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INTRODUCTION
KEEP ON project aims at enhance the professional development of school educators and
teachers, equipping them with innovative approaches and methodologies -as Dialogic learning or
Peer learning- to foster an active role of students in the teaching and learning process, helping to
build intercultural settings in classrooms. This will help school education professionals to manage
Cultural Diversity in order to prevent dropout of migrants and ethnic minorities, as well as
refugees and asylum seekers.
KEEP ON project integrates innovative methodologies and approaches aimed at the
empowerment of young migrants and ethnic minorities in self related concepts like control,
self-monitoring, self-efficacy and social identity, as well as to build strategies to cope with
negative social identity and the influence of group membership on self-evaluation.
KEEP ON Pedagogical Handbook is the second intellectual output of the project. This Pedagogical
Handbook aims to provide in-depth information, basic concepts, definitions and innovative
methodological approaches on Dropout prevention of migrant students in School Education.
This product will be developed on the basis of the theoretical framework and competencies
identified within the training curriculum (O.2). The Pedagogical Handbook aims to be a useful
tool, complementary with other practical products of the project. The Pedagogical Handbook will
provide a deep insight including:
-

Theoretical introduction, approaches and general notions on dropout prevention of
migrant students.

-

Conceptual knowledge and methodological aimed at school teachers, educators and
counsellors.

-

Pedagogical approaches and assessment methodologies.

-

Successful and inspiring experiences on Drop Out prevention of migrant students in
School Education.

-

Information, additional readings and recommendations.

KEEP ON Pedagogical Handbook is an Open Educational Resource (OER) available in English and
in the respective languages of the consortium, and accessible through KEEP ON Online Digital
Database: http://keepon-project.eu/
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MODULE A. EDUCATIONAL COUNSELING, COACHING
AND SUPPORT

This module consists in the learning modules on educational needs and difficulties, teaching to
learn, self-responsibility and self-organization aiming to provide useful definitions, teaching
methodologies, inspiring implementations and related recommendations for teachers working
with migrant students.

Learning Unit 1: Educational Needs and Difficulties
World is an inclusive society that is formed from individuals differing in gender, race, needs,
abilities and disabilities or difficulties. It is important that children take part in communities where
they will grow by experiencing during preparation for life in this world (Bakkaloğlu& Sucuoğlu,
2011). With migrant background or not, learners are required to participate in society, to gain
experience in collecting what they are going to live in, and to learn the behaviours that are
accepted by society. In this context, the school period is the preparatory phase for the learners
and it is beneficial to attach more importance to the individual differences. In the heterogenic
nature of multicultural classrooms in Europe, the migrant children are at risk of attention deficit,
lack of social communication, incompatible behaviours and school dropout. It is also true that
each individual has different characteristics even if they are all grown up in the same society with
consistent traditions. These individuals are social beings and they need to be accepted by society
and to gain necessary knowledge, skills and competences to keep up with the modern world.
Different people use different words to define learning within educational psychology. One of the
most applicable definitions is that learning is a step-by-step process in which an individual
experiences permanent, lasting changes in knowledge, behaviours, or ways of processing the
world. When we consider the situation of migrant children, it is important to note that learning
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facilitates the adaptation process of the individual in a new environment. Thus, consideration of
different characteristics, skills and needs of the individuals. Learning develops through interaction
and the environment .
According to DSM 5 (Diagnostic and statistical manual of mental disorders 5th edition) considers
SLD to be a type of Neurodevelopmental Disorder that impedes the ability to learn or use specific
academic skills (e.g., reading, writing, or arithmetic), which are the foundation for other academic
learning. The learning difficulties are ‘unexpected’ in that other aspects of development seem to
be fine. Early signs of learning difficulties may appear in the preschool years (e.g., difficulty
learning names of letters or counting objects), but they can only be diagnosed reliably after
starting formal education. SLD is understood to be a cross-cultural and chronic condition that
typically persists into adulthood, albeit with cultural differences and developmental changes in
the way the learning difficulties manifest. For example, in English-speaking countries, children
struggle to learn the correspondence between letters and sounds in order to decode single words
accurately, whereas adults may have mastered basic decoding skills but read slowly and with
effort. Learning difficulty can be stemmed from different reasons; therefore family-school
communication, learning materials and program, learner’s background about difficulty or a
specific diagnosis should be considered. Versatile teaching methodologies could be applied in
order to manifest learning potential
Constructivist Teaching Methodology
Constructivist Teaching Methodology is known to provide learners the opportunity to discover
meaningful relations between concepts and meanings. In other words, the methodology helps
learners to attribute meaning to regular events. (D. Harne & S. Stone,1995, cited by A. Girli, 2015)
It is important to note that teacher’s role is to be a facilitator providing feedback about the
learning and atmosphere creator for the learning process. Constructivist Teaching Methodology
focuses on real problem solving skills considering learner’s motivation and interest.

It is

important to note that the old concepts are replaced with the new ones. In the constructivist
classroom, learners work primarily in groups and learning and knowledge are interactive and
dynamic. There is a great focus and emphasis on social and communication skills, as well as
collaboration and exchange of ideas This is contrary to the traditional classroom in which learners
work primarily alone, learning is achieved through repetition, and the subjects are strictly adhered
to and are guided by a textbook. Some activities encouraged in constructivist classrooms are:
-

Experimentation: learners perform an experiment individually and then come together as
a class to discuss the results.

-

Research projects: learners research a topic and can present their findings to the class.
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-

Field trips: This allows learners to put the concepts and ideas discussed in class in a real
world context. Field trips could often be followed by class discussions.

-

Films: These provide visual context and thus bring another sense into the learning
experience.

-

Class discussions: This technique is used in all of the methods described above. It is one of
the most important distinctions of constructivist teaching methods.

-

Constructivist teachers encourage learners to constantly assess how the activity is helping
them to gain understanding. By questioning themselves and their strategies, learners in
the constructivist classroom ideally become "expert learners." This gives them everbroadening tools to keep learning. With a well-planned classroom environment, the
learners learn “HOW TO LEARN”

Multiple Intelligence Theory
Gardner (1983,1993) divides the intelligence into eight categories as mathematical, verballinguistic, musical, visual-spatial, bodily-kinesthetic, interpersonal, intrapersonal and naturalist
learning. Each individual can be skilful in one or more learning areas. Success in school is generally
evaluated through mathematical and verbal-linguistic and learners with for example intrapersonal
or naturalist skills can be discarded. An evaluation based on multiple intelligence skills should be
considered by teachers and learning program developers so as to conceive strong sides of each
learner and to strengthen the weak side. Multiple intelligence applications have been successful
in general education classes, as we can see in the examples in which math education is combined
with rhythm and linguistic with visual skills, etc. This approach is alleged to be useful for the
learners with learning difficulty in general education environments. It refers to the utilisation of
two or more of senses such as eyesight, hearing, tactual, gustatory and smelling during the
learning process. Especially eyesight and hearing supporting the other senses increase the quality
of learning process. Some activities in the cognitive learning process are based upon multisensory
teaching which centers upon academic subjects and teaching materials.
Orff-Schulwerk Learning Model
Orff Schulwerk music and pedagogy has proven to contribute development of intellectual ,
social, emotional, aesthetic skills of learners. The model encourages learners for critical thinking
through creative ideas with artistic knowledge. Its social perspective stems from cooperative
function including the instructor. The artistic nature of the model involves music and movement
also providing opportunity to express non-verbal emotional situations. As knowledge and skills in
music expand, learners have more chance to explore what is good in style.
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Arts Edge Project
Arts Edge Project aims at training teachers to use visual art and theater to support reading
education. Motivating learners to read is a big part of the teaching puzzle, and supporting reading
fluency and interpretation and ensuring that learners can comprehend character, plot, and
settings are goals of the program. Therefore the program focuses on two forms of education
1.

Theatre-based learning: Acting out scenes from stories is a tried-and-true method of
engaging learners in reading. Here are a few examples that I hope will inspire and
encourage you. Have your learners read the first page of a story, either out loud or
silently. Then, let them form small groups and take five minutes to act out what they have
read. To spice up this exercise, you can have one group mime the scene, another group
have a narrator with actors, and yet another group employ dialogue taken directly from
the reading. Learners can’t act out scenes if they don’t comprehend the reading; acting
out a scene or story helps them connect with the material and offers a concrete way to
start making sense of it. For reluctant and hesitant readers (including those learners just
learning English), acting provides a more concrete way for them to understand the
stories.

2.

Visual Arts-based learning: There are many possibilities with visual literacy that support
reading. One obvious activity is illustrating ideas presented in the paragraphs, scenes, or
even a title of a book or chapter.

Recommendations
Every individual has unique personality, characteristics and learning experience. It is therefore
important to build upon already existing knowledge, when they are called upon in order to
construct the new information. Regarding the differences, it is necessary to add that individuals
have different strengths and weaknesses. In learning process, we need people who collectively
are good at different things. A well-balanced world, and well-balanced organizations and teams,
are comprised of people who celebrate their differences Therefore, it would be useful to consider
the brief descriptions of Deborah Walker and Linda Lambert (1995) to construct learning:
-

Knowledge and beliefs are formed within the learner

-

Learners personally imbue experiences with meaning. The values and beliefs they have
already formed help learners to interpret and assign meaning, as do their interactions
with other students

-

Learning is a social activity that is enhanced by sharing inquiry.

-

Learners play a critical role in assessing their own learning
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For Further Reading


Constructivist teaching methodologies:
http://ccti.colfinder.org/sites/default/files/constructivist_teaching_methods.pdf
http://www.thirteen.org/edonline/concept2class/constructivism/index_sub2.html



Learning difficulties:
https://dyslexiaida.org/dsm-5-changes-in-diagnostic-criteria-for-specific-learningdisabilities-sld1-what-are-the-implications/



Orff-Schulwerk Methodology:
http://aosa.org/about/more-on-orff-schulwerk/



Reducing risk of esl in migrant students:
http://www.sirius-migrationeducation.org/wp-content/uploads/2015/02/SIRIUSEarlySchoolLeaving-FINAL.pdf



The Constructivist Leader (Lambert, L., Walker, D., Zimmerman, D.P., Cooper J.E.,
Lambert, M.D.,



Gardner M.E., Slack, PJ.F.), 1995: Teachers College, Colombia University New York and
London



