borders and discusses how to enhance teacher’s communication and professional
profiles.
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Introduction
The education of young people with diverse backgrounds remains a major challenge.
For a good integration it is important to help children and young people from migrant
backgrounds to be well-integrated into the education system and through this into
society. This has long been discussed at European level and many EU policy initiatives have
been developed over the years to address the different challenges faced by these
students. Education and training are among the most important tools for integration, with
equal access to quality inclusive education with the necessary support for all students,
including those of migrant origin.
Vinicio Ongini in a seminar on 23 October 2019 (Opere varie Integrazione: Scuola, lavoro,
sicurezza Ed. Laterza) at Roman headquarters of publishing house Laterza on for his book
presentation "Grammar of integration", explains: “I will make some examples contained
in the Grammar of integration ... because schools are not alone in this enterprise which is
the construction of integration. There are indispensable co-protagonists: families,
associations, municipalities, universities, artists. Without these co-protagonists, without
these helpers, as schools sometimes define them, the enterprise becomes almost
impossible. After all, the variation of the multi suffix is a bit of a distinctive sign of our time
(multicultural, multiplex, multimedia, multitasking), and multi means many. We need
many eyes, many looks, many contributions ... " (Vinicio Ongini).
This guide Toolkit offers a practical perspective on how schools can become more inclusive
and learning-friendly. It could be a means of inspiration for teachers who find themselves
working in ever more diverse classrooms useful in gaining support for inclusive, learningfriendly environments and in creating and managing them through the full participation
of educators, students, parents, and community members

Network Definition of Collaborators
Stakeholders Involvement
The complex nature of inclusion requires a multi-dimensional response. School staff do
not (and cannot) have the capacity to address challenges, so it is essential that they work
with wider stakeholders with the appropriate expertise. This requires schools to develop
strong cross-sectoral collaboration with a wide range of external stakeholders, with each
stakeholder playing a role to support the learner’s education. Cooperation with

5

professionals and services in different areas (such as social workers, youth workers,

intercultural mediators, nurses, psychologists and other therapists, NGOs and other
community-based organisations from sport, cultural environment and active citizenship
sectors, police, local authorities, and others) can be very beneficial for a good inclusion of
young people with migrant backgrounds.
Cooperation can encompass different forms of teamwork; networking and it can be based
on a formalised structure or on more flexible arrangements. In any case, collaboration at
local and school level will be easier if backed by relevant policies and supported by clear
coordinating arrangements (a coordinating body may be an option). Establishing
cooperation between and among stakeholders takes time and requires trust, mutual
respect and understanding. It is important to establish an open-minded environment
where problems can be addressed and where professionals from different backgrounds
can learn from each other.
Cultural mediators
"The mediator can be defined, in very generic terms, a figure with the function of
facilitating and promoting the insertion of immigrant persons in the social and
institutional fabric" The mediator must also show psychological and resolutive skills in
intermediation and conflict management. He is employed in different areas: school,
health, information desks, criminal-judicial areas, reception centers and police
headquarters. Mediation has had various names: linguistic, cultural, linguistic-cultural,
intercultural, etc., despite the growing diffusion of the instrument of mediation, there is
no clear definition of this professional figure. The services that linguistic-cultural
mediators can offer to schools are manifold and concern, in particular, the phase of the
first insertion of pupils with a migrant background in school and in the classroom, the
relationships between teachers and their families, orientation, to deepen the cultural
specificities linked to the place of origin, to help the teachers understand how the school
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is organized in the country of origin and to understand what kind of schooling the pupil
has received.
Schools could:
• encourage the use of school spaces during extra-school hours, to allow activities to
be carried out also by voluntary associations
•
propose initiatives that involve children, their families and the community in
extra-curricular hours;
• experiment with new ways of involvement to rehabilitate the role of mothers, the
school could, on the one hand, acquire a greater knowledge of the real needs of mothers,
on the other help the same in the realization of services requested by the community such
as, for example, “Tagesmutter” (usually referring a person who works in his/her home, or
who rents suitable venues for childcare) initiatives in school or after-school space
management.
Internationally, in the relationship, education and the development of a sense of
belonging to the school and to the community allow young people with a migrant
background not only to acquire skills but also to participate and give their contribution to
the social, civic and economic life of the country host. It is evident that to achieve these
objectives it is essential to support the educational role of families and implement their
active participation in the educational path of children; the figure of the mediator is
irreplaceable to plan and support targeted actions for this purpose (The Resilience of
Students with an Immigrant Background).
In conclusion, mediation at school should work on several levels to overcome the
"information and communication asymmetry" as a tool for compensation and rebalancing
of the parts at stake. a decisive aspect in supporting individuals in a process of realization
of their specific abilities and attitudes, to build strong bonds within the community, for
responsible and mutual cohesion. It can be said that the use of linguistic-cultural
mediation is a collegial resource not to be wasted, but rather to be enhanced, with a view
to self-training and improvement.
Psychologists and Pedagogues
In the great majority of countries where official documents promote psycho-social
support services for students and including migrant students, the focus is on providing
assistance to these students as a remedial measure. It is required/recommended that on-
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demand, the psycho-social support staff (including psychologists, social workers,
counsellors, etc.) can be contacted by teachers or schools in order to help students and
to develop an individual support programme.
Institutions and Policymakers
In EU education systems, responsibilities involved in refugee reception and integration
procedures, with a mandate for coordinating integration policies, may be shared between
several bodies with different levels of competences:
●
●
●
●

Dedicated body for coordinating integration policies
Inter-ministerial coordination groups
Specific ministry
No top-level body responsible for policy coordination
Figure 1
European

Commission/EACEA/Eurydice, 2019. Integrating Students from Migrant Backgrounds into Schools in Europe:
National Policies and Measures

The Families
Migration is an experience that marks and transforms the daily life of each member of the
family. The access of a child to the educational system of the immigration country
represents an important moment for foreign families in the migration biography. Learning
opportunities, mastering a new language, personal and professional development
represent a conquest not only for the children but also for the parents themselves. The
access of a child to the educational system of the immigration country can also represent
a moment of crisis for parents, it can create a feeling of fear in mothers and fathers, which
leads them to
fear of losing control over the education of own children or to fear having children very or
too different from them. There are various difficulties that exist in the relationship
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between school and families from other cultures and affect both the education system
and the families themselves. Teachers often complain of poor interaction with them, but
foreign parents also complain that they cannot always interact with the school because,
often, they seem to have no voice. The relationship between school and foreign families
is also made difficult by the poor knowledge of the language of the immigration country
and by the impression of being inadequate in front of the teachers. Foreign parents
therefore avoid communicating with teachers when they feel they are unable to do. In
addition, the language barrier prevents foreign parents from understanding school
requests even in the case of written communications. The institutional vocabulary of the
school is not always easy to understand, sometimes it is not easy even for natives, even
more for foreigners.
The benefits of parental involvement in the school education of children are documented
by national and international research and studies, which show how school activities
designed with the participation of parents are more effective.
School-family interaction and cooperation is essential. When kids understand that there
is a collaborative relationship between their parents and teachers, they are more
motivated to study. Stable relationships with the family help teachers to make an
educational pact with parents and for parents knowing the school helps them better
understand the work done by the teacher. In cooperation with the students' families, the
school carries out a larger project of creating an educating community: in this perspective,
it is no longer a single-family that feels invested in the education of children, but it is an
entire community take charge of the education of future generations.
In addition to the involvement of migrant students' parents, the academic research
literature has highlighted the importance of cooperation between schools and
professionals and organisations from outside (such as social and health services, NGOs,
language schools, cultural societies, etc.) in integrating migrant students (e.g. Weare,
2002; Cefai et al., 2014; Hunt et al., 2015).

9

The Community
Framework for collaboration between external actors and schools2
Concrete action

Purpose and need

Key Drivers

Challenges

Help needed

The plan

The importance of school leader’s role in the implementation of a
collaborative strategy in the school
There are more than 5 million teachers in Europe. The knowledge, skills and attitudes of
each of them are of great importance, and the quality of their teaching has a direct effect
upon learners' outcomes. At the same time, the demands made on teachers are
increasing and changing, which means that they need support to continuously develop
their own knowledge and skills. It is therefore essential that they receive professional
development of the highest quality, starting from Initial Teacher Education, through early
career support for novice teachers and followed by opportunities for Continuing
Professional Development throughout their careers.

Figure2 Learning approaches and environments in school education Conference Report Directorate-General
Leadership
has a vital
role
to playthrough
in creating
the conditions
for success at all levels of
- 2020
Annex 3: Practical
actions
developed
the Pro-action
Café

education and training systems. School leaders – which does not just mean head teachers
– have a key role in forging effective links between schools, different levels of education
and training, families, and the world of work and the local community, all with a common
aim of raising learner attainment. Recent work by the ET2020 Working Group Schools –
with experts and ministry representatives from across Europe – aims to improve the
support for teacher and school leader careers. With growing concerns about teacher
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recruitment and motivation, the work offers a number of ideas on how to make a positive
difference.
Improving the working lives of teachers and school leaders across Europe is important
because highly competent and motivated teachers and school leaders are the ones
responsible for learner development on a daily basis.
An EU working group of representatives from Ministries of Education and stakeholder
organisations across the EU meets regularly to examine specific policies relevant to
teachers and school leaders, to discuss shared challenges and exchange best practices.
The EU working groups have produced guidance for policymakers on a range of topics
linked to the teaching professions. These publications combine broad, universal principles
for policy development with a wide range of concrete examples from across Europe.
School leader’s role and efforts to develop link systems between home, school and the
whole local community are therefore a key element of any strategy aimed at promoting
school success and should therefore be encouraged.
Some aspects:
● encourage teachers to strengthen ties with parents and local communities;
● carry out actions with parents to meet their needs, for the purpose of adequate
participation in school activities;
● Staff training and teacher training.
● Well-planned, long-term specialization programs for school heads, specialists, and
school staff as a whole. Such programs may include, inter alia, team formation;
Creating a healthy physical environment may include a space for activity with parents
and community, associations, counselors, social workers, cultural mediators,
volunteers, key groups/individuals and others because the consulting and
collaborating with community stakeholders will help school leaders and teachers for
a good integration.

