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Executive Summary
This is the final background report for the H2020 project, Children Hybrid Integration: Learning Dialogue as a way
of Upgrading Policies of Participation – CHILD-UP. CHILD-UP researches the social conditions of migrant children’s
integration through social participation, with the final aim of proposing innovative approaches to understanding
and transforming their social conditions. The first objective, which was achieved with the context analysis, was to
provide a European overview of the situation of migrant children, and also to focus specifically on the policies and
practices of integration in schools, reception centres, social services and communities in the seven partner
countries: Belgium, Finland, Germany, Italy, Poland, Sweden and the United Kingdom.
This report offers a better understanding of the school systems, obstacles, and opportunities that migrant children
and their families encounter in the countries involved in CHILD UP. It provides the background against which the
qualitative research is being conducted and offers context to those findings by:
•

Outlining where responsibility for education lies in each country

•

Explaining how migrant children are incorporated into the school system

•

Investigating the achievement gap that exists between migrant and non-migrant pupils

•

Detailing best practices and weaknesses in terms of integrating migrant children into schools in the local
context in each country

•

Presenting how different educational systems approach second language learning and host-country
language support

Achievement gap
In all the partner countries, migrant children’s school achievement is lower than that of their non-migrant peers.
This situation is dependent on many factors, some of which were discovered to be the same across partner
countries. These include issues such as teachers having lower expectations of migrant children; migrant children
being subjected to negative stereotypes; migrant children having large gaps in their education; poor
communication between school and migrant parents; the fact that migrant children are often less likely to be
enrolled in pre-school and kindergarten; and parents having an insecure migratory status in the country of
residence. This area would benefit from more robust data collection as it is lacking in some countries and done
without much nuance in others. The research and reporting should consider the diversity of migrant background
children and incorporate factors such as socioeconomic standing, parents’ level of education, among others. This
would give a more accurate overview of their school performance and what targeted interventions could help to
improve it.
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It would benefit migrant children’s school performance if they had free access to early education, and if this was
available regardless of one’s migratory status or income. The availability of resources to support migrantbackground children should also be more clearly communicated to migrant families.
Incorporation into schools and systems of school governance
In the partner countries, the school system is the responsibility of different levels of government, ranging from
mostly centralised national responsibility for education, to increasingly significant local responsibility and
autonomy. Who carries this responsibility can have an impact on how much delay migrant children experience
before entering school, and how the system of school incorporation works. These differences lead to varying
degrees of bureaucratic hurdles, waiting lists, and school segregation.
Highlighted approaches to supporting migrant children’s integration in schools
Each partner was asked to highlight best practices in terms of programming to support children in their integration
in school. What became clear was that many programmes have not been thoroughly evaluated and that these
practices often exist at the local level, making it difficult to generalize. Nevertheless, common themes from the
programmes were identified. Within in-school programming, best practices were identified as:
•

Programmes that helped to combat discrimination

•

Training for teachers to work with migrant background children

•

One-to-one mentoring

•

Initiatives that encouraged cross-cultural understanding/sharing

•

Programmes and funding that targeted the achievement gap

Programming outside of the school setting was also identified as being valuable for integration and wellbeing in
school. Highlighting the importance of a holistic approach, innovative programmes were identified as those that
considered areas of children’s lives outside of school and fostered communication between families, school actors,
and outside actors such as NGOs and social workers. The programmes that were highlighted fell into the following
categories:
•