The Kennedy Center Arts Edge Project:
https://artsedge.kennedy-center.org/educators/how-to/supporting-individualneeds/reading-through-the-arts
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Learning Unit 2: Teach to Learn
Equipping immigrants with the necessary skills to achieve successful integration should be a
central preoccupation of policy-makers in the U.E and beyond. The integration challenges of
migrant students in formal educational systems tend to be essentially related to the 3 main
components of education: access, participation and performance. An additional concern for
migrant students is staying at school. Indeed, young people with a migrant background and
generally more at risk of dropping out without an upper secondary qualification. To offer a long
term perspective for migrants through education we have to provide them tools and apply
mechanisms for assessment of capacities and recognition of formal and non-formal learning of
arriving migrants.
Education as a core element of integration happens largely through and thanks to language.
Insufficient language proficiency is the main cause of poor academic performance. In general,
students with a poorer knowledge of the host language are either downgraded to a lower level or
sent to a special needs school.
As far as concern our unit “Teach to learn”, it focuses on looking beyond the facts and figures
migrant students are taught in school and try to teach how to learn. Incorporating more flexible
learning approaches into their education gives students a clear stake in their learning process. Not
only is that the ticket to helping students learn more effectively in the long run, it gives them
ownership over their education and enables them to be lifelong learners.
Putting students in control over their individual learning process doesn’t mean giving them the
keys and away they go. Educators are still an integral part of the process. Students with more
flexible learning environments perform better than those in traditionally structured classrooms.
Encouraging students early on to understand how they learn enables them to continue learning
throughout their life, to have the ownership over their learning.
Our proposal is based on the idea the development of self-esteem and the autonomy in the
procedure of knowledge. For that reason, the use of digital tools as well as the playing-based
learning is great ways to encourage language learning for migrant students.
The main problem is that to achieve the challenge of “teach to learn” to migrant and asylum
seekers, we not only have to identify the real needs and particularities of this population (some of
them are not familiar at all with the socio-cultural background of the host-country), which is not
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always easy, but support in a permanent basis teachers who will be charged to their education
(training courses, seminars, a wide range of free material, counseling assistance by specialists).
Teacher as Counsellor in the Classroom
It is important to empathize with migrant students. To do this requires acceptance and a deeper
understanding of students, as well as learner-centered methods. This is not always easily
achievable.
High tech approach learning
Advancements in technology have propelled the education sector in the last few decades. As the
name suggests, the high-tech approach to learning utilizes different technology to aid students in
their classroom learning. Many educators use computers and tablets in the classroom, and others
may use the internet to assign homework. The internet is also beneficial in a classroom setting as
it provides unlimited resources.
The Mini Lexicon for Basic Communication in 6 languages for Refugees and Migrants, Digital
Dictionary in 5 languages and the ENTAXEI- Multilingual support guide can be used to develop
migrant students' vocabulary learning and interest in words.
Although the pervasiveness of ICTs in all aspects of 21st-century life is quite clear and well
accepted, it is less clear how teachers might successfully integrate technology in to literacy
instruction and specifically vocabulary instruction for migrant students. Improving migrant
students' vocabulary is an area of urgent need if we are to develop the advanced literacy levels
required for success in school and beyond. Vocabulary is also an area where teachers are asking
for guidance on instructional approaches, strategies, and materials. Digital tools and media are
available in most schools that teachers could harness now to improve vocabulary learning, tools
that capture the interest of students and that provide scaffolds and contexts in which to learn
with, and about, words more profitably(see references).
Low tech approach to learning
While technology undoubtedly has changed education, many educators opt to use a more
traditional, low tech approach to learning. Some learning styles require a physical presence and
interaction between the educator and the student. Additionally, some research has shown that
low-tech classrooms may boost learning. Tailoring the different types of learners is incredibly
important, and sometimes students work better with a low tech but interactive approach (see
references).
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Kinaesthetic Learning and playing-based learning
Sometimes known as learning or hands-on learning is based on the idea of multiple intelligences
(main learning styles: auditory, visual, kinesthetic) requiring students to do, make or create. In a
kinesthetic learning environment, students perform physical activities rather than listen. Handson experiences, drawing, role-play, building, the use of drama and sports are all examples of
kinesthetic classroom activities. “Learning by doing” involves the physical participation. Though, a
great way to keep students engaged and, at times, simply awake, very few classrooms employ
kinesthetic activities exclusively. Kinesthetic learning is rarely based on technology, as the
method values movement and creativity over technological skills. That means it’s cheap and fairly
low barrier to adopt, as well as a welcome break from students’ existing screen time. Kinesthetic
learning can be more student-centered when students are given the choice of how to use
movement to learn, new information or experience new skills.
Project COFFEE
Project COFFEE (Co-Operative Federation for Educational Experience) was created in 1979 in
Massachusetts with the purpose of meeting the academic, occupational, social, emotional, and
employability needs of high school students considered at-risk. It is typically described as an
alternative occupational education program that integrates academic and vocational instruction
to increase the likelihood that participants will complete school and obtain employment.
Project COFFEE has been replicated in many areas across the country. Project JOBS (Joining
Occupational and Basic Skills) is an offshoot of Project COFFEE is intended to address the needs of
students who have emotional/behavioral problems early and prevent later problems by helping
them to become engaged in their schooling(see references).
Description: This model was designed to prevent school dropout by providing services addressing
students’ academic, social, emotional, and occupational needs. The program seeks to balance
cognitive achievement, skills training, and occupational education with services meant to provide
for students’ developmental needs. Project COFFEE offers individualized instruction structured as
a half day of academic coursework and a half day in occupational instruction. Fundamental
aspects of the program include five main components: academic, life-coping skills, occupational,
guidance and counseling, and physical education. These five components are integrated with the
help of numerous individuals such as teachers, counsellors, administrators, and employers.
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Project COFFEE participants attend classes together in a separate building from other district high
schools. The low teacher-to-student ratio (no more than eight to ten students in each class),
emphasis on the occupational component, individualized instruction in basic skills, and focus on
credits needed for graduation help to ensure that the students who participate in the program
reduce their risk of dropping out of school. As part of the program, students participate in
roleplays and mock interviews to enhance their life-coping skills. As part of the occupational
component, students receive skills training in the classroom as well as a work-study placement
that begins during their first year of the program and continues until graduation. For the guidance
and counseling component of the program, participants meet for individual and group counseling
sessions to discuss social, emotional, academic, and career planning issues. The physical
education component consists of different activities each week, sometimes on school grounds
and other times in local facilities.
Participants & Setting: This model is intended for use with high school students who have been
identified as at-risk. Project COFFEE was originally created to serve students with severe
emotional/behavioral disabilities, but can be adapted to migrant students too.
Effectiveness: Four longitudinal studies have examined Project COFFEE since 1989. In addition,
Project COFFEE was included in a government-funded investigation of programs using evidencebased dropout prevention methods. Overall, results showed that there was some impact on
dropout prevention as well as positive changes in students’ academic achievement. Results from
an evaluation conducted at one site showed a significant effect on dropping out (fewer students
in the treatment group dropped out compared to the control group).Participants showed
significant improvements in school attendance and grade-point averages. It was also noted that
participants showed almost immediate improvement in their attitudes toward school and the
school environment.

Recommendations
-

Acceptance should be unconditional. Accepting students unconditionally is difficult yet
achievable.

-

Empathic (deeper) understanding: It is better to accept a student from his or her
standpoint. This requires the teacher to be adaptable and versatile in their relationships
with students and to modify their stance from student to student.

-

Improving migrant students' vocabulary is an area of urgent need if we are to develop the
advanced literacy levels required for success in school and beyond.
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For Further Reading


Education and Migration
http://www.nesse.fr/nesse/activities/reports/activities/reports/education-and-migrationpdf



Essential Tools: Increasing Rates f School Completion
http://www.ncset.org/publications/essentialtools/dropout/dropout.pdf



Language Education for Refugees and Migrants
https://www.eap.gr/en/courses/4562-language-education--for--refugees-and-migrants-Irm2



16 Innovative Ideas to Make Your Teaching more Effective
http://www.edsys.in/16-innovative-ideas-make-teaching-methods-effective/
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Learning Unit 3: Self–Responsibility & Self
Organisation
The individuals, themselves, are the ones who are responsible for their future, their success, their
failure and their learning. One way to think about responsibility is seeing it as our ability to
respond to things (i.e. response-ability). This is our ability to express our free will through action.
It’s how we interact with the world around us – something happens and we respond. If we want
to change how things are, we can be pro-active rather than re-active. This requires taking a look at
each situation as it arises and deciding our most appropriate response to it. This is how we
became ‘response-able’. We’re all different people, so how you respond to a situation may be
very different from how I respond to it. We all have different emotional responses and different
thoughts, and we will all likely have a slightly different take on the best way to deal with or
respond to a situation. What’s more, we can all be “response-able” (Dahlia Miller, 2010).
Taking their own responsibility in learning, learners lead their own way of achievement through
self-organisation. The process of self-organisation is spontaneous, not needing control by any
external agent. In this unit, we will explore the methodologies and good examples to empower
students to take responsibility and organise themselves successfully all through their lives.
Studies show that self regulated learning is not only important in courses, but it remains important
over a life time with a role not only during their school years, but useful for their lifelong learning
(Ciltas A., 2011, p1).
Help me do it myself…
Maria Montessori

Montessori Education
Montessori education offers children opportunities to develop their potential as they step out
into the world as engaged, competent, responsible and respectful citizens with an understanding
and appreciation for learning for life. The assets of Montessori Education are:
-

Each learner is valued as a unique individual. Students are free to learn their own pace,
each advancing through the curriculum.
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-

Learners enjoy freedom within their limits, working within parameters set by their
teachers.

-

Learners are part of a close, caring community. Older students enjoy stature as mentors
and role models.

-

Self-correction and self-assessment are integral part of the Montessori classroom
approach. As they mature, students learn to look critically at their work correcting and
learning from their mistakes.

-

Given the freedom to support to question, to probe deeply and to make connections,
Montessori students become confident, enthusiastic, self-directed learners.

SOLE (Self Organised Learning Environment)
Sugata Mitra and his colleagues have carried out a research for over 13 years on the nature of selforganised learning: how it works, to what extent, and the role of adults in encouraging it. At
TED2014 the School in the Cloud digital platform was launched which ensures that anyone,
anywhere around the world, can experiment with self-organised learning. Sugata Mitra asserts:
“Education is a self-organising system, where learning is an emergent phenomenon.”
SOLE mindset:
-

STUDENT-DRIVEN Students are motivated by choice and the interests they share with
their friends so that self-organised learning is more sustainable.

-

COLLABORATIVE Students learn socially before internalising knowledge. Learning with a
group also helps with memory recall and the development of social skills.

-

CURIOUS All people are born with an innate sense of wonder. Students construct their
own understanding of new concepts by relating it to what they already know.

-

OPEN-MINDED Students are capable of understanding more than adults usually give
them credit for, especially when they are in a flexible environment where they are
encouraged to experiment, “unlearn” assumptions when necessary and make mistakes.

-

TRANSFORMATIVE Students have the ability to think critically and can learn astonishingly
quickly.

-

ENCOURAGING The most effective educators are great witnesses, supporters, and
structure providers, but not answer-suppliers. The Internet helps students answer almost
any question and encouragement helps them have the confidence to be resilient and
solve problems for themselves.

-

PATIENT It may take some time for educators to become comfortable with a new
technique and for students to adapt to a new way of learning. If at first you don’t succeed,
keep trying. (see also the SOLE TOOLKIT in references)
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Inquiry-based Learning
An old adage states: "Tell me and I forget, show me and I remember, involve me and I
understand." The last part of this statement is the essence of inquiry-based learning. Inquiry
implies involvement that leads to understanding. Furthermore, involvement in learning implies
possessing skills and attitudes that permit you to seek resolutions to questions and issues while
you construct new knowledge. Human society and individuals within society constantly generate
and transmit this fund of knowledge. Experts, working at the boundary between the known and
the unknown, constantly add to the fund of knowledge. It is very important that knowledge be
transmitted to all the members of society. This transmission takes place through structures like
schools, families, and training courses. Certain attributes are necessary for both generating and
effectively transmitting the fund of knowledge. The essential elements of effective inquiry
learning:
-

See patterns and meanings not apparent to novices.

-

Have in-depth knowledge of their fields, structured so that it is most useful

-

Knowledge is not just a set of facts -- it is structured to be accessible, transferable, and
applicable to a variety of situations

-

Experts can easily retrieve their knowledge and learn new information in their fields with
little effort

Athens Montessori Middle School (by Melody Mosby)
This school is a place where young adolescents have an opportunity for practicing their future
role in society, where meaningful work extends outside, where blue skies replace bulletin boards,
where historic artefacts and experiential studies replace worksheets, and textbooks become
resources. Athens Montessori Middle School* is a land-based model for young people, ages
twelve to fifteen, who wish to continue their Montessori experience in a place where love of
learning is nurtured, and the skills essential for optimal development of the adolescent are
realized. The school is located in a residence on four acres of land featuring a wood lot, an active
stream-bed, organic gardens, and an open field, where students enjoy life in the open air and take
on the responsibilities and maintenance of the land. Besides the intellectual pursuits this work on
the land offers, many social experiences arise, giving the adolescent further opportunity for
nurturing the social interest of the age. Decisions have to be made about the division of labor:
Who is going to do what, and how much? Adolescence is a very social age when important lessons
in responsibility and acceptance are learned. Working closely with peers on a project is a real
lesson in character building and social consciousness. You find out very quickly on whom you can
count, and who is going to give the best effort possible. Athens Montessori Middle School is not a
boarding school, nor is it an environmental camp, but students do collaborate and cooperate with
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each other on the daily maintenance of the school and, if asked, they will express a deep sense of
stewardship for their land based environment. Adolescents need a sense of place. Just as the
children’s house was significant to the growth of the young child, a special place that creates a
sense of ownership is critical to the optimal growth of the adolescent.