In Conference Report: Supporting Key Competence Development: Learning
approaches and environments in school education speakers, panellists and
participants all discussed learning approaches and environments that support
competence development in school education and many examples of good practice
were presented in the workshops and exhibition projects.
Key messages from the discussions:
1. Focus on system-wide developments.
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2. Recognise the central role of teacher’s Continuous professional development of
teachers is key to implementing change. In Finland, professional development is
focusing on peer support, research-based education, collaboration and participation
in national and international research. Lifelong Learning is a necessity for teachers and
school leaders as it is for everyone else, also in collaboration with parents, learners
and other stakeholders. In Ireland for example, investment in teacher professional
development increased and teachers are given more time to develop, collaborate and
be innovative. If teachers are to engage with change, policymakers need to take into
account the possible increase in teachers’ workload.
“To be a great teacher you have to be creative and you have to embrace
technology and to promote modern ways of teaching. You have to do more
and talk less.” (Peter Tabichi)
One approach suggested in the workshop on formative feedback was to share successful
testimonies from other schools and teachers about what works well in new initiatives.
3. Information collected in the school and community, as well as information about need
to be used to manage and make positive decisions in an ongoing manner.
4. Support stakeholder engagement and collaboration.
5. Develop a clear vision and purpose for the use of digital technologies.
6. Embrace and promote language diversity.
7. Complementary role of non-formal learning besides offering diverse learning and
development opportunities for all children, can be particularly beneficial for migrant
children facilitating their integration in mainstream education. Schools alone often
have difficulties in dealing effectively with the challenges faced by migrant children
both in school and at home. Therefore, the involvement of non-formal education
actors can provide opportunities for these children to integrate and better perform in
school by offering more nuanced and situated learning (Malcolm et al, 2003;
Heckmann, 2008). Non-formal education as a bridge to formal education
8. Resources need to be mobilized and used effectively. Families and communities can
be especially important
In the EU, education and training systems are organised and implemented by the Member
States. The role of the EU is to support and supplement their capacity through policy
cooperation (via the “ET 2020” framework) and funding instruments. These include the
Erasmus+ programme and the European Structural and Investment Funds.
Since 2016, the European Commission has supported EU Member States in their efforts
to integrate migrants in their education and training systems - from early childhood
education and care to higher education.
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To help with the integration of migrants, the European Commission facilitates the
exchange of good practices among Member States through mutual learning activities.
These activities also promote networking among policymakers and allow them to better
address current and future challenges.
The Commission offers targeted expert advice through:
peer counselling to support policy reforms in the Member States, for instance, concerning
the integration of newly arrived migrant students in schools. Such events are organised
upon the request of any of the Member States and involve policymakers from other
national administrations and independent experts, who are brought together to find
solutions to national challenges in a participatory workshop.
Erasmus+ programme the Commission funds projects and other activities for the
integration of migrants in all sectors of education and training.
Strategic partnerships are aimed at the development of innovative educational practices
and promoting transnational cooperation.
co-funds the SIRIUS network on migrant education. The network supports the education
of children and young people with a migrant background through strategic activities on
the national and international level, and – along with migrants and refugees – brings
together researchers, policymakers, and practitioners in the field of migrant education.
School Education Gateway enables practitioners to exchange information, share materials
(articles, lesson plans, etc.) and access services (e.g. online courses) on the topics of
inclusion, cultural diversity and integrating newly arrived migrant students in classrooms.
The eTwinning platform connects schools all over Europe via ICT tools and offers the
possibility for school leaders and staff to share their experiences, and offer mutual
assistance.
The Commission has offered over 100,000 refugees and newly arrived migrants access to
Online Linguistic Support.

Conclusion
The challenges of the world of education in 2020 require considerable effort. The growth
and improvement of this highly multicultural society can only take place through a process
of co-creation and contamination between different stakeholders. It is not possible to
place the responsibilities of school integration and the removal of cultural and linguistic
barriers exclusively on teachers. it is unthinkable that this could happen in this historical
moment. Unlike in the past, where the charismatic figure of the individual teacher could
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often take on and manage the problems that could have arisen in the classroom, it is no
longer possible now. In an increasingly complex society like the one we have now, it is a
must to team up and join forces and the different resources available to the school and
society. So, here are specialized figures such as cultural mediators, psychologists,
therapists, facilitators, organized and interconnected with teachers, principals, mayors
(both of small municipalities and metropolitan areas) that can accomplish this arduous
mission.
By consequence, beautiful initiatives are born in every nation that put the family at the
center, putting it in close connection with the school. Projects that bring families closer to
schools with informal afternoon meetings or group activities to establish contact and
mutual trust. The European Commission is very attentive to this issue and is happy to
always welcome new innovative proposals to make everyone feel welcome, in an
atmosphere of friendship and brotherhood. For example, the strategic framework for
European cooperation in education and training (ET 2020) is a forum that allows Member
States to exchange best practices and to learn from each other. Powerful integration tools
that can be further enhanced and advertised are for example the Erasmus + program and
the e-Twinning platform
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“Stadtteilmütter in Neukölln” the
practice of neighborhood Mothers

https://unsplash.com

General information on the
practice
‘Stadtteilmütter in Neukölln’ (Neighborhood
Mothers in Neukölln) is the name of an
initiative launched in 2004 that has shortly

grown into a large pilot project covering the
entire inner-city area of north Neukölln and
Gropiusstadt, in Germany. The goal of the
project has been since the beginning to foster
and help the integration of Arab and Turkish
migrant families into the community of
Neukölln.
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Thanks to the project migrant women of the
community, mainly of Arab or Turkish origin,
have been trained on the essentials of life in
Germany: how the German education
system works, healthy nutrition, physical
and mental development and parenting
skills.
All the women are mothers who can speak
German.
After being trained these women go into
their communities and share this knowledge
with other immigrant families. They help the
migrant people with learning the German
language and help them to immerse into
German society.

The Neighborhood Mothers has since then
become a network of over 70 neighborhoods
mothers from all different nationalities and
helps to integrate families and create a
cohesive community.
The project takes place in an area in
Germany where nearly half of the current
population
is
foreign-born.
Many
immigrants are from Turkey, Arabicspeaking countries, Romania and Bulgaria.
Many schools in the area have a very high
percentage of children who do not speak
German as their first language.

This is possible and it works because these
women share a background but also because
these women have been successful in
integrating into the German Society.
Through their training, the women grow in
self-confidence and take on a role-model
function within their communities.
Between 2004 and 2010, a total of 223
women completed training. Since then The
Neighborhood Mothers project
has won many prizes and awards and has
been copied in other parts of Berlin,
Germany and abroad.
Until 2009, the women worked exclusively
with families who had children up to six
years of age. Since then, the 12-or-under age
group has been included, with the
Neighborhood Mothers receiving further
training on primary schooling.

http://Unspash.com

Competences and Skills
The Neighborhood Mothers can be very
helpful to schools because they are able to
open doors for families that have withdrawn
into their own communities and have little
or
no access to local childcare or the education
system. These families cannot be reached in
other ways.
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On this purpose and in order to be successful
Neighborhood Mothers work in cooperation
with the local childcare centers, ‘parent
Close cooperation with early education
professionals and teachers facilitates
cooperation with the parents. Between 2004
and 2010, Neighborhood Mothers in
Neukölln visited around 4,200 families.
To be employed as a neighborhood mother,
a mother must: be unemployed, of an
immigrant background (often Turkish or
Arabic), have good knowledge of German,
have passed the training and be living in one
of the covered regions.
Under the scheme, a neighborhood mother
receives training and then visits mothers
recently arrived or isolated families.
Neighborhood mothers encourage the other
mothers to attend women’s groups and to
make use of local childcare facilities, and to
learn German. They also provide support to
school-aged children. The advice and
support are provided by people from a
similar background to the immigrant
mothers, which builds trust and confidence.

cafes’, school-based youth centers and
teachers.
Neukölln, the senate department for urban
development, the senate department for
integration, labor and social affairs, and the
Job Center Berlin-Neukölln have committed
to providing funding until 2013.
The project sponsor is Diakonisches Werk
Neukölln-Oberspree e.V. (DWNO).

Transferability
In the case funds are available, the
community has already a history in
immigration and good synergies are active
between all the stakeholders, this practice
can easily be applied in many other countries
and different situations.

This project empowers women on both sides
of the relationship: newcomers receive
valuable advice, information, and gain
confidence, while neighborhood mothers
gain employment income and status. The
support benefits the local community,
increases integration, and boosts interaction
with immigrant families and social cohesion.

Practical Implementation
In order to be successful, the project needs
reliable partners. The district office of
18

“Materie all’opera” a research-action

https://unsplash.com

General information on the
practice
The case study presented here is about a
research-action project, funded by the
European Social Fund, entitled Materie
all'Opera was performed between November
2013 and June 2014 at the Sandro Pertini
Music High School in Genoa (Italy).
The project resulted in setting up a learning
and socialization space available to all students
- with a particular focus on students with
immigrant background- and

led to the production of two outputs:
• an afternoon tutoring practice open to
all students
•

the staging of a musical on the topic of
prejudice

The ultimate goal of the project was offering to
students the opportunity to build a
relationship between themselves,
19

a space of mutual help aimed at learning
the individual disciplines through an
alternative pedagogy approach and with
the support of teachers.
The project was originated by the desire to
stem the phenomenon of early school
leaving which in 2010 in Italy reached
18.8%, exceeding the European average of
five points.
The project was also meant to be an
educational opportunity to test alternative
and different approaches.

students and in particular for foreign
students.
Among the objectives of the project was
the purpose of:
•

•

•
Research has long underlined that among
students in Italy school choice is not really
supported the way it should be. Parents
and students often find themselves
choosing the training courses in an
unconscious way or mostly relying on
teachers’ advice. This is true for all students
and in particular for students with
immigrant backgrounds, whose parents
can’t be helpful because of the cultural gap.
This was also the experience at Sandro
Pertini Music and Choreography High
School. At the time of the project, teachers
knew that even this type of high school was
not the first choice for half of their
students. At least half of them landed at
this school after a failure in a classical,
scientific or linguistic high school.