Extra-curricular/after school programming

•

Parental involvement in education

•

Mentoring

•

Early intervention

Support of Home and Host Country Languages
Local language acquisition is key to academic success and integration, but the valuing of home languages is also
important for migrant children’s wellbeing in school and has been linked to overall linguistic proficiency.
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In terms of local language acquisition, every country offers some form of targeted support in language acquisition
to newcomers. The length of this targeted supported varies by country, as well as whether or not students are
separated from mainstream classes for broader instruction. Separating children from the mainstream classroom
has mixed outcomes. While separation may allow more targeted language instruction, the time spent outside the
mainstream classroom limits the possibility of building relationships and communication in the local language with
non-migrant peers. Partner countries adopt different approaches to the length of time and the number of subjects
separated provision is provided for.
While a number of the partner countries had official policy in support of home language provision in school, this
stated valuation does not often lead to actual, practical measures in the classroom. This may be due to lack of
funding, resources, or trained professionals to support the home language such as in Sweden, Finland, and Poland,
but can also be due simply to the belief that migrant students’ home language proficiency is a barrier rather than
a resource.
Conclusion
Across Europe, migrant children have lower educational outcomes than non-migrant children. This is a trajectory
that can begin early in the school career and have long-term implications. Monitoring children’s wellbeing in
school, as well their academic performance; understanding how outside factors impact school integration and
outcomes; and robust communication with parents are all key components of migrant children’s academic success
and overall welfare. These are also areas in which partners have highlighted innovative programming and
promising new measures. While there are various funding initiatives earmarked for supporting migrant children,
what is key is to ensure that local actors have some level of flexibility in how to use these funds since they are the
experts on what is needed in their specific context.
Approaches to teaching the local language are very different across countries. There is not clear consensus on the
best way to support migrant children in learning the local language and some countries have bridging programmes
to offer targeted support while others offer language classes but students remain in mainstream classes for most
the day. What is clear is that it is important that time spent outside of mainstream classes should be limited
because it can have negative impacts on migrant children’s school integration. It is important that migrantbackground children have the chance to socialise with both migrant and non-migrant background peers.
Additionally, schools and teachers should value migrant students’ culture and home language and treat these a
resource rather than obstacles to learning. This positive treatment can impact migrant children’s wellbeing, sense
of belonging and also contribute to reducing discrimination and bullying.
A common theme running through all the findings was that, for the benefit of migrant students, teachers must be
better supported. Teachers are under a lot of pressure to ensure that children perform well both academically and
socially, and they often work in situations with limited resources and inadequate training. A main focus in each of
the partner countries was on better preparing teachers to work with migrant children, to detect and combat
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discrimination, and to communicate with migrant families. While there are promising developments in these
areas, more funding, creativity, and research are needed to better support teachers in their work. CHILD UP is
specially positioned to support teachers in their work as it will offer access to innovative methods that they can
adapt and use in their own classrooms.
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1. Introduction
The H2020 project, Children Hybrid Integration: Learning Dialogue as a way of Upgrading Policies of Participation
– CHILD-UP, aims to analyse the types of interventions that can be used to enhance the potential agency and
hybrid integration of migrant children. Migrant children encounter obstacles to integration in schools throughout
most of Europe (ETM 2017; Janta &Harte 2016) and children with a migrant background typically have lower
educational outcomes than their non-migrant peers. There is also an achievement gap between migrant nonmigrant students, with migrant background students underperforming academically when compared to their nonmigrant peers (ETM 2017, Schleicher 2006, Van Maele and Poeze 2018), is present during all stages of education,
all the way through to university entrance, where migrant children are less likely to enrol than their non-migrant
peers. At the same time, studies show that migrant students are also more likely to report a lack of wellbeing and
belonging, despite also reporting high levels of academic motivation (Van Maele and Poeze 2018). While the
achievement gap narrows for the second generation, the above-mentioned issues still persist (European
Commission/EACEA/Eurydice, 2019). There are numerous structures in place that account for this difference,
including the fact that migrant students are more likely to attend lower-quality schools (OECD 2010) or are not
offered sufficient preparation and language instruction when starting school in a new country.
This report offers further insights into this unbalanced situation with a mapping of school programs and other
services aimed at supporting the integration of migrant students. It evaluates in school, extra-curricular1, and
after-school2 programmes and highlights the potential insights they can offer for integration in formal education.
It further highlights certain best practices in terms of local language acquisition and accommodation of/use of
non-local languages, use of home language and mediation in classrooms, how ‘home language’ and cultural
differences are addressed in the classroom and how language is valued by school actors. While gendered
information was sought out, in most cases there is a lack of data on gender and no programmes were highlighted
that targeted a specific gender. Based on input from the partners, the report describes: the employed
methodology, the definition of ‘migrant background’ used in the project, the migrant/non-migrant achievement
gap, responsible parties for education governance in each country, delays in migrant children starting school and
not enrolling in pre-primary education, programmes that were highlighted as best practices in support of migrant
children in each partner country, and the support of home and host country languages.

1

Programming run by the school, but that goes beyond what is strictly required of the school in terms of teaching the
curriculum.
2
Programming for students that may or may not support the school curriculum and is run by other entities (such as
NGOs, charities, etc).
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2. Methodology
This report draws on grey and scientific literature from the relevant European and local levels, and specific
country data and information provided by all project partners. This information was gathered through a
template, created by the main author, containing questions to guide the procurement of information. These
templates were completed by partners and then reviewed to find key information that was then grouped by
theme. What is contained in the report is based on both the main author’s initial proposal for the report, but
also what important material and ideas emerged during the research process. After the completion of the first
draft, partners were invited to give their feedback which was subsequently reviewed and incorporated by the
main author.

2.1 Migrant Background – employed definition
In order to complete the research in a way that would allow for coherent discussion across different countries and
different educational contexts, it was necessary to agree on a common operational definition of ‘migrant
background’. This was not unproblematic however, as each country and region faces their own unique challenges
and opportunities based on the makeup of the migrant population and the experience and available resources in
the host community. There are numerous ways to define ‘migrant’ and ‘migrant background’ and each comes with
its own implications, connotations, and pitfalls. Different definitions are used amongst different groups and for
different aims. Political definitions may differ from academic definitions which may differ from those used in the
media, etc (Anderson and Blinder 2015). These definitions may have little in common with how people in these
groups actually define themselves.