Recommendations
Learning is constructed in the best way when learners take their own responsibility of learning
and organize their learning process. While teaching migrant learners, educators need to
remember the following:
-

Student is a part of community and provide them chances to take part in team works

-

Utilize self-evaluation method-encourage them to ask themselves what they already
know, what they want to know, what they have learned and which sources they used to
learn (also see KWLH strategy in KEEP ON TOOLKIT)

-

Help them gain wisdom through experience

For Further Reading


Accepting

Responsibility

For

Your

Learning:

http://www.smarttutorreferrals.com/articles/being-great-student/responsibility


Inquiry-based Learning:
http://www.thirteen.org/edonline/concept2class/inquiry/index.html



Montessori Education:
https://amshq.org/Montessori-Education/Introduction-to-Montessori/Benefits-ofMontessori



Montessori Education in Secondary:
http://wmpcs.org/montessori_way_HS.pdf



Self Organised Learning Environment (SOLE) School Support Pack:
https://altc.alt.ac.uk/blog/2012/02/the-self-organised-learning-environment-sole-schoolsupport-pack/



SOLE (Self-Organised Learning Environment) Toolkit:
https://s3-eu-west-1.amazonaws.com/school-in-the-cloud-production
assets/toolkit/SOLE_Toolkit_Web_2.6.pdf
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MODULE B. DROPOUT PREVENTION

Within Module B: Dropout prevention, it is aimed to provide teachers with in depth information,
pedagogical methodologies and inspiring programs to prevent the school dropout of migrant
students. The module involves the learning units of building up a positive school culture,
community engagement and family mediation, dropout risk factors, preventive measures,
supporting systems and dropout warning systems

Learning Unit 04: Building up a positive school
culture
Sociologists recognized the importance of school culture as early as the 1930s, but it wasn't until
the late 1970s that educational researchers began to draw direct links between the quality of a
school's climate and its educational outcomes.
The term school culture generally refers to the beliefs, perceptions, relationships, attitudes, and
written and unwritten rules that shape and influence every aspect of how a school functions, but
the term also encompasses more concrete issues such as the physical and emotional safety of
students, the orderliness of classrooms and public spaces, or the degree to which a school
embraces and celebrates racial, ethnic, linguistic, or cultural diversity (The Glossary of Education
Reform, 2013).
Students, parents, teachers, administrators, and other staff members all contribute to their
school’s culture, as do other influences such as the community in which the school is located, the
policies that govern how it operates, or the principles upon which the school was founded.
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Generally speaking, school cultures can be divided into two basic forms: positive cultures and
negative cultures.
In a school with a positive culture, "There's an informal network of heroes and heroines and an
informal grapevine that passes along information about what's going on in the school. A set of
values that supports professional development of teachers, a sense of responsibility for student
learning, and a positive, caring atmosphere" exist (Dr. Kent D. Peterson, 1999).
On the other hand, in a toxic school environment, teacher relations are often conflictual, the staff
doesn't believe in the ability of the students to succeed, and a generally negative attitude
prevails.
According to Deal and Peterson, research suggests that a strong, positive culture serves several
beneficial functions, including the following:
-

Fostering effort and productivity.

-

Improving collegial and collaborative activities that in turn promote better
communication and problem solving.

-

Supporting successful change and improvement efforts.

-

Building commitment and helping students and teachers identify with the school.

-

Amplifying energy and motivation of staff members and students.

-

Focusing attention and daily behavior on what is important and valued

-

Staff and administrators in a positive school culture believe they have the ability to
achieve their ambitions. Their counterparts operating in a negative school environment
lack faith in the possibility of realizing their visions.

-

School culture has a profound effect on staff development. It affects attitudes toward
spending time to improve instruction, motivation to attend workshops, and the activities
people choose to participate in.

-

Positive school cultures are also conducive to student learning, fulfillment, and well-being.

-

School culture has become a central concept in many efforts to change how schools
operate and improve educational results. While a school culture is heavily influenced by its
institutional history, culture also shapes social patterns, habits, and dynamics that
influence future behaviors, which could become an obstacle to reform and improvement.

-

Building a strong culture is not an overnight task. According to Bryk and Schneider,
"Relational trust is not something that can be achieved simply through some workshop,
retreat, or form of sensitivity training, although all of these can be helpful. Rather,
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relational trust is forged in daily social exchanges. Trust grows over time through
exchanges where the expectations held for others are validated in action. Creating and
maintaining a strong culture — for students and teachers alike — also depends on their
understanding of "the definition of the situation" defined earlier.
-

Because all school cultures are unique, it is important to investigate and develop an
understanding of the different contexts.

School-based Mentoring (SBM)
Mentoring is a term generally used to describe a relationship between a less experienced
individual, called a mentee or protégé, and a more experienced individual known as a mentor.
Traditionally, mentoring is viewed as a dyadic, face-to -face, long term relationship between a
supervisory adult and a novice student that fosters the mentee’s professional, academic, or
personal development (Donaldson, Ensher, & Grant-Vallone, 2000).

School-based mentoring (SBM) is defined by many program features. Among the key elements
frequently found in school-based mentoring programs:
-

School-based mentoring programs are usually housed at the school site

-

Mentoring relationships meet for the duration of the school year.

-

Youth are referred by teachers, counsellors, and other school staff.

-

School-based mentoring is not simply a tutoring program. Mentoring matches are
encouraged to view the development of a trusting, mutually satisfying relationship as
the primary goal of their time spent together.

School based mentoring programs are designed to be applied in learning environment and it´s
necessary to consider different factors:
a. Identification of the specific student issues/needs that the mentoring services will
address. Some of them could be:
-

Improving academic performance (usually defined through grades or standard test
scores).

-

Improving feelings of scholastic competence and confidence.

-

Improving relations with peers, teachers, and other school personnel.

-

Increasing attendance and class participation.

-

Improving homework completion.

-

Reductions in classroom disruptions, fighting and other negative school behavior.

-

Increased exploration of, or acceptance to, secondary education opportunities.

-

Improving job placement or career exploration.
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b. Who will be the mentors? In school-based mentoring programs mentors can be recruited
from different settings: specific business or service organization partners, from general
community (volunteers), older students, etc.
c. When and where will matches meet? And what will they do together?
d. What is the program’s timeline for implementation? Ideally, school-based mentoring
programs will be making matches between students and mentors as early in the school
year as possible.
e. Determine roles and responsibilities of principal, teachers, parents, and other actors
involved.
f.

Screening for safety. To protect youth from risk, and to protect the organization from
liability, each program must develop a process for screening potential mentors to be sure
they are safe.

g. Training of mentors. Training is essential to help all mentors succeed in their role
supervising matches. To facilitate the success of matches, programs will want to set up a
regular schedule of contacts between staff members and mentors, students, and
teachers.
h. Supporting mentors. Checking in regularly to learn about the relationship and help with
problem solving is one way that programs support their mentors.
When working with students with a culturally different background, school based-mentoring can
be aligned with tutoring programs i.e. have older students from a migrant background mentor
younger or new students who have come from the same or similar cultural field or cross cultural
mentoring programs to support socially disadvantaged pupils.
Nonviolent communication (NVC) in Schools
“Non-violent communication guides us in reframing how we express ourselves and hear others.
Instead of habitual, automatic reactions, our words become conscious responses based firmly on
awareness of what we are perceiving, feeling, and wanting” Marshall Rosenberg.
Nonviolent Communication training and practice in school communities helps teachers,
administrators, students, and parents to make school a place where students love to learn,
teachers love to teach, and where parents feel confident that their children’s needs—for safety,
respect, and learning—can be met.
It teaches people to unlearn the static way of communicating with each other and judging in
terms of good or bad, right or wrong, appropriate or inappropriate, normal or abnormal.
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Nonviolent Communication (NVC) is one of the core practices often used in school-based
restorative practices to address challenges and concerns. Fundamentally, NVC includes 4 basic
components:


Needs
What I need or value that causes my feelings?



Observations
What I observe that is fulfilling my needs and what not?
Observation suggests clarity about actions that are supporting needs being fulfilled or
not.



Feelings
How I feel in relation to what I observe?
My feelings identify the results of what is happening to my needs.
When my needs are not being fulfilled I am feeling unpleasant feeling and when my needs
are being fulfilled I am feeling pleasant feelings.



Requests
Concrete actions I would like to take in order to enrich my life without demanding.
When I see that my needs are not being fulfilled I need to request of myself or others
what actions I would like taken to better meet my needs.

Non-violent Communication is a different language which focuses our attention on human needs.
Whether human needs are being fulfilled or not. In case our needs are not being met then we
have to find ways we can behave which will nurture those needs. So, instead of judging right or
wrong or to determine whether people should be punished or not, Non-violent Communication
focuses on what is happening to our needs.
Putting NVC in schools by teachers, administrators, parents, and students can produce the
following results:
-

fewer conflicts

-

increased skill in mediating conflicts that arise

-

more listening to one another

-

mutual respect among all school members

-

students take responsibility for their learning

-

more engaged learning

-

less resistance & more cooperation

23

-

more fun for everyone

-

students and teachers feel safe at school

Preventing discrimination and creating an Anti-Bias Learning Environment
Discrimination means the unjust or prejudicial treatment of different categories of people or
things, especially on the grounds of race, age, or sex. In other words, discrimination means
treating people differently, negatively or adversely without any reasonable justification. People
should not be placed at a disadvantage simply because of their racial and ethnic origin, religion or
belief, disability, age or sexual orientation. Discrimination is simply wrong and against the law.
Both children and adults experience discrimination at different levels but discrimination against
children can be more severe than that against adults because children often have less social
power. Children face discrimination in most societies in comparison to adults because of their
dependence on adults and adults' reluctance to give them more decision-making power as they
develop the ability to exercise it themselves. In addition to experiencing discrimination as a
group, children face discrimination on other grounds, such as their race, gender, immigration
status, disabilities, or a combination of such factors. Discrimination—simply defined as harmful
actions toward others (because of their ethnicity, nationality, language ability and accent, or
immigration status) may take place at an institutional or individual level, and can have
considerable consequences for the developmental outcomes of young children and what the
psychological and educational consequences are.
Taking action about discrimination in education, the proactive approach follows strategies to
prevent discrimination and creating an Anti-Bias Learning Environment, teaching diversity skills,
defined as the ability to learn about differences, talk about them, accept them and (if conflict is
involved) peacefully resolve them, some tips:
-

Talking with pupils about Diversity and Bias.

-

Bring learning to life.

-

Expose pupils to a variety of people and environments.

-

Let pupils pursue their interests.

-

Ensure that cultural learning goes beyond parties.

-

Discuss how race/ethnicity, religion, culture, geography and socioeconomic status
intersect, resulting in vastly different life experiences for different groups of people.

-

Use books to explore through topics.

-

Help kids get “below the surface” with those from other cultures.

-

Implement explicit lessons about racism and conflict resolution.
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-

Reinforcement: teach about social justice and tolerance.

-

Intervention: be prepared to respond to purposely-directed acts of bias. Control their own
response to the acting-out person. Not overreact to the acting-out person. Find positive
outlets for the negative energy they absorb during a crisis.

-

Life Experiences: provide opportunities for pupils to share life experiences; choose
literature that will help students develop empathy. Integrating Children's Own
Experiences.
(Good Practice)

Recommendations
To create a positive school culture and climate all the educative community, students, parents
and volunteers have to be involved and have the opportunity of participating in school decisions.
Some practical tips for immediate actions that can be taken to help build a positive school
culture and climate at schools are:
-

Building effective communication within the school

-

Developing appropriate communication between home and school

-

Assess and address individual needs

-

Creating a health promoting physical environment

-

Developing democratic processes

-

Promote and model respectful behaviour to all members of the school community at all
times.
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-

Explicitly teach pupils what respectful language and respectful behaviour looks like,
acts like, sounds like and feels like in class and around the school.

-

Display key respect messages in classrooms, in assembly areas and around the school.
Involve students in the development of these messages.

-

Fostering respect for diversity and inclusive and respectful language. Tackle the use of
discriminatory and derogatory language in the school – this includes homophobic and
racist language and language that is belittling of pupils with a disability or special needs.

-

Enhancing self-esteem. Give constructive feedback to pupils when respectful behaviour
and respectful language are absent.

-

Have a system of encouragement and rewards to promote desired behaviour and
compliance with the school rules and routines.

-

Actively involve parents and/or the Parents’ As s oc i a ti ons .

-

Actively promote the right of every member of the school community to be safe and secure
in school.

-

Highlight and explicitly teach school rules in pupil friendly language in the classroom
and in common areas.

-

All staff can actively watch out for signs of harassment, bullying behaviours.

-

Ensure there is adequate playground/school yard/outdoor supervision.

-

Support the establishment and work of student councils.

Promote a learning environment, cooperative learning and tem building at classroom.