Hence the desire to develop a project about
‘school choosing support’ intended as a key
resource to grant educational success to all

•
•

•
•

offering students, a place of
socialization within which they
could cultivate their interests, while
having the possibility of being
followed in the study
experiment
with
alternative
teaching, shared between students
and teachers
foster the self-awareness of the
participating subjects, through
reflection on the process
and through expert supervision
to reconcile the language of the
human sciences with the artistic
languages, in particular the
theatrical and musical one
share the events organized by the
students themselves
develop the ability to learn
independently

In particular, the last objective appears to
be of fundamental importance for the
acquisition of those skills needed by young
people to make strong choices when it
comes to school/study and work.
Besides what above, being the project a
research-action all the considerations and
insights collected by teachers and students
who participated became the output of
doctoral research useful to everybody.
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Competences
and skills
The project succeeded in pursuing the
objective of countering early school
leaving, recording a drop in dropout rates
and therefore supporting the orientation
choice made by students. The studentsbeneficiaries of the project found the
motivation lost during their course. In
quantitative terms, there was an 8%
reduction in rejection and an 11% reduction
in debt.
The students interviewed said they felt they
were active protagonists in the
management of the process, that they had
developed problem-solving skills and
collaborative and proactive skills, all of
which are decisive skills for orienting
themselves in the future.

into one for each discipline, with the
specific aim of facilitating the learning of
students in difficulty through the teaching
methodology of peer education with the
supervision and support of tutors.
Experienced and trained professionals and
tutors also accompanied through all the
evolution of the theatrical experience till
the performance at the end of the school
year.

https://unsplash.com

Transferability
Referring to the afternoon tutoring practice
as far as it has a space to offer and the
availability of teachers open to experiment
with a new and innovative approach, each
school could implement it easily.

https://unsplash.com

Practical Implementation
The afternoon laboratory was developed

The theater experience is a bit more
complicated to be implemented, since it’s
success relies mostly on the availability of
qualified and experienced tutors - and this
is not true for all schools – and the
possibility to engage in a productive
synergy with a theater and a network of
professionals
working
within
the
community.
21
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Introduction
European societies are approaching cultural diversity depending on their culture and their
dominant ideology. The goal, even though it is not always achievable, is the equal
treatment without prejudice of individuals with a different cultural background. By
adopting this approach, the well-being and social cohesion of the citizens is ensured.
The term inclusion both as a concept and as a process is related to whether an individual
is part of the society through its process of socialization. Factors that regulate socialization
are: organized institutions of society. The term inclusion is usually used when there are
obstacles to the socialization of individuals (Schnapper, 2008).
As newcomers to a foreign country, immigrants face unemployment, poverty and material
deprivation. The problem is that social exclusion remains in the second generation of
immigrants. For that case, schools and educational institutes play the most important role
on how they contribute to the students with refugee and immigrant backgrounds. Schools
aim to provide and apply policies of social inclusion that will enhance immigrant’s
integration, and this is a complex challenge that tests all European societies.
As noted in the text of the European Commission: “Europe needs a positive attitude
towards diversity and seriousness that guarantees fundamental rights and equal
treatment on the basis of reciprocity respect for different cultures and traditions”
(European Commission, 2011).
It is a fact that the possibility of social inclusion is currently in crisis due to the high social
stakes of society, the controlled growth of liberal economics and the uncontrollable
unemployment, the percentages of which are difficult to calculate. This situation
particularly affects children who come from low socio-cultural environments like the
immigrants who are mainly stigmatized by school failure and are therefore exposed to the
difficulties of social integration (Gogou, 2001).
Supporting these children seems to be the intercultural approach to the educational
process. With the help of the State and the valuable contribution of the Local
Government, the intercultural school is able to provide the children of the Immigrants
with the necessary supplies to integrate well into society. The purpose of this work, then,
is to highlight the relationship between interculturalism and social integration
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School Systems and Challenges
The presence of students with migrant and refugee backgrounds in regular classes often
creates problems and conflicts between students, teachers and parents, due to the lack
of respect and acceptance of diversity, the monocultural nature of education and the
inadequate training of school officials.
In order to overcome the main conflicts, school systems must adopt intercultural and
inclusive teaching methods, training and techniques, such as collaborative teaching and
learning, experiential project method, etc., which develop the intercultural
communication between students and teachers.
The implementation of intercultural programs and the implementation of innovative
strategies in this direction make it necessary for the school to work with the family and
the wider community, to continuously train teachers in intercultural education so that in
the future "differentiation" is accepted and respected, not only from the school
environment but also from the wider society as a whole.
European education and training policy must provide students with the opportunity to
receive quality education as well as acquire and to renew their knowledge, skills and
experience during their lifetime skills needed for their work, integration and active
participation in society as long as for their personal integration.
In European educational systems there are still inequalities. In all EU countries, students
from poor socio-economic backgrounds and especially students with migrant and refugee
backgrounds have lower school performance than other students. At the same time, there
are major differences between countries to what extent the family environment
influences learning Results (Grek, S. 2013).
All European countries have committed to introduce, adopt and create more inclusive
school systems. This vision for inclusive education systems is to ensure that all students,
regardless of their background, are provided with substantial, high-quality educational
opportunities in their local community. To implement this vision, the legislation must be
supported by the fundamental commitment to ensuring the right of every student to
equal education opportunities without exclusions. The policy of inclusive education
systems must provide a clear vision and understanding of inclusive education as an
approach to improving the educational opportunities of all students. The policy must also
make it clear that the application of the inclusive education systems is effective, and the
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responsibility is shared by educators, school leaders and decision makers (European
Commission, 2015).
The below table provides the conceptual framework of the policies and measures that
promote student’s integration.

Figure 1 European Commission,2015, EACEA/ Eurydice, Assuring Quality in Education:

Obstacles to integration can be reduced through active cooperation between policy
makers, staff training, teachers, school leaders and other stakeholders, including the
active participation of members of the local community, such as political and religious
leaders, responsible for the local education and the media.
Some important steps include:
● Conducting a local situation analysis on the subject area, available resources, and their
use to support school inclusion and participatory education.
● The motivation to express opinions on the right to education for all.
● Consensus around the concepts of inclusive education and its quality in education.
● Reform legislation to support education without exclusions, in accordance with
international conventions, declarations and recommendations.
● Support local capacity to promote growth towards inclusive education.
● Development of ways to measure the impact of the inclusive education along with its
quality and effectiveness
● Development of school and community mechanisms for the identification of children
who do not participate in school and devise ways to attract them to start school and
stay there.
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● Help teachers understand their role in education and that inclusion in the classroom
is an opportunity and not a problem (UNESCO, 2009)

Figure 2European Commission,2015, EACEA/ Eurydice, Assuring Quality in Education:

The Role and Impact of School Leaders
A school leader must have the appropriate skills to be able to enhance the development
of students and his teaching staff and lead the school unit to positive results (Piaw, Hee,
Ismail & Ying, 2014). The directorate of a school means the assignment of guidelines to
staff for the purpose of achieving goals and implementing programs. The activities should
be related to power sharing, reinforcement and motivation, proper communication with
all members of an educational community, managing problematic situations and
coordinating the overall project (Saiti & Saitis, 2012).
The characteristics of a capable and collaborative school leader according to (Gruerent &
Valentine, 1998) include the following:
-

Appreciates the ideas of the teachers

-

Trusts their professional opinion

-

Shows gratitude for good user performance

-

Enables teachers to take the initiative

-

Supports collaboration between teaching staff
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-

Informs teachers about current issues at school

-

Considers the involvement of teachers in educational policies important

-

Rewards teachers who experiment with new techniques

-

Supports the introduction of innovations in teaching

-

Encourages teachers to express their ideas (Burgaz & Turan , 2015)

A successful school inclusion can be achieved by the collaboration of all school members
for the creation of an inclusive environment. The role of the school leader is very
important as through the right leadership he/she can infuse his/her vision for inclusion
and motivate the rest of the members (Fakoureli & Deropoulou-Deroy, 2013). The school
leadership is responsible for the way the school works and therefore must be committed
against innovation and integration and strengthen the other members towards this
direction. Leadership is both an international and local factor that may affect integration
policy (OECD, 1999). The role of the school leader is cited as a major factor for
strengthening inclusive education by guiding the teaching staff. Additionally, a very
important factor is the communication and cooperation of all members of the school unit
and the joint creation of the educational program that will be followed (Patsidou Iliadou,
2013). Overall, it can be assumed that cooperation,
training, joint decision-making and responsibility for educational planning and leadership
that is updated and is fully trained, contribute to the successful introduction of inclusion
(Fakoureli & Deropoulou-Deroy, 2013).
In order for a school leader to be able to provide an inclusive school environment, there
are some certain actions that he/she has to undertake. The three most important of them
are:
Common culture and ethos that is based on positive attitudes towards the reception of
different students in the classroom and covering their educational needs. School leaders
must lead to the restructuring of their school so that they provide a supportive school
culture, which will ensure that students from different racial and ethnic groups will be
treated equally. Such a common culture is distinguished by the following characteristics.
-

Includes all those involved: students, parents, teachers, teaching staff and the
local community.

-

It is directed by the school leaders, according to a vision of inclusion that
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contains a clear strategy for the school development, responsibility and
reliability to cover a wide range of different needs.
-

Avoids discrimination of any form and promotes a school for all, providing equal
educational opportunities for all students and especially students with migrant
and refugee background.