For Further Reading


Terrence E. Deal, Kent D. Peterson. Shaping School Culture: The Heart of Leadership
(1999). Jossey-Bass Education. (see references).
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Learning Unit 05: Community engagement and
family mediation
Education is a matter that concerns not only to the school and teachers; it has a public, collective
dimension, which concerns also to families and to the entire community. However, these actors
are not always clear about its roles, both parents and teachers often ignore the possibilities that
offer some approaches to facilitate the relationship between families, educators and the
community, and lack of communication channels or structured forms of collaboration among
them are very common. In brief, a lack of community engagement and poor family mediation
reflects dramatically on a low performance of children at school (OECD, 2012). Therefore,
teachers’ role in this subject is crucial. For this reason, this unit provides educators with
methodologies and good practices to improve the family and the community engagement.
According to the US ‘Youth’ Agency community engagement “comprises parents (broadly
defined to refer to a child’s or youth’s primary caregiver) and youth-service providers, school
staff, and community members working together to actively support and improve the academic
achievement, social and behavioural development, and health of children, adolescents, and young
adults” (Youth, 2015). Consequently, community engagement comprises home, school and public
institutions.
Likewise, family mediation comprises a wide variety of actions to enhance the extent of
collaboration between school and family and prevent drop-out situations, based on the fact that,
when both parts join forces (family engagement), “students earn higher grades, score higher on
achievement tests, adapt better to school, attend more regularly (…), and are more likely to
graduate and go on to higher education” (Ishimaru and Lott, 2015, p.5).
This partnership between educational system, families and community is a very delicate subject,
as traditionally they have been reluctant to cooperate and to share visions. For this reason, here
are some methodologies and recommendations aimed to teachers to ease this relationship and to
create a more flexible and democratic culture of education.
Epstein's Framework of Six Types of Parent Involvement
One of the most widely used methodology to family engagement in school to prevent drop-out is
the Epstein's Framework, as it helps educators in developing school and family partnership
programs by defining six different types of parent involvement. Every type of involvement
establish sample practices, challenges, redefinitions, results for students, results for parents and
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results for teachers, in order to facilitate the implementation of the methodology (U.S.
Department of Health and Human Services, 2012).
These are the six types of parent involvement according to Epstein (2001):
1) Parenting: the aim of this process is to help all families establish home environments to
support children as students. The challenges are to provide information to all families who
need it, to enable them to share information with schools and to make sure that all the
information given to parents is clear, usable and linked to children needs. Sample
practices refer to courses and training for parents. The results for students are linked to
increasing the family supervision and improving attendance; for parents, to increase their
understanding of parenting and adolescent development; and for teachers, to
understanding families' background, cultures and diversity, and to respect parent’s
efforts.
2) Communicating: this kind of participation is essential to design effective forms of
school-to-home and home-to-school communication about school programs and
children’s progress. Communicating helps teachers to strength communication channels
with parents and to understand parent’s views; parents, to understand school programs
and to monitor child’ progress; and students, to be aware of own progress and its
responsibilities. Sample practices refers to the establishment of regular communication
tools (newsletters, phone calls, students’ reviews, meetings between teachers and
parents, etc.).
3) Volunteering: it is a good practice for organizing parent’s help and support. With
parents volunteering they gain in specific skills and self-confidence and they are able to
understand teachers’ job. Students increase their ways to learn from other people and
their skills in communicating with other adults; and teachers are aware of parents’ talents
and interests to involve them in more activities.
4) Learning at home: this contribution is very helpful for providing information and ideas
to families about how to help students at home with homework, decisions and planning,
by setting student goals each year with participation of the families or defining calendars
with activities for parents and students at home. This is helpful too for teachers, in the
sense of a better design of homework assignments and to increase their satisfaction with
family involvement and support.
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5) Decision making: it is very important and positive to include parents in some school
decisions, i.e. advisory councils or committees. This helps teachers to be aware of parent’s
points of view and to better modulate the curricula and planning. Parents feel that their
voice is taken into account and the develop a feeling of ownership of the school; and
students understand that student rights are protected.
6) Collaborating with community: this process is very useful to integrate resources and
services from the community (i.e. health, cultural, recreational, social services) into the
school programs and activities. This integration is helpful for all the actors: teachers know
more resources to help children; parent’s knowledge of local resources for their children
are increased; and students are benefited of extracurricular services.
This methodology is recommended by OECD (2014), because it provides useful and easy to
implement tools to engage family and community.
Dual Capacity-Building Framework for Family-School Partnerships
The Dual Capacity-Building Framework (DCBF) is an innovative method focused on to promote
the capacity of educators and families to work collaboratively on an equity relationship basis
(Carson and Wood, 2017). To do so, DCBF involves and guides both parties through 4 steps in
order to ensure effective family-school partnerships:
1) The challenge: All the actors discuss and brainstorming on the situation of school and
the area, and how to improve engagement. Then, DCBF provides a step-by-step guide on
how to build capacity with teachers, administrators and parents. Teachers are trained in
issues like working with families of diverse population, and the best practices to inform, to
assist and to involve parents in the education of their children. In this step, educators,
administrators and parents commit themselves to ensure a two-way communication, to
include parents in decision-making processes (i.e. by participating on Committees), and to
observe the activity of children at the classroom (Domínguez, 2011).
2) Opportunity Conditions: This step is split in two parts: process conditions, where the
parents are trained in issues related to behavioural skills and to support students in their
duties, having the ability to apply what they have learned; and organizational conditions,
where the educational entities adapt their conditions and functioning to successfully
implement and embed family engagement, such as changes on curricula, specific training
for teachers, community collaboration and implementation of proper infrastructure to
assist children and parents (US Department of Education, 2014)
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3) Policy and Program goals: in this stage DCBF provides resources to build and enhance
the capacity of staff/families in the “4 C” areas (US Department of Education, 2014a):
Capabilities, to shape in which ways parents and teachers can contribute to enhance the
home/school partnership; Connections: to figure out what important connections or
relationships has an individual built within the school, home and community; Confidence:
the level of self-efficacy and abilities of parents and teacher to face and address problems;
and Cognition: to determine the different assumptions, beliefs, and worldviews of the
community involved in the school.
4) Family and Staff Capacities Outcomes: in the last phase staff and families have built the
requisite capabilities to engage in partnerships and to support student achievement and
learning (US Department of Education, 2014). Teachers can develop a culture of respect
and service to families, to invite and promote family engagement, and to share the
decision-making capacity with families.
The Dual Capacity-Building Framework for Family-School Partnerships is supported by the US
Department of Education, which released the methodology in 2014, and it has been applied in
some states like Connecticut and Texas (US Department of Education, 2014a)
URBACT-PREVENT Methodology
In the framework of an URBACT project called PREVENT, oriented to involve parents in education
of their children to reduce drop-out statistics in EU, some cities applied the URBACT
methodology, based on the well-known ‘Problem Tree’ approach, but applied in the field of
education.
The first step for using this methodology is to carry out a “Stakeholder’s Interest Analysis
Matrix”, in which it is set out factors such as the extent of interest of the stakeholders and how
are affected by early school leaving; its capacity and motivation to bring about change; and
possible actions to address stakeholders (Gijón Municipality, 2014). This matrix also helps to
identify the primary and secondary stakeholders, as well as their level of affectation by the
problem. In the case of Gijón city, key stakeholders were students, parents, educational sector,
local government, etc; secondary stakeholders were the third sector organizations.
The next step is “to define the problems” which are producing the drop-out of children with the
participation of the stakeholders, as well as to determine the causes of them. Some of the
problems were related to the lack of family involvement in school centres, a mistrusted
relationship between parents-school or the students’ lack of interest. The causes aimed at the
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deficiency of teacher training, lack of social expectations and the absence of answers to family
demands.
It is common that some of the causes exceed the scope of the project, but many of the problems
may have a solution; this is the next step, to define solutions by the main stakeholders to the
stated problems. The solutions suggested aimed at the involvement of parents in school
dynamics, to inform them about the issues of the school, to strength relationships between
school, parents and staff, etc.
Last step is to define the main and the specific objectives of the program, as well as to determine
the resources to meet the objectives, such as teachers’ guide, agreement between partners,
meeting planning, etc. With the above in mind, it is possible to assign duties and responsibilities,
establish activities, deadlines and define performance indicators for the intervention.
The “problem tree” methodology is a good instrument to involve numerous stakeholders and
also to engage families, educational staff and community to determine problems and to define
solutions and actions, with the aim to prevent early school leaving in local or regional levels
(Downes, 2015).
Chicago Child-Parent Centers (CPC) Program
This is one of the first public programs designed to increase family and community engagement
with educational institutions (it was first implemented in the 60’s). CPC is a “family centered
program, focused on the needs of the students and their families to ensure their success in school
and beyond (…). Additionally, the CPC program promotes aligned curriculum, intensive family
supports and services, parent involvement and engagement, effective learning experiences, and a
professional development system for teachers.” (Chicago Public Schools, 2016).
The program is available for any children above 3 years old, and it covers the entire early
childhood period (ages 3 to 9; University of Minnesota, 2017). There is a big number of CPC
Centers all along Chicago.
CPC Program consists of 3 elements (Chicago Public Schools, 2016):
1) The Creative Curriculum for Preschool: based on 38 objectives for development and
learning, it enables children to develop confidence, creativity, and lifelong critical thinking
skills;
2) School-Home Agreement: parents agree to participate at least 2½ hours each week at
home or school activities; and
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3) The Collaborative Team: works together to ensure the needs of all students, families
and teachers are met to promote the success of each child in the CPC. It consists of the
Head Teacher, responsible for coaching teachers and to coordinate curriculum
implementation; Parent Resource Teacher, who conducts parent workshops in subjects
like child development, health and nutrition, school engagement, language, math and
science notions, etc.; and School Community Representative, in charge of attendance
initiatives, home visits and connections with community resources and services.
A research conducted by Reynolds et. al (2011) shows that CPC Program has some strong impacts
in children and in Chicago community because of its sustained and it is contribution to well-being
for individuals (children from higher risk families had greater economic benefits), and society,
specifically for parents (their abilities and capacities are strengthened and they are more
committed to their children and community). Moreover, other researches quoted by OECD about
the CPC Program (OECD, 2014, p.2) “evidence that parent participation has a major impact on
children’s academic success and social development, and that it is an effective strategy for
reducing the dropout rate”.

Recommendations
The main recommendations from the described methodologies and good practices are: to
enhance communication between educational staff, parents and community; to involve parents in
school life, curricula and activities; to develop parents abilities in relation to children’ care; and to
use the potential of local services.
Recommendations from OECD (2014) in these issues point out that from national to regional, local
authorities and school administrators have to involve families and community in education
policies and decision making, recognising them as partners.
The best way to engage families and community in avoiding early school living is to implement
Early Childhood Education and Care (ECEC) Programs, focused on “home curriculum” and home
visits from the educators, and to connect local services to these programs.
To make this possible a training process to educational staff on parental and community
engagement is crucial. As mentioned by Downes (2015, p.6), relationships with families and
community enable teacher to better support their student and to avoid drop-out. Another issue
stated by Downes (2015, p.69) is the need for incentives to teachers to “ensure that parental
involvement is perceived and treated in reality as a central feature of teaching”, not as a threat.
Furthermore, apart from inviting parents to participate in volunteering activities at school, a good
way to promote familiar and community engagement is to integrate them in extracurricular
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activities, as most of the parents are not able to volunteer because of their jobs (You for Youth,
2017). Engaging Families and Communities in afterschool promote the creation of spaces for
meeting and coexistence and makes the most of community-based partnerships and resources
(Buenas Prácticas Comunitarias, 2014)

For Further Reading


Family Engagement Toolkits: http://www.nafsce.org/?page=Toolkits



OECD: Encouraging Quality in Early Childhood Education and Care (ECEC): International
comparison:

parental

and

community

engagement:

http://www.oecd.org/education/school/49322496.pdf


OECD: Quality Matters in Early Childhood Education and Care. Case-Study: United
Kingdom: http://www.oecd.org/edu/school/50165861.pdf



OECD: Starting Strong III: A Quality Toolbox for ECEC – Engaging families and community:
http://www.oecd.org/edu/school/startingstrongiiiaqualitytoolboxforececengagingfamilies
andcommunity.htm



Youth Agency Family and Community Engagement page:

https://youth.gov/youth-

topics/family-and-community-engagement#_ftn4
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Learning Unit 06: Dropout risk factors, preventive
measures, supportive systems
In this learning unit it is important to start with the identification and recognition of school
dropout risk factors, especially the typical risk factors of the growing group of students with
migration background (mobility, socioeconomic status etc.). Teachers have to know the possible
risk factors and how to recognize them in the classroom in order to be prepared and to start with
preventive measures and in case of students at the risk of school dropout get help of supportive
systems. The practical action model of avoiding school dropout can have the following order:
1.

Preventive measures

2. Recognition of indicators/risk factors
3. Distinguish: individual help by the teacher or is an external supportive system needed?
4. a) Individual help by teacher or b) external supportive system
(Bundesministerium für Bildung und Frauen: „…damit niemand rausfällt! “. Grundlagen,
Methoden und Werkzeuge für Schulen zur Verhinderung von frühzeitigem (Aus-)
Bildungsabbruch, online:
https://www.bmb.gv.at/schulen/pwi/pa/jc_esl_handreichung.pdf?5te5km )
What are school dropout risk factors and how to recognize these risk factors at school/in the
classroom
There are numerous school dropout risk factors that can be assigned (depending on the model)
basically to the two big areas “individual person” and “family” which can be divided into several
subgroups:
Individual person: individual background (e.g. disability), behaviour and attitude,
performance at school, bond between student and school (e.g. missing hours, no
participation in extracurricular activities).
Family: family background (e.g. socioeconomic status, educational level of parents,
mobility of family, big number of siblings, divorced/separated parents, broken home),
attitude towards school and education (e.g. no or little contact with school, dropout of
siblings, no or little expectations of school education).
There is no single risk factor that alone makes it possible to predict appropriately the
development of a student. Nevertheless an accumulation of various risk factors allows a
prognosis: the more risk factors are known, the more precise the prognosis of the future of the
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student. Students affected by early school leaving don’t belong to a homogenous group, but
there can be identified subgroups depending on the combination of risk factors. Most of the
students who drop out of school are affected by risk factors out of both mentioned areas and
several subgroups at the same time. As these factors and problems are interacting and
influencing each other (e.g. low social status, financial problems, conflicts within the family, bad
grades at school etc.) very complex situations can arise. And one of the most important things
that have to be considered, school dropout doesn’t happen in a moment, it is a process
developing during a long period of time, sometimes even before the student enters school.
In order to recognize risk factors of students, pedagogics describe two types of anomalies:
a) rather actively conspicuous: being late, aggressive, depressive, looking for attention,
disturbing lessons etc.
b) rather passively conspicuous: being inattentive, sleeping during lessons, retreats etc.
Often it´s not easy to recognize if the reason for the described types of behaviour is based on
personal characteristics or on actual risk of school dropout. It is recommended to watch out if
there is a slow or quick change of behaviour and to compare the behaviour of the student inside
and outside the classroom.
Preventive measures to avoid school dropout
The Austrian Ministry of Education recommends a chain of possible preventive measures in order
to avoid school dropout. First the teacher has to improve his relationship with the students in
order to motivate them and to create trust. The teacher has to be a role model for young people
in sometimes difficult situations and treat them in a fair way. The teacher is not only responsible
for the transfer of knowledge. He is also supposed to support his student’s personal and social
development. This implies a lot of responsibility and requires more competences. In order to
motivate different personalities and learning types, the teaching methods and settings have to
vary. All senses and learning channels should be included, interest should be created, learning
objectives have to be clear to everybody. The teacher has to react to the diversity of his students
by choosing appropriate and varying 0 methods, and efficient learning techniques (learning to
learn) should be part of the teaching. Another important factor of preventing school dropout is
the atmosphere and culture inside the school and classroom. Students have to be comfortable in
order to concentrate on studying. Options to improve the atmosphere and social interaction
between the students are for example to organize team building seminars led by professional
trainers which can last up to 5 days, field trips, common organization of events etc. Last but not
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least, the parents of the students have to be included and tied to the school, events and learning
objectives.
Supportive systems
A holistic approach offers a lot of options for supportive systems in case a student is at the risk of
school dropout:
a) Motivational support: e.g. learning diary, feedback, compliments for little achievements,
talk about personal learning objectives etc.
b) Cognition-theoretical support: peer learning, tutoring system, remedial teaching etc.
c) Socio-ecological support: inclusion of parents, improvement of cooperation between
family, school and consulting institution, use of methods which improve the cooperation
of the student etc.
d) Clinical support: in case of psychical or physical problems the help of (internal or external)
experts, psychologists, social workers etc. is required.
Creating conducive learning environments in Berlin, Germany
Located in a disadvantaged area of Berlin with a high migrant rate (Neukölln), Campus Rütli is
based on a new educational concept which includes the creation of a collective and integrated
social space where the entire spectrum of care, guidance and educational institutions for young
people collaborate and jointly shoulder responsibility. Integration between schools (from 1st to
13th grade), and between schools and youth clubs, sports and other extra-curricular activities,
individualised learning, age mixing, cooperation with local institutions (libraries, theatre, etc.) are
some of the distinctive features. Parents are invited to the school twice a month, and a parents’
centre is located in the same building.
The project was implemented at this school as a consequence of a very high migrant rate (around
90 percent of the students have migrant background) combined with a poor social background
resulting in high dropout rates, violence at school and high unemployment rates among the
graduates. The new educational concept is successful and has managed the change from a “failed
school” to a role model of education and integration.

Recommendations
For a teacher it is important to know about the different school dropout risk factors and about
the background of his students in order to apply appropriate preventive measures from the
beginning. Nowadays his/her responsibility goes much further than only teaching knowledge and
skills. From the very beginning on he/she needs to try to create a positive learning atmosphere.
Teambuilding events, the inclusion of families and other extra-curricular institutions and activities
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as presented in the good practice example from Berlin (Campus Rütli) will have a positive
influence on the learning success and integration of students with migration background. In case
of students at risk of school dropout there are many options of intervention. The teacher has to
select the most promising and appropriate ones. Considering the specific target group with
migrant background, remedial teaching of the teaching language is one of the first choices.

For Further Reading
English reading options:


Doll Jonathan Jacob, Eslami Zohreh, Walters Lynne (SAGE Publications): Understanding
Why Students Drop Out of High School, According to Their Own Reports: Are They Pushed
or Pulled, or Do They Fall Out? A Comparative Analysis of Seven Nationally Representative
Studies, online: http://journals.sagepub.com/doi/pdf/10.1177/2158244013503834



European Commission: Reducing early school leaving: Key messages and policy support.
Final Report of the Thematic Working Group on Early School Leaving. November 2013,
online:

http://ec.europa.eu/dgs/education_culture/repository/education/policy/strategic-

framework/doc/esl-group-report_en.pdf


Schargel Franklin (Huffington Post): The Real Reasons Children Drop Out of School,
online: http://www.huffingtonpost.com/franklin-schargel/the-real-reasons-children-dropout-of-school_b_4093876.html
German reading options:



Bundesministerium für Bildung und Frauen: „…damit niemand rausfällt!“. Grundlagen,
Methoden und Werkzeuge für Schulen zur Verhinderung von frühzeitigem (Aus)
Bildungsabbruch, online:
https://www.bmb.gv.at/schulen/pwi/pa/jc_esl_handreichung.pdf?5te5km (German)



Cechovsky Nora: Early School Leaving“ – das Problem des frühzeitigen Schulabbruchs. Ein
Überblick über die Situation in Österreich und Ansätze zur Prävention, online:
http://www.wissenistmanz.at/wissenplus/zeitschrift/archiv/5-2013-1a/wp_05_201314_web_cechovsky.pdf



Hennemann Thomas, Hagen Tobias, Hillenbrand Clemens: Dropout aus der Schule –
Empirisch abgesicherte Risikofaktoren und wirksame pädagogische Maßnahmen, online:
http://p16277.typo3server.info/fileadmin/download/esp/3-2010/hennemann-20101201.pdf
(German)
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Learning Unit 07: Dropout warning systems
This learning unit is about getting to know and apply dropout (early) warning systems and
methods to identify young people at risk of dropping out.
In most of the European countries, dropout warning systems and related activities and
programmes operate on the basis of teachers, youth and social workers and other professionals
working with young people raising a concern about a person who they think may be at-risk of
dropping. Different indicators are used as “early warning signals” which are going to be explained
in the following unit. According to EU surveys as a consequence of the implementation of
dropout warning systems the collaboration between teachers/schools and social services and law
enforcement agencies is improving.
Early warning signals
Early warning signals are regarded as first signs indicating that students may be struggling with
their studies, motivation or home life or are facing personal, social or emotional challenges that
require attention. Distress signals that young people show range greatly from one young person
to another. They are not all easy to identify and to interpret. For example, students whose marks
are falling or who are failing certain subjects may struggle with academic skills or motivation. It
may also be a sign of a student falling in with the ‘wrong crowd’ or of problems in the family or
lack of support at home, etc. Students with poor behaviour may be confronted with personal,
social or emotional challenges that require attention, but there may well be a wide array of other
issues that affect his/her behaviour at school. The most common early warning signals used for
dropout warning systems are for example poor attendance/truancy, poor behaviour, poor overall
average (marks/grades), poor marks/grades in one or more subjects, course/subject failure,
repetition of academic year, contact with social services, contact with law enforcement, psychosocial problems, fluency in the host language etc. Some models of warning systems include
demographic variables to attempt to predict the likelihood of a student dropping out of school,
for example race and ethnicity, socioeconomic status, disability status etc.
Informal dropout warning systems
Informal dropout warning systems are the traditional form of early warning systems. Teachers
contact or inform students and/or parents about academic concerns. Examples for informal
dropout warning systems are parent teacher conferences, teacher phone calls, mid-semester
grade reports, and administrative contacts in the case of concerns about student academic
progress.
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(Gregg William Sherman (University of Denver): Middle School Student Records as Dropout
Indicators, p. 57, online:
http://digitalcommons.du.edu/cgi/viewcontent.cgi?article=1246&context=etd )
Formal dropout warning systems, example “Risikocheck”
While most of the dropout warning systems are based on data coming from teachers or
administrative personnel, there are also some examples where not the teachers but the students
themselves are giving their information and opinion about their current situation at the beginning
of the school year. One advantage of the standardized online questionnaire called “Risikocheck”
is the immediate result which shows the grade of dropout risk and can be used immediately for
coaching and further intervention. It’s essential for the implementation of this dropout warning
system that the person guiding the procedure is not a teacher but an external professional. This
way the students have the necessary trust to give correct answers about truancy etc. For the
same reason the confidentiality of the individual results have to be guaranteed. The questions of
this tool cover 14 indicators: willingness to learn, social behaviour, learning behaviour,
determination, self-perception, learning difficulties, behaviour at school, academic success,
support by parents, dedication of parents concerning school, influence of parents, social
environment, work besides school and influence of friends. Directly after filling out the online
questionnaire the responsible coach or counsellor gets the results and invites the students with
elevated risk to have an individual coaching. Additionally to the individual result teachers and
principals receive also the overview results of classes and years. This way the teachers get
valuable information for their pedagogical work and the principal basic data for planning the
further development of the school. The following support by a coach and eventually further
intervention according to the needs of the individual student is as important as the screening of
the warning system. It is vitally important that there is a clear and readily available procedure to
intervene for each student who has been identified. A variety of strategies and specific programs
have been developed to prevent students from dropping out of school. While the specific
interventions designed to assist high risk students may vary considerably from school to school,
they often would include a combination of:
-

providing extra academic support and assistance;

-

improving relationships with adults within the school, such as counsellors and
teachers;

-

developing school relationships and communication with parents and family;

-

providing positive reinforcement to the student for appropriate behaviour;

-

offering adult mentoring;
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-

eestablishing efforts to diminish truancy;

-

assisting with transitions from middle to high school; and

-

monitoring of progress on academic achievement and behaviour.

Risk detector in Iceland
In Iceland, the Ministry of Education, Science and Culture has developed a ‘Risk Detector’ to
prevent school dropout. The aim of the risk detector is to provide school counsellors with a
systematic approach to identify students at risk of dropping out based on factors that could
predict school failure, according to research and practice. The risk detector is mainly a
questionnaire for students enrolled from the 10th grade up to the 1st year in upper secondary
school. The main categories of the questionnaire include: student background, family factors,
previous school experience, school engagement and attitude towards education, psychological
adjustment and working while at school, friends at school and friends school engagement. The
risk detector was initially tested in three schools with high ESL rates and received very positive
feedback from all school counsellors. The Ministry decided to expand the programme to 18 out of
32 upper secondary schools.