-

Provides a culture of teamwork and acceptance of cooperation with parents

-

Provides educational practices that cover a range of different needs, which are
considered as an approach to the development of quality education.

It is a necessary endeavor to examine all members of the school community in order to
determine whether justice is enhanced through daily interactions with their students. In
addition, sometimes, the morals, the standards and the common values of the school,
prevent the educational justice of the minorities. (Troutman & Zehm, 1998). Thus, school
leaders must examine, monitor, categorize and highlight practices and the participation
of the students, so that they can form a school culture which will be characterized by the
principals of justice.
Preparation of an equity pedagogy. An effective and fair pedagogy exists when teachers
change the way they teach, in order to facilitate ye academic success of students of
different racial cultural and ethnic groups (Banks & Banks, 1995).
Therefore, the school leaders must ensure that teachers modify their teaching strategies
in order to increase the academic success from different social classes and cultural groups.
Furthermore, school leaders should support and assist their teachers in learning and
implementing collaborative learning strategies for achieving the reduction of academic
difficulties that act as barriers to the equal access from immigrant families to educational
opportunities and benefits (Troutman & Zehm, 1998).
In order to preserve the national diversity in national heterogeneous schools, school
leaders must know in detail what is going on in the school unit, since the controversies in
the school framework may have different emotional meanings to students with refugee
or immigrant background. Therefore, school leaders need to analyze critically what is
considered as fact and be aware of what is happening. That way, they will succeed in
developing an effective pedagogical climate in an ethnically heterogeneous school. At the
same time, they must create and use the means and processes that deal with whether
there is justice and consider whether their students feel safe in the school environment.
It should not be overlooked that life in one multicultural society requires interaction,
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dialogue and learning how to manage the dilemmas (Leeman, 2003).

Conclusion
The school, as a social mechanism, is directly affected by the socio-cultural changes,
resulting in the differentiation of its student population and the heterogeneity of the
classes.
The inhomogeneity of the classrooms causes conflicts between students, teachers,
parents, society as a whole, resulting in the need to redefine the educational process and
the role of the teacher.
The school institution and its staff, under the pressure of the problems of integration and
acceptance of different students in regular classes, provide linguistic and psychological
support by seeking pedagogical models, teaching and communication strategies that
create favorable pedagogical conditions for all students and develop behaviors among
students, aimed at improving the performance of all children.
The implementation of internal and external intercultural educational policy by the school
leader and the teachers, removes contradictions and conflicts, forms collaborations by
developing communication channels between students, teachers, parents and the wider
community and thus resulting in the opening of the school to society.
An open and flexible society based on the values of intercultural education can lead to the
creation of people with an open mind, who will be inspired by a spirit of solidarity,
cooperation, recognition of diversity, respect for "foreigners" and their cultures.
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I recognize, accept and manage my
emotions

General Information on the
Practice
The practice was accomplished on the
framework of DYEP. It was designed and
implemented by the class teacher Eleni
Barmpoudaki in a Greek school in the region of
Thessaly. The classroom was mixed in terms of
students’ ages and gender.
The duration of the intervention was 3 months
—actually 10 weeks— with two 90-minute
meetings per week. The intervention was
based on the use of CLIC (teaching language
through content) in Greek language while
images and body movements were examined.

The students read simple multimodal texts,
painted, made cartoons, wrote words and
simple sentences, structured in pre-structured
teaching interventions, but also in other
situations where theater techniques were
used.

Competencies and Skills
The main objective of the intervention was for
students to recognize their emotions and
name them.
To bring back, to bring in front feelings of
oppression that they had not realized, and they
were afraid to name.
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In addition, through drama techniques –
theatrical play and role-playing games— it was
attempted to help students develop control of
their feelings during the game, but mostly in
their daily lives.
Almost all students in the class have been
exposed to behaviors that could generally be
described as aggressive, both among
themselves and among adults (their mother,
teacher, coordinator, members of the class),
NGOs members that were in the MOZA
Structure. This fact was often discussed in the
meetings of the agents of DYEP and in
meetings of them with parents.
Especially the observation that students often
"overflowed" with anger and very often
reached manifestations of forms of violence
between them –blows, voices, formation of
groups that clashed verbally and were
contrasted in a language not understood by
the teacher, made the need for intervention
imperative.
Most of the time any incident was solved easily
more or less, and the reasons were
insignificant (for example who would
distribute the notebooks).
The teacher was also very impressed by the
observation that the students (except for four
boys of 12 and 13 years old) sought the calm
management of each incident, the discussion
and the opportunity to "break out", calm down
through a caress, positive comment or even
cry. Especially for girls between 8 and 12 years
old, and for all younger children this way was
the most common.

The fact that the students were very affected
by their current situation at that time, but also
by what they had experienced, was taken into
serious consideration for any kind of design.

Practical Implementation
The preparation for the intervention was
organized in two levels. The long-term
planning that concerned the description of the
objectives, the means-tools and the stages of
the intervention. The second level of
organization was about the initial description
of each specific meeting in general, as the
needs of the students that emerged during
each meeting were emphasized.
Initially, a meeting was held with the parents
and guardians of the students, where what
was found in the classroom was discussed and
their own experience was requested
information about what had happened. This
was done in group meetings as well as in
individual meetings, with each parent.
Also, a meeting was held with the translator of
the NGO that supported this structure, in order
to translate in the two basic languages (Arabic
and Kurdish) a series of images that
represented emotions.
The tools were chosen (theatrical play,
pantomime, non-verbal communication, roleplaying games, etc.).
The meetings were scheduled in respect time
and thematic while the objectives were set in
each meeting.
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Transferability
The emotional situation of students of refugee
profiles and their families can only be the main
goal of interventions regardless of the country
in which they come from.
The means and tools used are familiar
practices for educators, social workers,
psychologists and in general, those involved in
refugee inclusion.
The benefit of students from such
interventions is immediately visible, while any
such intervention allows the involvement of
parents and guardians which is also an
important and effective integration practice.
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Including Parents in School Activities
Matters for Student’s Inclusion

General information on
the practice
School leadership is responsible for developing
strategies of inclusion for reducing barriers to
equal access to educational opportunities and
benefits for students of immigrant and refugee
backgrounds.
This case presents the experience of a Greek
kindergarten that promotes policies of
inclusion and implements action researchbased practices of school-family cooperation.
Students
from
refugee/immigrant
backgrounds were also attending the classes at
this school. The initiative discussed was
deployed for a period of three months with

parents-teachers meetings twice a month and
it had multidimensional positive consequences
for students themselves, and also for parents
and teachers.
The importance of including students’ parents
in school procedures has been recognized by
the scientific and educational community and
is referred to as school-family collaboration or
as parental involvement. The first term
recognizes common responsibilities in the two
micro-systems for children learning outcomes
(Epstein & Sheldon 2006), the second
emphasizes the active role of parents in
strengthening the education of children which
may not be limited only in what happens at
school (Fenton et al. 2017). In both cases it is
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argued that a dynamic relationship of school family supports children's academic and socioemotional development (Galindo & Sheldon
2012).
Sociocultural, economic and linguistic
differences complicate parents’ interaction
with school. Refugee/immigrant parents feel
powerless to attend school procedures and
express motivations and expectations for their
children at school. On the school side, parents’
reduced participation in school events is often
misinterpreted by teachers as a matter of low
interest for their children's education.
The practice discussed creates a framework of
activities that promote an equal two-way
interaction for enhancing parents’ relation
with the school. The parents are encouraged to
come to school, exchange views, feelings and
practices about their parenting and work
together to communicate through a drama
workshop, issues of parental role that concern
them in their everyday life.

Competences and Skills
The practice promotes communication and
cooperation between teachers and parents as
well as amongst parents.
When their cultural and communicative
resources are recognized and valued, parents
could be more self-confident to express
dimensions of their identity. They perceive
themselves —and in extension, their families—
as equal and valuable members of the
community. Their relationships with the school
were strengthened and parents were more
involved in school procedures.
The intercultural communication that is being

restored could be dynamically productive
towards social inclusion; parents gain
thorough understanding of school practices
and teachers are led to less “essentialists”
conceptions of cultural difference. In addition,
the practice creates and/or strengthens
relations among parents and contributes to a
process of learning and self-improvement;
different cultural perspectives about parental
involvement often come into dialogue and
reflective processes and transformations take
place.
Parental involvement is important for the
children themselves; the relationships that
parents developed with school and among
them affected also their children as it was
depicted in inclusive practices in the
classroom.

Practical Implementation
The implementation of this practice was based
on the exploitation of: a) “Identity texts” as a
means of identity’s empowerment and b) the
use of drama in education techniques as a
means of interaction and of the development
of meaningful relationships and strengthening
individuals' efforts to personal and social
transformation.
Recognizing these practices as inclusive, the
most important goal was to strengthen the
communication and collaboration with school
and co-create a new school culture where
parenting was not determined in a particular
way.
The parents in order to share “Identity texts”
and to interact used to participate in meetings
where they didn’t only discuss issues regarding
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children's education but also issues from
everyday life and their own interests. These
meetings were divided into two parts, an
interactive and an informative. The interactive
part was implemented in the framework of a
theatrical pedagogical workshop. The topics as
well as the produced texts emerged from the
parents
themselves
while
the
teacher/researcher played the role of
coordinator. In the successive phases of the
action research, for the reflection of each
phase, teachers used to exploit parents’
opinion for designing the next step.
Basic procedures for implementing this
practice are as follows:
"Thematic evenings" that address issues of
school operation, teaching strategies and key
issues such as play, homework etc., and where
teachers and parents share views, feelings and
practices.
“Drama event” presented at the end of the
school years. Parents are involved in both
planning and presentation of the drama
happening where they express themselves and

experiences of parental role to the children
and other members of the school community.
Parents are involved in both planning and
and in the presentation, in order to present
their views from their own point of view
Teachers and parents share views, feelings
and practices about education etc. and express
themselves in multimodal communication
processes.
Parents are involved in both planning and
presentation, in order to present their views
from their own point of view.