Recommendations
There are various tools of early warning systems available which can help schools to reduce the
dropout rate among their students. Most of the highly developed tools have their origin in the
United States which definitely have a leading role and experience in the development and use of
standardized dropout warning systems. These tools have to be adapted to the needs and
characteristics of the specific school and its students concerning the indicators and analysis of the
results. Finally there is also the option of developing a new system according to the specific
needs. Balfanz Robert from the John Hopkins University elaborated instructions “Three steps to
building

an

early

warning

and

intervention

system

for

potential

dropouts”

(http://new.every1graduates.org/wp-content/uploads/2012/03/Three_Steps.pdf) which can be a
great help for developing an own dropout warning system. Nevertheless this option is without
any doubt the one which requires most effort.

For Further Reading
English reading options:


Balfanz Robert (John Hopkins University): Three steps to building an early warning and
intervention system for potential dropouts, online: http://new.every1graduates.org/wpcontent/uploads/2012/03/Three_Steps.pdf



Directorate-General for Education and Culture of the European Commission: Thematic
Working Group on Early School Leaving. Early warning systems in Europe: practice,
40

methods

and

lessons,

online:

http://ec.europa.eu/dgs/education_culture/repository/education/policy/strategicframework/doc/europe-warning-systems_en.pdf


Hoff Natalie, Olson Amber, Peterson Reece L. (University of Nebraska-Lincoln): Dropout
Screening & Early Warning, online:

http://k12engagement.unl.edu/DropoutScreening&EarlyWarning3-27-15.pdf
German reading options:


Bundesministerium für Bildung und Frauen: „…damit niemand rausfällt!“. Grundlagen,
Methoden und Werkzeuge für Schulen zur Verhinderung von frühzeitigem (Aus-)
Bildungsabbruch,

online:

https://www.bmb.gv.at/schulen/pwi/pa/jc_esl_handreichung.pdf?5te5km (German)


Bundesministerium für Bildung: Nationale Strategie zur Verhinderung frühzeitigen
(Aus)Bildungsabbruchs,

online:

https://www.bmb.gv.at/schulen/unterricht/ba/NationaleStrategieSchulabbruch2016_final_
Webversion.pdf?5te7cs (German)
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MODULE C. INTERCULTURALITY IN EDUCATION

This module aims to enable the teachers working with migrant students to gain in depth
information, useful methodologie, inspiring examples and related recommendations on
intercultural awareness, intercultural mediation and school integration.

Learning Unit 08: Intercultural awareness
Intercultural awareness is defined as the ability to examine one’s own culture and other cultures
involved. Intercultural awareness can help school teachers, educators and counsellors to have a
better understanding and interchange with students from other cultures. In this sense,
developing intercultural awareness is about learning to recognize and deal with the differences
between cultures in perceiving the world. That is, comprehend the meaning and influence of
culture and cultural identity on an intrapersonal level, develop awareness about cultural
differences and links, and build a critical attitude towards intolerance among school students.
Becoming interculturally aware may help school teachers, educators and counsellors to:
-

Develop and understand themselves and their own cultural background

-

Understand that other people have different points of view to their own

-

Respect other people´s beliefs, values and expression of their culture

-

Understand the meaning and influence of culture and cultural identity

-

Understand the meaning and difference of the stereotype, prejudice and discriminating
concepts and identify strategies for their management
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Intercultural awareness is one of the most relevant competences regarding the drop out
prevention of migrant students. Could be said that it is the basic competence required for the
proper development of the other intercultural competences.
Cultural minorities
School teachers, educators and counsellors should develop intercultural awareness as a key
competence for the dropout prevention of students with different cultural background, mostly
migrants conforming cultural minorities. This competence will help school professionals to
comprehend the meaning and influence of cultural identity, be aware about cultural differences
and have a critical attitude towards any form of discrimination toward these minorities.
The cultural background of migrant students differ from the local cultural identity and patterns,
making them the most vulnerable group in the framework of KEEP ON project, since they have
higher dropout rates due to the several difficult situations they face:
-

strong difficulties for social and cultural adaptation, including intolerance and xenophobia

-

lower opportunities in educational system and weak personal and social networks

-

specific motivation and needs, not necessarily the same that bigger groups

There are different definitions of what constitutes a cultural minority, but a number of features
can be attributed to these groups: a proper collective name, shared myths of origin and cultural
characteristics, such as language, religion, traditions and customs that distinguish a given group
from others. Besides, what makes a cultural group a minority is a numerically and politically nondominant position in a state of which they are citizens.
The majority of European countries have these minority groups populations, and they can be
nationals (like Albanians in Kosovo), transnationals (like Gypsies) or migrants (Maghreb migrants
in Spain or Turkish in Germany)
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Stereotypes, prejudice and discrimination
A clear explanation of these concepts can be offered by social psychology and the so called “ABC
principle”: Affect, Behaviour and Cognition.
The Cognitive component in our perceptions of other culture members is the Stereotype.
Stereotype can be defined as the positive or negative beliefs that we hold about the
characteristics of social groups or cultures. For instance, we may think that “Muslims are violent”,
“Frenchs are romantic”, “old people are boring”. And we may use those beliefs to guide our
actions toward people from those groups or cultural backgrounds.
In addition to stereotypes, we may also develop Prejudice which is and Affective component.
Prejudice can be seen as an unjustifiable negative attitude toward a group or the members of a
culture. Prejudice can take the form of disliking, anger, fear, disgust, discomfort, and even hatred.
That is, the kind of affective states that can lead to develop external behaviours. In this sense,
stereotypes and prejudices are problematic because they may lead us to create a type of
Behaviour that we call Discrimination. That is, an unjustified negative behaviour toward members
of a group or a culture based on their group/culture membership.
The following figure (ABC principle on interculturality. Source: Social Psychology Principles. 2012),
focused on an interculturality approach, shows how this three stages influence and feedback
each other.

Intercultural awareness competence should include the ability to identify stereotypes, prejudices
and discriminating behaviours, as well as the capacity to avoid these negative concepts by means
of managing and applying the appropriate strategies.

44

In this sense, school teachers, educators and counsellors should be aware of these concepts and
be able to:
-

Analyse and value the impact of stereotypes, prejudices and discriminatory behaviours in
oneself.

-

Identify strategies for the management of stereotypes, prejudices and discriminatory
behaviours.

-

Put into practice strategies to facilitate the approximation process with other cultures.

Cultural Dimensions Theory
The most comprehensive study of how values are influenced by different cultures is the Cultural
Dimensions Theory, developed by Geert Hofstede. This theory has been widely used in several
fields as a paradigm for research, particularly in cross-cultural psychology, cross-cultural
communication, and international management.
The model consists of six dimensions which represent independent preferences for one state of
affairs over another that distinguish countries rather than individuals. By putting together
national scores -from 1 to 120- this model allows international comparison between cultures. By
means of cross national studies and surveys (as the World Values Survey) 93 countries have been
included in this comparative research model by 2010.
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These are the six cultural dimensions:
-

Power Distance Index (PDI). It refers to the extent to which the less powerful members of
organizations and institutions (i.e. enterprises, family) accept and expect that power is
distributed unequally.

-

Individualism versus Collectivism (IDV). It refers to the degree to which people in a society
are integrated into groups. That is, from societies emphasizing the “I” versus the “We”,
to those societies in which tightly-integrated relationships tie extended families and
others into in-groups.

-

Masculinity versus Femininity (MAS). This dimension consider “masculinity” as a
preference in society for achievement, heroism, assertiveness and material rewards for
success; and “femininity” as a preference for cooperation, modesty, caring for the weak
and quality of life.

-

Uncertainty Avoidance Index (UAI). It refers to a society's tolerance for ambiguity, in
which people embrace or avert an event of something unexpected, unknown, or away
from the status quo.

-

Long Term Orientation versus Short Term Normative Orientation (LTO) This dimension
associates the connection of the past with the current and future actions/challenges.

Indulgence versus Restraint (IND) This dimension consider “indulgence” as a society that allows
relatively free gratification of basic and natural human desires related to enjoying life and having
fun; and “restraint” as a society that controls gratification of needs and regulates it by means of
strict social norms
“Reinforcement, Support and Mediation for Migrant Students” (Madrid, Spain)
This programme, included in the Immigration Monitoring Programme 2010-2012, was regionally
implemented and financed by the Directorate General of Immigration - Social Affairs Department
of the Madrid Regional Government- in close collaboration with the Regional Ministry of
Education, and with the European Social Fund financial support.
The main objective of the programme is to increase the rates of integration and school success of
immigrant students, as well as to encourage the participation of migrant families in the
educational process and in the organisation of schools. The programme was implemented on
primary and secondary schools and on secondary education institutes.
The methodology followed for the implementation of the programme have included the
following activities:
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-

Support and educational reinforcement. Immigration monitors have provided support to
migrant students, mainly in language and mathematics subjects.

-

Highly participative activities in schools aimed at fostering coexistence and increasing
sensitization: organization of international days, cultural exchanges, workshops, conflict
resolution activities, etc.

-

Socio-family mediation of immigration monitors working directly with the families of
migrant students. The monitors have served as a bridge between families and schools.

The direct beneficiaries of the programme were migrant students and their families in Madrid
Region. In total, more than 14.000 students from different countries (moistly form Ecuador,
Morocco and Dominican Republic) were involved.
The programme have produced a greater impact on the integration of migrant students in
Madrid Region, but also a better monitoring and evaluation process of these students inside the
school system.

Recommendations
The competence of intercultural awareness will help school professionals to recognize and deal
with the differences between cultures in perceiving the world and interact with other students.
Interculturally aware school teachers, educators and counselors will:
-

comprehend the meaning and influence of culture and cultural identity among their
students and its influence in the educational system

-

develop awareness and foster respect and tolerance about cultural differences

build a critical attitude towards intolerance in the classroom

For Further Reading


Video about "Cultural Awareness Development at Schools " LCMS Programme:
https://youtu.be/aVC2cCan2Ww



TED talk on “Intercultural identity” by Ali Al Saloom: https://youtu.be/rxssL3yo0E4



Free

online

cultural

awareness

quizzes:http://www.commisceo-

global.com/quizzes/cultural-awareness-quizzes?view=qcategory&cat_id=39


European website on Integration: https://ec.europa.eu/migrant-integration/home
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Learning Unit 09: Intercultural mediation
Intercultural mediation can be understood as the ability to develop links of sociability between
people from different cultures who reside in the same territory. In the framework of KEEP ON
project, this competence represents an opportunity for school teachers, educators and
counsellors, in order to promote the socio-cultural integration of students with different cultural
background. This can be done by means of developing links of sociability between them and
involving their social environment: families, educational system, social and integration services,
NGO, etc.
This competence demands from school professionals the ability to manage and apply several
intercultural competences, such as intercultural awareness and intercultural communication.
Intercultural mediation can be applied as an educational resource on the basis of different
methodological approaches, aimed at preventing dropout of migrant students, by means of
promoting and facilitating the learning of cultural rules involved in social interactions.
School teachers, educators and counsellors can take advantage of intercultural mediation in order
to generate and strength sociability links among students from different cultures, and to facilitate
and promote communication, cultural sensitivity and open mindness among students.
Community integration
Could be said that, as a general definition, community integration encompasses the full
participation of all people in community life. On the framework of KEEP ON project, community
integration represents the capacity of the social environment of migrant students to support and
sustain them and their families physically, socially and psychologically.
In this sense, taking part on community-based activities -such as childcare, sports clubs or church
gatherings- will facilitate opportunities for community integration of the students and their
families. Thus, their exclusion from these support social networks will clearly affect their quality
of life and possibilities of integration, increasing the risk of dropout from educational system.
Community integration includes different operative approaches depending on the focus:
-

Educational integration: in the context of schools, community integration refers to
opportunities to learn practical social and community living skills in a wide variety of
community settings. That is, educational integration is referred to a more comprehensive
approach than just academic mainstreaming.
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-

Recreational integration is a facet of inclusion and community access, since being in the
community it means being part of activities and events on the local level, including
educational centres, social services, cultural and sport facilities, etc.