Transferability
This practice was based on the use of the
notion of identity texts and their exploration
through drama techniques. The practice could
be implemented in all levels of education and
can contribute to empowering parents and
consequently students, mostly the ones out of
mainstream.
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‘There are different challenges facing different types of schools. Those in “special
measures” or with “serious weaknesses” put huge effort into improving performance
on short-term targets, but do they also need a strategic approach? It is a common view
that once they are out of current difficulties, they can move on to a more strategic longterm approach. We would suggest that short-term improvement and longer-term
capacity and capability-building should take place concurrently as one supports the
other. At the other end of the scale, highly successful schools can fall into the
complacency trap and not challenge current orthodoxy. We suggest that strategic
reappraisal and redirection are equally important for these schools.’1

New roles for school leaders and the importance of a common
school strategy
During the last decade there has been an increasing focus on school leaders (e.g. head
teachers, head masters, school directors, principals) as pivotal actors in the context of
inclusive school practices.2 In the by now vast literature on school leaders these are
mainly seen as exercising two functions, that of leadership (i.e. setting values and
providing a vision for the future) and of management (i.e. the smooth running of the
school). Empirical studies have shown that in EU countries this has mostly gone hand
in hand with more autonomy in decision-making but also greater accountability for
school outcomes. Concomitantly with this trend school authorities have increasingly
paid attention to school leaders in their policies with the aim of creating high
professional standards, including through better training and preparation, as well as
of providing an institutional framework (in terms of status, pay and necessary
resources)3 – a development that tends to counterbalance the move towards greater
local autonomy for school leaders along with the growing importance of national
quality assessment schemes.
A survey of the recent literature on inclusive school practices has stressed, among

1

2

3

National College for School Leadership, Success and Sustainability: Developing the strategically-focused school,
2005
(B.
Davies,
B.
Davies
and
L.
Ellison,
eds).
Available
at
http://www.brentdavies.co.uk/Web%20Articles/NCSL%20~%20Strategy.pdf.
See, among numerous other references, European Agency for Special Needs and Inclusive Education, 2018,
Supporting Inclusive School Leadership: Literature Review (E. Óskarsdóttir, V. J. Donnelly and M. Turner-Cmuchal,
eds), Odense, Denmark, and the publications of the European Policy Network on School Leadership, particularly
its School Leadership Toolkit for equity and learning (http://toolkit.schoolleadership.eu/).
See in particular European Agency for Special Needs and Inclusive Education, 2019. Inclusive School Leadership:
Exploring Policies Across Europe, (E. Óskarsdóttir, V. Donnelly and M. Turner-Cmuchal, eds.). Odense, Denmark.

38

other things, the crucial role of school leaders in improving school outcomes.4 A
synthesis of earlier studies has thus identified the following sectors of intervention for
school leaders that are held to be central for improving educational achievements:

Figure 1 The core functions of school leadership (adopted from Skoglund and Stäcker, 2016, quoted in European
Agency for Special Needs and Inclusive Education, 2018, p. 9).

This redefinition of tasks has also led to an attempt to conceive new forms of
leadership linked to successful inclusive school practices.
– instructional leadership;
– distributed leadership;
– transformational leadership.
Instructional leadership ‘emphasises the importance of establishing clear educational
goals, planning the curriculum and evaluating teachers and teaching’ to ‘enhanc(e) the
quality of classroom teaching and learning’ as the improvement of teachers’
instructional practices are thought to be the most effective in raising school
outcomes.5
4

See European Agency for Special Needs and Inclusive Education, 2016. Raising the Achievement of All Learners in
Inclusive Education – Literature Review. (A. Kefallinou, ed.). Odense, Denmark, p. 37–42. For an earlier study see
also OECD, 2008, Improving School Leadership, Volume 1 – Policy and Practice and Volume 2 Case Studies on
System Leadership (B. Pont, D. Nusche, H. Moorman and D. Hopkins, eds.), Paris.
5
European Agency for Special Needs and Inclusive Education, 2018, p. 13–4.
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Distributed leadership, also called shared, participative or democratic leadership, does
not refer to the characteristic of individuals, their roles or responsibilities in a school,
but to a practice that is meant to inform all interactions in this context. It therefore
‘extends to the role of other teacher-leaders (…) and, in general, to any other staff
member, learner or parent who take on a leading role within the school’ thereby
creating ‘a greater sense of purpose’, promoting teamwork and professional
collaboration, as well as increased participation and shared accountability.6 While the
first two notions have evolved in the literature on educational administration,
transformational leadership is a late addition from the corporate sector. It is about
vision-setting and inspiration and ‘focuses on establishing structures and cultures that
enhance the quality of teaching and learning, setting direction, developing people and
(re)designing the organisation’. It is based on the idea that school leaders ‘can
influence school staff to become highly engaged and motivated by setting inspirational
goals that are associated with values in which the staff members believe or are
persuaded to believe’.7 According to the OECD’s Teaching and Learning International
Survey (TALIS) of 2013, the co-existence of these three leadership models in an
integrated practice are most likely to have a strong impact on the achievement of
learners, the quality of teaching and the development of professional learning
communities in schools.8
Similarly, the key role of school leaders is emphasised in a working document of the
European Commission’s Communication on school development and excellent
teaching for a great start in life from 2017:
‘School leaders operate at the interface between educational policies and their
implementation in schools. As a result, they have a demanding role that requires, among
other competences, vision, a capacity for strategic thinking and efficient resource
management, and the ability to improve learning environments and learning cultures.’9

6
Ibidem, p. 13.
7
Ibidem, p. 12.
8
OECD, School Leadership for Learning. Insights from TALIS 2013, Paris, 2016.
9
European Commission, Commission Staff Working Document Accompanying the document Communication
on school development and excellent teaching for a great start in life, COM(2017) 248 final, p. 43. (Emphasised by
the author.)
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The term ‘strategy’ in this sense seems to have first appeared in the literature on
educational administration in the United Kingdom with the Education Reform Act of
1988, which made it mandatory for all schools to have a development plan. Ninety per
cent of the literature followed this date and more than 60 % is from the United
Kingdom.10 Initially however, strategy and planning were used indistinctly for
practically every school management activity (‘strategic planning’). This changed in the
early 2000s when the British National College for School Leadership (NCSL),
established in 2000, promoted the notion of a ‘strategically focused school’.11 Strategy
in the educational sector had been greatly misunderstood by ‘aligning it almost
exclusively with strategic planning – a rather predictable linear process which best
suits a stable environment’.12 Focusing on short-term targets was no longer enough; it
should be complemented by a long-term strategic approach. By introducing private-

Figure 2. The four stages of strategic processes (NCSL 2004, p. 16). Read clockwise starting in the upper right
quarter.

sector management practices and adapting them to the educational sector, the NCSL
attempted to build models and frameworks with the aim to allow school leaders to
adopt just such a long-term approach. This is not the place to present these models in
detail. The following extract on ‘strategic processes’ from a booklet published by the
10
See S. Eacott, Strategy and the Practising Educational Leader‘, Paper submitted for review to the Directions
for Catholic Educational Leadership in the 21st Century The Vision, Challenges and Reality Conference, 2007.
(https://www.researchgate.net/profile/Scott_Eacott/publication/268284890_Strategy_and_the_Practising_Educ
ational_Leader/links/54e5bbb20cf2bff5a4f1c136.pdf).
11
National College for School Leadership, Success and Sustainability: Developing the strategically-focused
school,
2005
(B.
Davies,
B.
Davies
and
L.
Ellison,
eds).
Available
at
http://www.brentdavies.co.uk/Web%20Articles/NCSL%20~%20Strategy.pdf
12
Ibidem, p. 4.
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NCSL will, however, give an impression how these models were conceived:

Overall, the push towards a strategically-focused school has been closely linked to the
adoption of concepts of public management in a top-down approach that emphasised
competitiveness, public choice and control though national systems of quality
assessment in the expectation of improving learning achievements measured through
widely published international comparative studies (such as PISA) or national league
tables. Several EU countries even went as far as penalising schools and teaching staff
who missed targets by defunding schools or refusing them accreditation or by
imposing pay cuts on teachers or by rewarding them for better results. This ‘highstakes’ approach has, however, met with growing concerns that it risks stifling
development and innovation as well as demotivating teachers and, in more recent
years, there has been a turn towards a more open and ‘trust-based’ approach.13

Strategy at the school level
What role does strategy play at the school level? The interviews and discussions in
focus groups with teachers and school leaders undertaken within the framework of
this study were not specifically conceived to elicit statements about the school’s
strategies. They mainly focus on practical details of teaching in an inclusive classroom,
on local working conditions and on the general situation in one of the countries
studied. Occasionally there are references to national and regional policies (Greece,
Denmark) or on national and school-level protocols (Italy), particularly by school
leaders who comment on the relationship between these higher-level policy
frameworks and the local adaptations to them. Characteristically though, no mention
is made of a school-level strategic or long-term approach to the numerous problems
faced by teachers and school leaders. Italian school leaders interviewed, for example,
state that they should be able to supervise the results of teachers’ training, that
didactic choices made at a school should be shared among the teaching staff and that
schools should be able to set the direction of the methodological approaches to be
used in class in order to pursue specific goals.