Both school and recreation integration approaches, on a local level, generally concerns activities
related promoting acceptance and friendships, support services, site accessibility, group size and
truly integrated activities, in contrast to other side-by-side methods. One example is the provision
of community opportunities to students so they could belong, contribute and make friends, in the
school but also in other non-educational environments.
Furthermore, community integration approach involves the following elements:
-

direct collaboration of schools with the social environment of students: families, social
and integration services, migrants’ associations, NGOs, cultural and sport facilities, etc.

-

generation and/or empowerment of social support networks of migrants

-

changes in staffing of community environments such as inclusion educators supporting
integration and inclusion of migrant students (from outside of the educational centres)

Inclusion education
This methodological approach is centered on the inclusion of several marginalized groups,
including migrants and religious, racial, ethnic and linguistic minorities. Especially considering
that, in certain environment, these people are not actively included in education and learning
processes. According to UNESCO, inclusion "is increasingly understood more broadly as a reform
that supports and welcomes diversity amongst all learners" Under this broader definition of
inclusion, steps should also be taken to eliminate discrimination and provide accommodations for
all students who are at a disadvantage.
Inclusion education can be understood also as culturally responsive education, which differs from
the cultural diversity and cultural competency approaches.
Teachers who are culturally responsive know how to base learning experiences on the cultural
realities of the students: home life, community experiences, language background or belief
systems. Furthermore, culturally responsive pedagogy is good for all students because it
contributes to build a caring community where everyone's experiences and abilities are valued.
Inclusion education aims at maximize the participation of all students in the community schools,
and to rethink and restructure policies, curricula, cultures and practices in schools and learning
environments so that diverse learning needs can be met.
This approach states that all students can learn and benefit from education, and that schools
should adapt to the physical, social, and cultural needs of students, rather than students adapting
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to the needs of the school. In this sense, cultural and individual differences between students are
perceived as a source of richness and diversity, which should be supported through a wide and
flexible range of responses. The challenge of rethinking and restructuring schools to become
more culturally responsive calls for a complex systems view of the educational system, where one
can extend the idea of strength through diversity to all participants in the educational system:
parents, teachers, community members, staff.
Intercultural conflict mediation
One of the most relevant approximations to understand how to manage intercultural conflicts is
the theoretical model proposed by Mitchell Hammer: the Intercultural conflict resolution styles.
This model is based on based on two core dimensions:
-

Direct versus Indirect approaches to dealing with disagreements

-

Emotionally expressive versus Emotionally restrained patterns for dealing with the
affective dimension of conflict interaction

On the basis of these dimensions, four main intercultural conflict resolution styles emerge:

Model for intercultural conflict resolution styles. Hammer 2005

Hammer theory states that people need to understand and recognise that there are differences in
conflict styles across cultural communities, and with that awareness we must learn how to
understand from each other and how to face and resolve intercultural conflicts.
School teachers, educators and counsellors, can take advantage of this theoretical approach
when dealing with intercultural conflicts in the school. Intercultural conflict mediation with
students, families and their communities and social environments will facilitate the promotion of
socio-cultural integration of migrant students, helping to prevent dropout risk.
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The four main conflict resolution styles are:
1.

Discussion style: It involves the use of a verbally direct path: “say what you mean and
mean what you say”. Within this style, when talking about the disagreement, people tend
not to throw in their own personal feelings in the discussion. Examples of cultures that
typically use this communication style are Northern European cultures and white North
Americans.

2. Engagement style: This style is confrontational and verbally direct using strong verbal and
non-verbal communication. In the engagement style, sincerity is judged by the intensity
with which each party conveys emotion. Russian and Greek cultures can be used as
examples of this communication style.
3. Accommodation style: It emphasizes ambiguity in language use in order to help ensure
that a conflict does not “get out of control”. That is, maintaining emotional calm and
reserve is essential to this style for enabling interpersonal harmony to counter relationally
damaging disagreements among the parties. Southeast Asian and Japanese cultures are
traditionally related with the use of this communication style.
4. Dynamic style: This style uses indirect language which is often communicated through
third party intermediaries, showing more emotion during a conflict. The credibility of each
party in the dispute is gauged by how emotionally expressive and intense they are. Arab
cultures are representative of this communication style.
Youth Time” Immigration and Citizenship programme (Madrid, Spain.)
This programme has contributed to the integration of young migrants in risk of social
vulnerability, by means of several out of school activities aimed at:
-

the generation of spaces for meeting and coexistence between migrants and locals

-

enhancing the understanding of the values of tolerance and solidarity

-

fostering motivation, personal development and citizen participation

-

showing possibilities for leisure time activities to migrant students

As a result of the programme a network of educative centres, social organisations and leisure
time organisations have been established, with the goal of build up a platform of researchreflection-action and thus contribute to offer solutions to the school absenteeism among the
young migrants.
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Recommendations
School professionals can take advantage of intercultural mediation to promote and develop links
of sociability between migrant students and their social environment: families, educational
system, social and integration services, cultural and sport facilities, etc. This will help to promote
socio-cultural integration of migrant students, but also to enhance cultural sensitivity and open
mindness between students (migrants and locals), in the educational institutions and among the
social environment.
Intercultural mediation can be understood as an educational resource providing school teachers,
educators and counsellors with methodological solutions to prevent school dropout of migrant
students.
To work on this direction, educational authorities and centres should:


Train and up-skill school professionals in intercultural competences -intercultural
awareness, intercultural communication, intercultural conflict resolution-



Promote and facilitate students the learning of cultural rules involved in social interactions

Collaborate and generate networks with social, cultural and leisure time organisations, as well as
with migrants associations and families.

For Further Reading


Education for intercultural understanding
http://unesdoc.unesco.org/images/0018/001890/189051e.pdf



Education to foster intercultural understanding and solidarity in Europe
http://www.eucis-lll.eu/eucis-lll/wp-content/uploads/2016/04/lllplatform_policypaper_education-to-foster-intercultural-dialogue-+-good-practices_april20161.pdf



UNESCO Guidelines on Intercultural Education
http://unesdoc.unesco.org/images/0014/001478/147878e.pdf
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Learning Unit 10: School integration
Immigrant Students at School is a great challenge for the educator and its class. School systems
respond to immigration has an enormous impact on the economic and social well-being of all
members of the communities they serve, whether they have an immigrant background or
not. School can play a critical role in easing the journey towards Integration as immigrant
students settle into their new communities and new schools.
Results from the OECD Programme for International Student Assessment (PISA) indicate that
students with an immigrant background tend to perform worse in school than students without
an immigrant background. Several factors are associated with this disparity, including the
concentration of disadvantage in the schools immigrant students attend, language barriers and
certain school policies, like grade repetition and tracking, that can hinder immigrant students’
progress through school.
But successful integration is measured in more than academic achievement; immigrant students’
well-being and hopes for the future are just as telling. We should examine not only immigrant
students’ aspirations and sense of belonging at school, but also recent trends in receptiveness to
welcoming immigrants into their own countries – the context that could make all the difference in
how well immigrant students integrate into their new communities.
Language-support programmes at school Training, which includes language courses, that can
help immigrants secure recognition
In around two thirds of European countries, written information on the school system is
published in several languages of origin of the immigrant families present in the country or region
in question. This information generally covers all levels of education, from pre-primary to upper
secondary.
The use of interpreters: encouraged but rarely a statutory right Interpreters are used in
numerous countries in a variety of situations requiring communication between schools and
immigrant families, at the primary and secondary education levels. In Greece, the Ministry of
Education has set up 26 cross-cultural schools in high-immigration areas and prioritised the
recruitment of teachers who speak the pupils' mother tongues. In these schools, teachers are
also available to provide interpretation and counselling services for immigrant pupils. In Spain,
most of the autonomous communities provide schools attended by sizeable percentages of
immigrants with mediators who also serve as interpreters. Moreover, in practice, schools use to
ask immigrant students or the families that have been living in the country for some time, to act
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as interpreters for the new students and their families. However, in various cases and in particular
when no central or local recommendations exist on the use of interpreters, the schools must bear
the cost of such services. As a result, ‘volunteer’ interpreters may then be used
In some other countries resource persons are responsible for reception and orientation of
immigrant pupils: often teachers, used to promote communication between schools and
immigrant families, the appointment of resource persons specifically responsible for welcoming
and guiding immigrant pupils and serving as a liaison with their families is a widespread practice in
Europe). These persons may be school staff, provided by the central or local education
authorities, or be part of a local unit specifically responsible for immigrant families. The
appointment of resource persons may be required under the regulations or recommendations
applicable to schools or municipalities, or may be initiated by parties other than the central
education authorities
The manner in which their mother tongue is viewed in the host community helps secure the selfesteem and identity of immigrant children and their families. In most European countries,
educational support measures exist to enable immigrant pupils to learn their mother tongue.
The importance also of helping the migrant student and their families to learn the language of the
hosting country is critical for the remaining of the student in an ongoing school processing.
The teacher-student relationship
Low expectations of teachers towards minority students - teacher expectations – has been
identified as one of the factors negatively influencing academic achievement of students. If
teachers believe that the students are capable of success and that their efforts can make a
difference in what the students learn, the performance of migrant children and young people will
improve. Research suggests, however, that a mere increase of academic demand, rigidly
implemented, is not to be recommended. Farley (2005, 401) has identified additional factors of
improved academic achievement: 1. the class is a pleasant place, relatively quiet and orderly; 2.
the teacher is able to maintain “reasonable order” without spending a great deal of time and
effort on keeping order; 3. the emphasis is on learning basic reading and math skills; the emphasis
is also on learning “higher order skills”. The reality of school learning for migrant students in
many European countries, however, is such that these conditions hardly exist. They have to be
implemented first. To make the class “a pleasant place, relatively quiet and orderly” and to
maintain “reasonable order” is something that teachers in schools with a high proportion of
minority students have to continuously struggle for. Research in US high schools found that
minority students of comparable socio-economic status do better in private than in public schools

54

and that in Catholic schools particularly there is much less inequality in achievement along the
lines of social class, ethnicity and “race” than in public schools.
In reverse to what they claim “schools that expect and demand higher levels of achievement and
that they maintain better order”, Farley suggests calling this approach “increasing the rigour of
minority education”. The teacher-student relationship is also influenced by the ethnicity of
teachers and students. There is some research evidence that the presence of teachers of the
same ethnicity and / or migration status as the students has a positive influence on minority
student achievement. Whether students with achievement problems get second, third or fourth
chances is, on the one hand, a characteristic of an education system that is related to its degree of
selectivity. But it is also an attitude of teachers and an aspect of the teacher – student
relationship. Obviously, repeated chances given by teachers increase the opportunity of weak
students to finally succeed. Any single didactic method will “wear off” when being practised too
often or even exclusively.
Different policies and measures for better ‘in school’ support are feasible. It’s important to
change the role of teacher by making support, individually and / or in small groups, a regular part
of the teacher role and, in addition or as an alternative, to create the role of teacher assistant who
would mentor and coach the children, do exercises with them and prepare them for tests14.
Another adaptation, and for many countries in Europe this would be an innovation, would be the
instalment in schools of learning and homework centres after the regular classes. The latter has
been successfully practised in several schools in a large project in New Zealand. Migrant and
minority students receive individual help, feedback and monitoring for completing “homework”
assignments between 3 and 5 pm. The mentoring is done by teachers and some qualified
voluntary parents. For migrant and ethnic minority parents who often cannot either support or
monitor the homework of their children, this is a great relief and increases academic achievement
of the students (Drexler 2007, 66). The participation of pupils in such support activities could be
voluntary and defined as an opportunity offered, or as an obligation of the students, decided by
the teachers. Selected interviews with experts suggest that an obligatory approach would be
superior to voluntary forms.
Most schools are part of national or regional, publicly financed school systems. The hierarchical
relation to the political and administrative units financing and controlling the school is thus a
major and existential part of the school’s environment: what schools can do is heavily dependent
on the degree of autonomy that they are given by the political and administrative environment.
Still, under the same conditions, through an interpretation of their role by the leadership, schools
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can do different things and could have different degrees of autonomy and performance. The
single school matters, as we have stressed before. A major aspect of the school’s environment
where the school has a relevant degree of autonomy is the relation with the parents of its
students. Relations to parents and communities of migrants Most migrant families have come
from societies with either totally missing or scarcely developed welfare state systems. Material
and social support of the individual depend on family and kinship. Since the central motivation for
migration is to improve the life of the family – which was judged not to be possible at home – the
parents are in principle highly interested in educational and social mobility of their children.
The involvement of parents in schools or other educational institutions is relevant for all parents
and all schools. Involving migrant parents, however, is particularly important for two reasons: on
the one hand, because of the close relationships between the generations in migrant families as
just stated, and on the other, because the parents often lack knowledge about the education
system and experience a social distance from schools in the immigration country. Thus, despite
the interest of parents and high (and frequently unrealistic) aspirations for their children’s career,
often hardly any parental involvement can be observed. In fact it is common for immigrant,
minority and low income parents to feel alienated, powerless, and culturally estranged from their
children’s school and to avoid involvement in them. In addition, immigrant parents may have
quite different ideas regarding the proper role of schools and parents than do their children’s
teachers or feel diffident or embarrassed interacting with teachers, especially if they lack fluency
in the language of the host country or have little education themselves. Incentives for immigrant
parents to come to school and to organize the voicing of their needs have to be created.
Schools should be proactive, as to the effectiveness of parental involvement, and there is some
disagreement in the research field, but concludes in the end that “carefully structured programs"
can stimulate increased parental involvement among immigrant parents with low levels of
education with positive academic outcomes for their children.