13

European Commission, 2017, p. 51.
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A Professional Commitment-Based School Strategy in Finland
Recent studies have described the Finnish – and, more general, the Nordic – model of school
governance by contrasting it favourably with the dominant competitive model promoted by
the OECD and other transnational organisations. Finland is one of a handful of countries in
Europe where no direct control by the national level is exercised on schools. In particular,
there is no school inspection, and schools are not ranked in national evaluations. Finnish
municipalities instead enjoy considerable autonomy in shaping school governance, a
situation attributed to historically strong agrarian and social-democratic egalitarian values.
Rather than relying on the accountability of school leaders and teachers the Finnish model
appears to be based on a strong trust in the work of teachers and the culture of schools;
traditional forms of control were abandoned in the early 1990s, and teachers’ personal
commitment to their school is considered more important than loyalty to superiors. Central
to this model, which has been conceptualised as a ‘professional commitment strategy‘ are
the teachers organisational commitment, their sense of impact and their empowerment
which are being fostered through distributed and moral leadership exercised by school
principals and municipal leaders. The basic web of trust is also extended to other
stakeholders.
While the Finnish model has led to excellent results (e.g PISA) its historical groundedness
suggests that it cannot easily be transferred to other national contexts.
(J. M. Paulsen, ‘Conceptualising Professional Commitment-Based Strategy: A Finnish
Perspective’, Nordic Journal of Comparative and International Education, 2018, Vol. 2(2–3),
p. 72–85.)

Figure 3. Conceptual model of professional commitment strategy
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At the same time, it is said that ‘(u)nfortunately, the structure of the Italian school
doesn’t allow this to happen’.14 While this suggests a need for a more strategic
approach, the conclusion is rather one of resignation. This is not to say that school
leaders and teachers have remained inactive when faced with practical challenges,
witness the countless accounts of imaginative and creative teaching methods invented
to promote inclusive teaching in the classroom. But these sound more like ad hoc
measures adopted to solve specific problems encountered during teaching. Similarly,
professional collaboration often takes place in an informal way and has an air of
improvisation.
‘What do school leaders actually do?’
In 2014 F. E. Bärstecher carried out an empirical study on the time schedule and activities
of 15 headmasters of single elementary schools as public managers in the German
states of Berlin and Brandenburg, based on interviews, job shadowing, observations and
self-declared data. Although the results show great variations in the daily routine – with
an average of 52 activities per day and an average length of just over 10 minutes –, the
overwhelming majority are operational activities. Nine out the 15 headmasters declared
spending no time on strategic activities and most of the rest less than 5 % of their time
(or roughly 3 % of the total number of daily activities). Typically, headmasters stated
that these activities (including reflection on their practices) took place outside the school
(e.g on public transport on the way to an external training session. Furthermore, they
noted that the recent towards greater school autonomy had also led to increase in
administrative tasks, especially financial management.
(Source: F. E. Bärstecher, Was machen Schulleiter tatsächlich und welche Faktoren
beeinflussen diese ausgeführten Tätigkeiten?, PhD thesis presented at the University of
Potsdam, 2014).
It should also be noted that, more generally, school leaders and teachers have been
reluctant to subscribe to the tenets of (public) management whose vocabulary and
methods seem to them inappropriate in the context of a school – schools are after all
about ‘people’ and ‘learning’ not about ‘products’. In addition, several of the countries
studied here have in recent years been confronted with the arrival of large numbers
of refugees and migrants under difficult economic conditions and with little time for
preparation. Under these circumstances school governance seems to have been
dominated by crisis management with hardly any room for long-term planning.
Whereas strong arguments can be made in favour of a more long-term strategic
approach, the present situation renders such an orientation unlikely. The foremost
14

See Target Group Report PAESIC Intellectual Output N° 1, p. 30.
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question will therefore be how to create the conditions for conceiving and
implementing a school strategy.

How to set up a strategic approach
Given these time and other constraints, working out a common school strategy is no
mean feat if it is not to be a dull exercise. The effort will only be worthwhile if it results
in significant improvements in teaching practices and learners’ achievements. A case
study from 201715 suggests:
‘that distributed leadership is a vital first step in making schools flexible enough to
respond to new pressures. However, <…> distributed leadership per se does not
necessarily imply a commitment to a particular stance on issues of social justice, such
as equality, but rather that this can only flow from leaders becoming culturally
responsive to the diverse traditions and needs of the changing populations of their
schools.
Here the literature and the statements made by school leaders and teachers offer
important clues about the general framework within which a school strategy should
be elaborated.
First it appears crucial that work on the school strategy should take place outside the
daily school routine. Assigning pre-determined time schedule outside the daily school
routine, employing institutionalised ways (steering group, workshops, dedicated
meetings), written documentation and accompaniment by external experts (mentors,
moderators, specific experts etc.) could be elements for setting up a strategic
approach at school. Preferably this should be done in a co-creative spirit. Perceptions
of the practice of co‐creating leadership dispositional values and the presence of
institutional conditions that facilitate the practice are often correlating with higher
performance at schools16.
Another crucial pillar - motivation of teachers and other staff members. By relying on
distributed leadership to execute and communicate the common school strategy,
school leaders have a better chance to ensure that everybody is on the same page –
and- that they are working well together in the implementation of the school policies.

15

Brown, Martin, et al. "Evaluating the impact of distributed culturally responsive leadership in a disadvantaged
rural primary school in Ireland." Educational Management Administration & Leadership 47.3 (2019): 457-474.
16

Jarrett, Ehren, Teresa Wasonga, and John Murphy. "The practice of co‐creating leadership in high‐and low‐
performing high schools." International Journal of Educational Management (2010).
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Turner-Cmuchal, eds.). Odense, Denmark.
European Commission, Commission Staff Working Document Accompanying the
document Communication on school development and excellent teaching for a
great start in life, COM(2017) 248 final
European Policy Network on School Leadership, School Leadership Toolkit for equity and
learning. Available at http://toolkit.schoolleadership.eu/.
Jarrett, Ehren, Teresa Wasonga, and John Murphy. "The practice of co‐creating
leadership in high‐and low‐performing high schools." International Journal of
Educational Management (2010).
National College for School Leadership, Success and Sustainability: Developing the
strategically-focused school, 2005 (B. Davies, B. Davies and L. Ellison, eds). Available
at http://www.brentdavies.co.uk/Web%20Articles/NCSL%20~%20Strategy.pdf.
OECD, Improving School Leadership, Volume 1 – Policy and Practice and Volume 2 Case
Studies on System Leadership (B. Pont, D. Nusche, H. Moorman and D. Hopkins,
eds.), Paris, 2008.
OECD, School Leadership for Learning. Insights from TALIS 2013, Paris, 2016.
Paulsen, J. M., ‘Conceptualising Professional Commitment‐Based Strategy: A Finnish
Perspective’, Nordic Journal of Comparative and International Education, 2018, Vol.
2(2–3), p. 72–85.
Schleicher, A., Teaching and Learning International Survey TALIS 2018, Insights an
interpretations, Paris, 2020.
46

Mentoring strategic change
accompanying school
leaders CRN

measures designed to improve distributed

General information on
the practice
Prozesssbegleiter
(literally
translated
‘process attendants’), recruited among
coaches, supervisors, former school leaders
and other experts and acting as mentors,
have been supporting school leaders and
teacher- leaders during the project ‘School
Turnaround’ (2013–7) in Berlin to implement

leadership and school outcomes.
The ten participating schools were selected
on criteria such as a high share of pupils from
low-income households, whose mother
tongue was not German, who often missed
lessons, a high turnover of teachers and
school leaders, the great number of staff ill
and of unoccupied posts, as well as on the
basis of an evaluation report by the school
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authorities that a particular school was in
need of a major redevelopment.
Cooperation between the mentors, who
acted as consultants and at times as
moderators or facilitators, and the school
leaders took place on a voluntary basis, in
some cases after a probation time.

all participating schools, the streamlining of
school processes, an extended recruitment
of teachers willing to take on new
responsibilities, the implementation of
higher standards of school leadership and the
empowerment of school leaders in conflict
situations.

Competences and Skills

During the second half of the project, the
focus on the development of teaching
methods improved the yearly planning
process, e.g. for study days, as well as
teamwork in elaborating teaching concepts
and materials and the joint creation of
school- specific curricula.

The practice was designed as part of efforts
to improve school outcomes, in particular by
reinforcing distributed leadership and, during
a later stage, by developing new teaching
methods.
The task of the mentor consisted in
supporting the (generally freshly appointed)
school leader in constituting a leading team
and a steering group for a proposed
development plan, in developing a vision and
strategies for the school, in furthering
teamwork and overcoming resistance to
change from teachers, in enhancing the
strategic competences of the school leader
and teacher-leaders, in helping them to focus
on the agreed-upon goals (particularly the
development of teaching methods) and in
better reflecting on the daily running of the
school. This included regular group meetings,
individual talks, participation in meetings
with the school inspection and in crisis
situations, as well as workshops, job
shadowing and help in recruiting external
experts.
School leaders appreciated the presence of a
qualified interlocutor to discuss and more
systematically pursue strategic goals, to
reflect on daily practices and to develop their
own strategic competencies. Further results
were the establishment of steering groups in

Practical Implementation
What is needed to prepare the usage of the
practice? What is practically done step by
step?
Pairing school leaders with congenial
mentors turned out to be the most
challenging problem. In some cases,
prospective mentors changed schools several
times until a basis of trust and a profitable
working relationship with a school leader
could be established. For this reason, the
monthly meetings of the mentors proved
crucial. In addition, there had to be a clear
separation of roles between a mentor and
the school inspection. Mentors also had to
take care not to take over tasks from
inexperienced, insecure or overburdened
school leaders.

Transferability
The practices can be implemented in other
contexts/countries/classrooms.
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There appear to be no obstacles to transfer
the practice in different contexts, countries
or classrooms. If adequate funding is
provided and participants are willing to
cooperate. Engaging mentors from local
contexts, makes this framework is flexible
and easily adaptable in different countries.

(Source: Senatsverwaltung für Bildung,
Jugend und Familie and Robert-BoschStiftung, Pilotprojekt “School Turnaround” –
Berliner Schulen starten durch” (2013 –
2017)
Zentrale
Erkenntnisse
und
Empfehlungen
der
wissenschaftlichen
Begleitstudie, Berlin, 2018.
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Introduction
The influx of migrants into the EU over the last decade has diversified the demographic
makeup of counties and has, in turn, reformed communities and the schools within them.
In response to this, school leaders in the EU today are now faced with the responsibility of
finding ways to make their schools more socially inclusive and address the needs of the
underrepresented students.
In previous times, the idea of social inclusivity in classrooms was a relatively unexplored
topic throughout the majority of European classrooms. However, there is presently a need
for resources and training on how to create more social inclusive classrooms in order to
ensure the success of every child in the classroom.
As mentioned, this toolkit will serve as a guide to school leaders who aim to make their
classes more socially inclusive. This chapter will focus specifically on communication as a
tool for school leaders to better equip their teachers for socially diverse classrooms.
This chapter will explore how school leaders can meet teachers’ needs and expectations,
as they define them and improve the channels of communication so that there is an optimal
and open working relationship and communication channel between teachers and school
leaders. This is complemented by a practical reflection on the use of co-teaching in a Danish
school and

the challenges of the school leaders to coordinate this practice. It is a great example that
highlights the relevance of good communication and knowledge sharing in schools.
Additionally, this section will dive into how to improve communication channels, create
open dialogue within the school organizational structure, as well as how to consider and
include teachers in the decision making process in relation to social inclusion in the
classroom.

Finally, this chapter will touch on how to enhance staff training, pedagogical competencies,
and professional profiles involving social inclusion.
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Improving Communication Channels in the Classroom
Having clear and open communication channels are vital to ensuring teachers have the
ability to voice their needs for social inclusion strategies or, for that matter, any other
issues teachers may face within the school system. By opening the communication
channels between school leaders and teachers, it will facilitate the role of teachers in
addressing the needs of their underrepresented students.
The responsibility, therefore, falls to principals and school leaders to enhance the
communication channels within their schools and encourage conversations about
inclusive teaching methods. This section will therefore focus on ideas concerning the
optimization of communication channels between school leaders and teachers, more
specifically; how to flatten the hierarchy between them, ensuring they are included in the
decision making process of creating social inclusion in the classroom.
When a school leader or principal examines how they can improve the communication
channels in their school, it is worth considering the three dimensions shown below:
information, affirmation/feedback, and interpretation.

This figure shows how information, interpretation, and affirmation/feedback overlap, and
play a vital role in communication channels in an organization such as a school. By
evaluating the three dimensions shown above, a principal or faculty can assess their own
needs and challenges. For example, through the use of this model it has been shown that
in a number of schools, affirmation/feedback towards the role of the teacher as a
professional and conversation that related to their everyday work in the classroom and
more “long term strategies towards the objectives” were lacking (Ärlestig, 2008).
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Schools with diverse student populations can have once a month group meetings between
teachers and school leaders to discuss ways to improve or maintain inclusion. There are
different techniques to improve school communication that can adapt to the reality of
every institution. Below you can find some examples and interesting online resources.
● This guide contains suggestions for managing the myriad of everyday communications
you are involved in as a principal:
http://www.educationalleaders.govt.nz/Managing-your-school/Guides-formanaging-your-school/Effective-communications
● Here
are
some
use-right-now
ideas
for
school
communication:
https://blog.sharetolearn.com/curriculum-teaching-strategies/effective-schoolcommunication/
● Tips to improve the communication program by the National School Public Relations
Association of USA:
https://www.nspra.org/principals

Co-teaching and inclusion: Why is it important to communicate and
share knowledge in educational institutions?
Co-teaching is the practice of pairing teachers together in a classroom to share the
responsibilities of planning, instructing, and assessing students (Trites, 2017). It is a great
example of the importance of communicating and sharing knowledge in educational
institutions. Furthermore, co-teaching is an innovative method to improve inclusion in
schools. Co-teaching allows for more intense and individualized instruction in the general
education setting increasing access to the general education curriculum while decreasing
stigma for students with special needs (Friend and Cook, 2004)
Co-teaching has been tested for two years at Aalborg Parkskolen as a method to improve
teachers' focus on inclusion, specifically on its linguistic dimensions. The experience of this
school sets the ground to discuss perspectives and challenges in language education and
social inclusion. Parkskolen is a medium-size school located in Aalborg. The school had
reception classes for newly arrived refugee or migrant children for many years. These
children have specific learning programs at selected schools together with other newly
arrived students. However, this scheme was abolished and from August 2017 the newly
arrived children were sent directly to the classes of the schools in their school district.
With the municipality's abolition of the reception classes, there was a need to rethink
inclusion and language work at the school, so that teachers and educators in the general
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field are better equipped to receive newcomers, but also to navigate an ever-changing
organization and structure.
The school's task is to ensure the learning and development of all pupils, and must,
therefore, be adapted to the new types of students. Where one teacher could previously
handle a relatively homogeneous student group, heterogeneous student groups call for
multiple disciplines and competences. Research supports the idea that it is crucial that
various professionals work together to solve this new task (Friend, Cook, HurleyChamberlain and Shamberger 2010). This school supports the idea that multidisciplinary
collaboration is an important factor in the realization of an inclusive bilingual
environment. Co-teaching is a form of collaboration that is identified by researchers as
one of the methods that have an effect on students' learning, but which also places great
demands on multidisciplinary collaboration (Friend 2000; Hansen et al. 2014, 2016). It is
a method where two professionals are put into play in the same room. The two adults
have equal responsibility for the class, the teaching and the organization, but combine
different competences and skills.
This method presents great challenges for school principals since it increases the
complexity of management and team coordination. It can be overwhelming for teachers
(Stark, 2015) and it requires support from the school administration to ensure enough
hours for planning and staff teamwork. If you are interested to know more about coteaching, you can check this article with different co-teaching models and resources:
http://castpublishing.org/introduction-co-teaching-inclusion/

Building trust between principals and teachers:
In a school, as in any other organization, trust between management and employees is
central. In this section we will discuss the relevance of trust in educational planning,
providing concrete tools for the school leaders to measure key elements of trust in the
school and enhance it.
The benefits of trust in educational environments are extensive and well researched ( Bryk
and Schneider, 2003): It can foster collective decision making, reform initiatives will
diffuse broadly across the school and improve student learning. There is a link between a
high level of trust and better cooperation among colleagues, professionalism, and
authenticity (E. Babaoglan, 2019). Literature supports the existence of a positive
correlation between faculty trust in the principal and increased student achievement
(Howe, 2016). Studies show the central role of relational trust in building effective
education communities. As presented by Anthony S. Bryk and Barbara Schneider (2003)
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social trust among teachers, parents, and school leaders improves much of the routine
work of schools and is a key resource for reform.
Trust is a key element to develop sustainable structures to facilitate cooperation, promote
group cohesion and increase the quality of schooling (Hoy and Tschannen-Moran, 2003).
Furthermore, it is a critical component while building successful communication channels
in the schools (Babaoglan, 2019). Therefore, in this chapter we present tools for the school
principals to measure and identify the key aspects of trust and how to enhance it as part
of their educational planning. Planning has been
traditionally centered around student outcomes, nevertheless, it is interesting to consider
the importance of planning strategies to improve the relationships between principals and
teachers as part of it.
There are different actions that school principals can take in order to foster trust in
educational institutions. To begin with, it is important to understand the context and
situation of the school. The “Omnibus T Scale” is a research-based method to measure
the level of trust in the school. It can be a great tool to identify key issues as a first step to
increase trust between people in the school.
The “Omnibus T Scale” was developed by Hoy and Tschannen-Moran (2003) and it is
suggested to be adapted to the national language before its use. The scale is divided into
three subsections: trust in colleagues, trust in students and parents and trust in
administrators. The scores can be ranked as follows: 1 - 1.79 = Very low level; 1.80 – 2.59
= Low level; 2.60 – 3.39 = Medium level; 3.40 – 4.19 = High level and 4.20 – 5.00 = Very
high level.

Directions: Please indicate your level of agreement with each of the
following statements about your school from strongly disagree to
strongly agree. Your answers are confidential.
1.

Teachers in this school trust the principal

2.

Teachers in this school trust each other

3.

Teachers in this school trust their students

4.

Teachers in this school are suspicious of most of the principal’s actions

1

2

3

4
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5

6

5.

Teachers in this school typically look out for each other

6.

Teachers in this school trust the parents

7.

Teachers in this school have faith in the integrity of the principal

8.

Teachers in this school are suspicious of each other

9.

The principal of this school typically acts in the best interest of
teachers

10.

10. Students in this school care about each other

11. The principal of this school does not show concern for the teachers

12. Even on difficult situations teachers in this school can depend on each
other
13. Teachers in this school do their job well

14. Parents in this school are reliable in their commitments

15. Teachers in this school can rely on the principal

16. Teachers in this school have faith in the integrity of their colleagues

17. Students in this school can be counted on to do their work.

18. The principal in this school is competent in doing his or her job.

19. The teachers in this school are open with each other.

20. Teachers can count on parental support.

21. When teachers in this school tell you something, you can believe it.

22. Teachers here believe students are competent learners.
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23. The principal doesn’t tell teachers what is really going on.