Facilitating Positive Intergroup Interactions
Research and experience indicate that positive intergroup cooperation can be facilitated through
common goals and shared challenges. Such factors are seen as reducing conflicts of interest and
this helps reduce intergroup distance and perceived group boundaries. Research on cooperative
learning indicates that not only does it promote better academic achievement, it does promote
improved peer relations. And when a diverse group of students are involved in learning
cooperatively, improved relations are reported among students from different racial/ethnic,
gender, language proficiency, and economic backgrounds. In terms of curricular content to
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facilitate positive intergroup relations, the emphasis is on multicultural education that stresses
respect for cultural differences (e.g., diverse histories, values, socio-cultural practices and
behaviors, ways of learning). Multicultural education is becoming an essential facet of a school’s
curriculum in the age of globalization; in schools serving diverse populations, it also can play a key
role in promoting a healthy and safe school environment. It can be included as a formal unit or as
activities included in other units. And, of course, all efforts to facilitate positive intergroup
interactions benefit from having a diverse staff in all personnel categories.

Game–based learning (GBL)
Game–based learning (GBL) is a type of game play that has defined learning outcomes.
Generally, game–based learning designed to balance subject matter with gameplay and the ability
of the player to retain, and apply said subject matter to the real world.
The countries involved on this project are Sweden and Turkey. The game involves students and
the teacher and the desirable result is the further understanding and acceptance of each other.
-

country/place

-

its relevance with the unit

-

methodology used

-

target group/ beneficiary

-

results

-

etc

An example of supporting language: teaching by methods of e-learning.
The Italian project “Guarda che ce la fai” is a CD that supports second language teaching for
immigrant children and young people. The CD is composed of 11 movies that are aimed at
facilitating the learning of the Italian language as a foreign language. It includes a wide range of
activities to improve oral and written communication. The CD has been designed in cooperation
with 11 schools in the Torino area, involving some 400 students, of which more than one fourth
were migrants of different nationalities. It is an interactive CD with 300 exercises. Since one of the
main problems of foreign students is a shift from everyday colloquial language to the language
used in different subjects, such as biology, history or mathematics, the CD also has a glossary of
terms for different subjects that are being taught.

Examples of Classroom Activities for Enhancing Multicultural Appreciation

57



The Sneetches: – Students experience discrimination and develop a sense of fairness and
equity, apply literature to real life experiences, and become empowered to take
responsibility for their environment. The activity includes reading “The Sneetches by Dr.
Suess", then the teacher randomly assigns students to two groups with obvious differing
markings, give one group classroom privileges while denying the other, and then let the
students discuss their experiences with the incident and share with the whole class. For
more on this activity and others: http://www.tolerance.org/lesson/anti-racism-activitysneetches



I am, you are, we are…: Students are taught to appreciate individual differences through
noticing such differences in inanimate objects. Each student is assigned an inanimate
object as their “friend” (e.g., potatoes). They are asked to introduce their “friends” to the
whole class and describe certain physical characteristics (“My potato has a unique bump
that is different from the other potatoes”). Then, the teacher places all the potatoes in a
bag and lets the students discuss whether all the potatoes are the same or different, then
encourages the students to pick out their own “friend” from the bag from the physical
markers

they

described.

For

more

on

this

activity

and

others:

http://www.racismnoway.com.au/teaching-resources/anti-racismactivities/lesson_ideas/index_b yage.html

Recommendations
Integration is a multidimensional process, and some aspects are more difficult to measure than
others. School integration refers to immigrant children, who are defined here as either children
born in another country (within or outside Europe) or children whose parents or grandparents
were born in another country. So the term 'immigrant children' used here covers various
situations, which can be referred to in other contexts as 'newly-arrived children', 'migrant
children' or 'children of immigrant background'. Such children may be born to families with
different legal status in the host country – families with full rights of residence and refugee status,
asylum seeking families, or families without any rights of residence.
A major problem in dealing with successful school integration is the migrant background, that can
vary, and so their needs vary. The native-born offspring of immigrants with one or two foreignborn parents, the foreign-born who arrived as children, and the foreign-born who arrived as
adults.
Schools in immigration countries must regard the integration and academic achievement of
migrant students as one of their central tasks. It must be part of their professional identity. For

58

new immigrants to be integrated in the regular schools it has proven successful to install
transitional classes in which language learning is the central effort, but an attempt is made to
teach other subjects as well. Even after the transition to a regular class many immigrant students
will need additional support. The same holds true for students with a migration background who
have been born in the respective immigration country.
Organizing educational support structures within the school, not exclusion of under-achieving
students, is a way of improving the situation. Different policies and measures for better ‘in school’
support are feasible.
Defining characteristics of immigrant populations is also very critical. Discrepancies in outcomes
between immigrants and the native-born sometimes spring directly from the migration process
itself. The very fact of being born abroad may constitute an obstacle in that, for example, the
immigrant may lack the native-born in-depth knowledge of the host society (how the labour
market functions, networks, familiarity with public services, skills in the host-country language
etc.). Household and family structures are determinants of a number of integration outcomes. For
example, the home environment (whether parents are present and the size of the family) has an
impact on children’s school performance. Family structure also determines such living conditions
as income and housing, as well as the ability of adults to both work and support their children.
Access to adequate housing is an important factor but also health status and health care.

For further Reading


OECD Immigrant students at School. Retrieved from:
http://www.oecd.org/edu/immigrant-students-at-school-9789264249509-en.htm



OECD Indicators of Immigrant Integration. Retrieved from:
http://www.oecd.org/els/mig/Indicators-of-Immigrant-Integration-2015.pdf
http://eacea.ec.europa.eu/education/eurydice/documents/thematic_reports/101EN.pdf



Activities and Reports Retrieved from:
http://www.nesse.fr/nesse/activities/reports/activities/reports/education-and-migrationpdf



Mediation, Conciliation and Facilitation.Retrieved from:
http://www.peacemakers.ca/publications/ADRdefinitions.html#mediation
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GLOSSARY

MODULE A. EDUCATIONAL COUNSELLING, COACHING AND SUPPORTING
LEARNING UNIT 01
Constructivist teaching: a teaching methodology based on the belief that learning occurs as
learners are actively involved in a process of meaning and knowledge construction as opposed to
passively receiving information. Learners are the makers of meaning and knowledge.
Learning: the process in which an individual experiences permanent, lasting changes in
knowledge, behaviors, or ways of processing the world.
Learning difficulty: difficulties in acquiring knowledge and skills to the normal level expected of
those of the same age
Learning disorders or disabilities: neurologically-based processing problems. These processing
problems can interfere with learning basic skills such as reading, writing and/or math. They can
also interfere with higher level skills such as organization, time planning, abstract reasoning, long
or short-term memory and attention https://ldaamerica.org/types-of-learning-disabilities/
Intelligence: the ability to acquire and apply knowledge and skills
LEARNING UNIT 02
Empathize: To be able to understand the needs and feelings of another person.
Kinesthetic learning: It is a learning approach in which learners do not learn by watching a lecture
or presentation rather by doing physical activities.
Low/High-tech learning: Low-tech learning is the learning approach in which modern technology
(e.g. computers, tablets, internet) is not preferred during the learning process. On the other
hand, in high-tech learning there is extended use of electronic technology.
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LEARNING UNIT 03
Self-responsibility: the state or fact of being responsible, answerable, or accountable for
something within one's power, control, or management
Self-organisation: also called spontaneous order (in the social sciences), is a process where some
form of overall order arises from local interactions between parts of an initially disordered
system. The process is spontaneous, not needing control by any external agent.
MODULE B. DROPOUT PREVENTION
LEARNING UNIT 04
School Culture: school culture generally refers to the beliefs, perceptions, relationships, attitudes,
and written and unwritten rules that shape and influence every aspect of how a school functions,
but the term also encompasses more concrete issues such as the physical and emotional safety of
students, the orderliness of classrooms and public spaces, or the degree to which a school
embraces and celebrates racial, ethnic, linguistic, or cultural diversity (The Glossary of Education
Reform, 2013).
LEARNING UNIT 05
Community engagement: comprises parents (defined as primary caregivers) and youth-service
providers, school staff, and community members working together to actively support and
improve the academic achievement, social and behavioural development, and health of children,
adolescents, and young adults
Family engagement: comprises a wide variety of actions to enhance the extent of collaboration
between school and family and prevent drop-out situations, based on the assumption that
collaboration helps student to score higher on tests, adapt better to school, attend more
regularly and have more chances to graduate.
LEARNING UNIT 06
School dropout: School dropout is defined as leaving school without a high school diploma.
(Source: Encyclopedia of Child Behavior and Development, pp 1293-1294)
Support(ive) system: Formal or informal network of goods, services, personnel, and
organizations

that

sustains

an

entity

in

its

survival

and

growth.

(Source:

http://www.businessdictionary.com/definition/support-system.html)
LEARNING UNIT 07
Dropout (early) warning systems/Early Warning Systems: refers to different methods and
routines aimed at identifying and responding to early signs of early school leaving. The intention is
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to provide timely and targeted support for pupils at risk of ESL. Approaches to early detection
vary across Member States and can be more or less formalized. Although often driven by national
policies or legislation, their implementation tends to be local. In many countries, EWS are part of
‘mainstream’ school monitoring systems. (European Commission: Reducing early school leaving:
Key messages and policy support. Final Report of the Thematic Working Group on Early School
Leaving. (online: http://ec.europa.eu/dgs/education_culture/repository/education/policy/strategicframework/doc/esl-group-report_en.pdf )
Early warning signals: first signs indicating that students may be struggling with their studies,
motivation or home life or are facing personal, social or emotional challenges that require
attention. (Directorate-General for Education and Culture of the European Commission: Thematic
Working Group on Early School Leaving. Early warning systems in Europe: practice, methods and
lessons, online: http://ec.europa.eu/dgs/education_culture/repository/education/policy/strategicframework/doc/europe-warning-systems_en.pdf )
MODULE C. INTERCULTURALITY IN EDUCATION
LEARNING UNIT 08
Cultural minorities: Group of persons with a shared cultural background including a proper
collective name, and shared myths of origin and cultural characteristics (language, religion,
traditions and customs) with a numerically and politically non-dominant position in a state of
which they are citizens.
Discrimination: Unjustified negative behaviour toward members of a group or a culture based on
their group/culture membership
Prejudices: Unjustifiable negative attitude toward a group or the members of a culture
Stereotypes: Positive or negative beliefs that people hold about the characteristics of social
groups or cultures
LEARNING UNIT 09
School Integration is defined as mixing students together that were formerly separated. The
process of mutual acceptance of students of different racial, ethnic and minority groups etc.
Game–based learning (GBL) is a type of game play that has defined learning outcomes and
designed to balance subject matter with game play and the ability of the player to retain, and
apply said subject matter to the real world.
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Parent involvement typically involves parents’ behaviors in home and school settings meant to
support their children's educational progress
LEARNING UNIT 10
School Integration is defined as mixing students together that were formerly separated. The
procces of mutual acceptance of students of different racial, ethnic and minority groups etc.
Parent involvement typically involves parents’ behaviors in home and school settings meant to
support their children's educational progress.
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