24. Teachers think that most of the parents do a good job.

25. Teachers can believe what parents tell them.

26. Students here are secretive.

This method can be used to identify structural problems and as an initial assessment
before planning strategies to improve school communication. It is a great tool to open
discussions and assess the difficulties that teachers can be facing in their everyday
practice. Nevertheless, there are other key actions that can facilitate the process of
enhancing trust in the educational institutions, as creating stable school communities and
voluntary associations (Bryk and Schneider, 2003). There are possibilities that can be
adapted to the needs and resources of every school. Here, some interesting materials are
linked to show the possibilities and potential of increasing trust in the school.
● How
to
build
trust
in
schools?
https://greatergood.berkeley.edu/article/item/how_to_build_trust_in_sch
ools
● The power of relationships in schools. Why are students who feel safe and
supported
by
adults
at
school
better
able
to
learn?
https://www.youtube.com/watch?v=kzvm1m8zq5g
● Building a school culture of trust is an intentional act that benefits principals,
teachers, and students.
http://www.ascd.org/publications/educational-leadership/may17/vol74/num08/TheTrust- Factor.aspx

Conclusion
There is presently a need for resources and training on how to create more social
inclusive classrooms in order to ensure the success of every child in the classroom. This
chapter addresses that need from the perspective of enhancing communication and
professional profiles.
As mentioned in the introduction, this toolkit is a guide to school leaders who aim to
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make their classes more socially inclusive. Therefore, communication is contextualized
as a tool for school leaders to foster social inclusion and equip teachers for socially
diverse work environments. This section offers principals and teachers practical
strategies and concrete examples in order to improve communication channels in their
schools

Online resources:
http://castpublishing.org/introduction-co-teaching-inclusion/
https://greatergood.berkeley.edu/article/item/how_to_build_trust_in_schools
http://www.educationalleaders.govt.nz/Managing-your-school/Guides-for-managingyour-scho ol/Effective-communications
https://www.nspra.org/principals
https://blog.sharetolearn.com/curriculum-teaching-strategies/effective-schoolcommunication/
http://www.ascd.org/publications/educational-leadership/may17/vol74/num08/TheTrust-Factor. aspx
https://www.youtube.com/watch?v=kzvm1m8zq5g
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Enthusiasm is not enough: Leadership and the
organization of co-teaching

https//colourbox.com

General
Information on the
practice
At Herningvejens School in Aalborg,
management, resource persons (DSA
and inclusion counsellors), teachers and
educators collaborated through two
years of co-teaching on the assumption
that co- teaching could be a useful
strategy in terms of quickly giving
newcomer students with a refugeeimmigrant background the opportunity
to access the same teaching and
curriculum as their peers in the class
they belong to. The two-year project
was supported
with municipal
funding and stopped at the end of 2019.

was to focus on teaching differentiation
and social inclusion. The school wanted
to master the task of, on one hand,
ensuring adjusting challenges
academically, personally and socially,
but also that all students experienced
being able to participate and master the
activities offered by the learning
communities.
The goals of the co-teaching project
were:
•

•

•

Competences and
skills
The purpose of the co-teaching model

•

To raise awareness on social
inclusion so that it becomes
everyone's responsibility.
That all employees know and
agree on what social inclusion is
at Herningsvejens School and
know the signs thereof.
To create a safe and coherent
framework for a newcomer
student to start school.
to gain a broader knowledge of
language tools and didactic
60
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methods.

The school has an inclusion team of
teachers and educators with a
specialized knowledge of bilingual
education and inclusion. They have
participated in special courses and
training courses that have provided
them with the necessary skills to guide
colleagues
and
management.

At the Herningvej School, the project
wanted to place special emphasis on
how
collaboration
between
professionals and the associated
knowledge and practice basis could be
supportive of inclusion. There was, on
one hand, increased knowledge sharing
in the various professional communities,
but also a desire for organizational
development. This dual focus calls for a
management task that can motivate and
solidify such a process.

Practical
Implementation

https//: colourbox.com

The challenge for the school and for the
inclusion team has so far been that the
supervisors and resource persons often
have found it difficult to adapt their
knowledge to the teaching of different
teachers - both for the content and for
the teaching style. It can be a dilemma
to gain insight into colleagues' practice.
This could be due to for example that
the expectations as to the level of
cooperation between the teacher and
the supervisor is not matched well. Is the
supervisor the expert? Should the
supervisor solve the problem with the
student who is challenged? Is the tutor
an emergency entity that a teacher can
call?

At the school it is about leading, so the
supervisors have the skills and the
legality needed to accomplish the task for the individual and for the school as
an organization. Therefore, a special
framework was introduced for the
cooperation of the team of teachers of
each grade.
The team consists of teachers and
educators of a grade and is therefore a
cross professional collaboration. The
desire for systematics and increased
knowledge sharing in relation to
inclusion is framed by the following
criteria:
Focus on core assignment and
outcomes: teaching and inclusion
informed by data on students' learning
and well-being.
Building a learning conversation culture:
The DSA supervisor attends all meetings.
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Facilitates team learning processes in
this area in close relation to teaching
practice.
Strengthening team communication and
relationships: A special meeting
structure and agenda. Meeting leader
with a special mandate to lead
internally. Fixed agenda items and
structure where the inclusion task and
co-teaching are discussed and decided.
Organizationally, several structural
frameworks were changed to pave the
way for increased collaboration on
inclusion. In addition to the team
meetings, each grades’ teachers and
educators now collaborate to designate
weekly and individual learning goals for
each student. These may be specifically
professional or more broadly targeted at
social or personal competencies. The
important thing is that everyone in the
team and the supervisor has ownership
of the goal, so it can play a present role
in all teaching and data collection.
Duration

Meeting structure

1 hour

weekly schedule and collaboration
on the students' learning
objectives and the whole of the
teaching

Half hour

Figure

1:

Learning focused talks on the
individual's competence
development and on coteaching
Professional

Learning

Communities:

Herningvej Skole 2019-2020

Each morning the team meets for 15
min. daring for more practical and

operational- oriented tasks. And every
Monday morn- ing, the students gather
in class with their contact teacher to
create the necessary discussion and
clarification about the in- dividual's
goals, success criteria and signs of the
week just beginning.
The co-teaching assignment takes place
as a collaboration between the DSA supervisor and the subject teacher. The
common third is inclusion. The structure
of co-teaching may look different from
subject to subject or from class to class.
Common to the assignment is that
where the subject teacher has a special
focus on subject didactics, the
supervision focuses on the language
dimension of the teaching. The whole
idea of co-teaching is that the teacher
and the supervisor work closely together
and, in the teaching, to understand the
challenges that are in a class.
All teaching is based on an agreed structure, such as in this mathematics lesson
(see figure 2).

Transferability
At Herningvejens School, they worked
over two years with co-teaching as a
collaborative and learning model. Each
team and each teacher or educator had
a supervisor in all their teaching for a
four- week period. This Masterclassmodel became an invaluable experience
for the school as an organization. But
especially the educational staff
experienced
the
benefits
and
meaningfulness in these learning
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communities.
Management and staff point to three
important factors that made a
difference:
1. Focus on the learning and
collaborative
team
collaboration.
2. Recognizable and agreed coteaching structure in teaching

and in all subjects.
3. Resource allocation enabling coteaching and team collaboration
And so, both management and staff
point out that co-teaching requires
education in order to ensure quality of
collaboration and organization of coteaching.

Structure

Co-teaching station

Content

Hello

“Station teaching”

Refresh topics
Math’s terminology
Keywords

This day’s concept and
learning goals

“Parallel station”
Supervisor
and teacher
work parallel
on the same
subject but
differentiated

“word cards”
writing templates
Wordlist in Arabic
Supporting visual tools

Thank you and goodbye

“One teaches one assists”

One word for the lesson
and a common paper
Self-evaluation
Common wrap-up

Figure 2: The Herningvej School: A model inspired by: Maria G. Dove and Andrea Honigsfeld (2018):
Co-Teaching for English Learners: a guide til collaborative planning, instruction, assessment, and reflection.

63

64

Final Thoughts
The present guide is a learning resource that school leaders and teachers can use in order
to gain valuable insight into a range of online resources and tools, fostering greater
networking and cross-schools collaboration across Europe.
School leaders are instrumental to ensure that teachers are fully supported in their
classrooms. Moreover, school leaders must respond to the complex needs of teachers
with an understanding of the wider context in which their educational institution.
For the above-mentioned reason, the guide has been specifically designed to help
teachers promote social inclusion in the classroom using the most up to date
methodologies and approaches in teaching and try to promote more inclusive practices.
These four chapters, which encompass intellectual output three, have displayed various
facets and strategies of what contributes to socially inclusive classrooms and the schools
which occupy them. The first chapter, which focused on collaboration within the school
network dived into the various roles potential stakeholders can play in creating a more
inclusive environment. This included the incorporation of psychologists, volunteers,
families, and policy makers, among others. Chapter two, explored how advocacy action
taken by school leaders can benefit students with migrant backgrounds. These actions
were detailed along with the characteristics of a capable school leader. Chapter three
introduced strategies school leaders could employ in their school to increase the
organizational structure as well as increase the efficacy of strategies towards inclusion.
These strategies included setting direction, human development, and organizational
development. Lastly, the fourth chapter, titled ‘Enhancing Teacher Communication and
Professional Profiles’, focused on the communication aspect of school leadership.
Specifically, how having clear and open communication channels between staff and
school leaders is essential to the trust and feedback process which in turn creates a more
comfortable and inclusive environment for migrant students. These four chapters serve
as a toolkit for school leaders and should be utilized as such, if the ultimate goal of school
leaders is to increase social inclusion for migrant students in their classrooms.
Translated in all partner languages, available to download as a PDF and structured as a
training tool, the guide includes cutting edge pedagogical approaches for promoting social
inclusion in the classroom along with Case studies that address intercultural issues in
practice. This guide can be complemented with other outputs developed by this project
that can be found in the project website PAESIC – PAESIC Erasmus+ Project
Output #1 - National Reports from each partner and a Final Guide to report all the results
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of some focus groups (for Primary School Teachers and School leaders) and a Desk
research held in each partner’s country in order to look into current policies in primary
schools for social inclusion.
Output #2 - A Guide meant to provide information aimed at teachers for promoting social
inclusion in the classroom and containing specific chapters with information based on
each partner country.
Output #4 - A Moodle-based platform to contain all the learner materials from the training
program for teachers as well as information for trainers and other interactive, relevant
learning resources. The platform is meant to be an e-learning hub that will allow the
community to share their learning process, with peers across Europe.
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