Amongst the partners, the discussion revolved around two common definitions of migrant. One definition includes
those who were born outside of the country of residence and who also have at least one parent also born outside
of the country of residence. The other considered definition, and that adhered to by the European Commission,
is “A person who has: (a) migrated into their present country of residence; and/or (b) previously had a different
nationality

from

their

present

country

of

residence;

and/or

(c) at least one of their parents previously entered their present country of residence as a migrant”( European
Commission 2019). This second definition, the key word being ‘or’, includes more people within the definition of
‘migrant background,’ while the former definition is narrower. The partners decided to use the second definition
and this has several consequences. One of these is that in countries with a great deal of return migration or the
conferring of nationality by parentage, like Poland and Italy, people with nationality in the country of residence
will be counted as having a migrant background. This will be further discussed in the WP4 report on the results of
the quantitative portion of the study, but is an important distinction to bear in mind. It is also important to be
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cognisant of the fact that ‘migrant’ is a broad and heterogenous category, encompassing people from diverse
educational and socio-economic backgrounds – which can have an impact on children’s resources and school
experiences.

| P a g e | 10

Child-Up

Child-Up

3. Context of migrant children’s integration in schools
3.1 Achievement Gap: Migrant and Non-migrant Students
While it’s stated that at the European level, migrant background children underperform when compared to their
non-migrant peers, there is a great deal of nuance that needs to be recognised in order to best support migrant
background children in their education. The achievement gap looks different in the partner countries, but also
within the countries as there is great deal of regional and local differences – even at the level of individual schools,
and within migrant populations themselves – as there are many different types of migrants with diverse
backgrounds, experiences and resources. Some regions, and specific schools, have experience working with
migrant populations and are therefore are better prepared to support their needs and know what kind of
resources and interventions they require. Some regions and schools, however, are encountering migrant
populations for the first time and are in many ways starting from zero in trying to accommodate them.
All partners noted that there is an achievement gap between migrant children born abroad and children born in
the host country, but the data available to support this varies by country. The achievement gap, with migrant
children’s educational outcomes falling below those of non-migrant children, is dependent on many factors and
some of these are common across partner countries. Some of these factors include: teachers having lower
expectations of migrant children; migrant children being subjected to negative stereotypes; migrant children
having significant gaps in their education; migrant parents not being well acquainted with school systems and the
available resources; migrant children being less likely to be enrolled in pre-school and kindergarten; and parents
having an insecure migratory status in the country of residence.
In countries with longer histories of migration, the achievement gap is well documented. In Germany, Belgium,
and Sweden for example, it is known that children with a migrant background are less-likely to attend pre-primary
education, an important factor in their educational success. This can have long lasting effects on children’s
educational attainment (Spiess et al. 2003). The gap between migrant and non-migrant young people continues
to the university level, where the difference in entrance qualifications between these young people in Germany
has widened (Deutsches Jugendinstitut 2012) and in Sweden, migrant children born abroad are under-represented
in higher education. In general, the age of arrival has a significant impact on children’s school performancetypically the younger the better because language acquisition tends to be easier for younger children (Cahan et al
2001). In Sweden specifically, it is evident that the achievement gap for migrant students is larger for those who
arrive in the country after age 7 (Swedish national agency for education 2012; Nilsson & Bunar 2016).
These outcomes vary, however, depending on various factors, such as the socioeconomic standing and the
educational background of parents. People with a migration background are not educationally disadvantaged by
default, and there are differences between migrant groups. Research in Germany, for example, shows that
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differences in school performance does not correlate with a migrant background in general, but according to a
long list of criteria: country of origin, migration generation, federal state of residence, social status, etc. (Deutsches
Jugendinstitut 2012).
Early school performance is even more crucial in educational systems with tracking, such as in Germany, Belgium,
and Italy. Data in Italy on the ISCED2 degree evaluation in 2016-2017 showed that 67,3% of migrant children
obtained an average school mark between 6 and 7, while the majority of Italian students (55,3%) received 8 or
more out of 10. This difference strongly influences the choice of the ISCED3 level of education. The achievement
gap in Belgium is one of the largest in Europe in terms of the difference between students with a migrant
background and those with a non-migrant background achieving baseline levels of proficiency in academic
subjects. Between students born in other countries - with parents who were also born in other countries - and
non-migrant students, the gap in obtaining academic proficiency is 31 percentage points (with foreign born
students performing below non-migrant). This is larger than the EU average which is a difference of 22 percentage
points between foreign-born and non-migrant students (with foreign born students performing below nonmigrant). This disparity is seen in international testing outcomes, but also when looking at the number of students
in higher education, where migrants are underrepresented (Van Maele and Poeze 2018: 12). Additionally, the
growth of the school-going population is anticipated to be one of the largest in Europe with teacher shortages in
big cities - where migrant-background children are concentrated. It largely the freedom of school choice3 that
allows for high concentrations of migrant children in certain schools. Families of non-migrant children tend to
move their children out of schools when migrant children are enrolled, but migrant families also often live near
each other and have their children attend the nearest school. This separation is then further complicated by the
uneven distribution of experienced teachers (OECD 2017:6). While migrant children are concentrated in certain
schools, experienced teachers are often concentrated in schools with very few migrant pupils. Migrant children
often face a challenge in starting school at different times and with different educational experiences than their
non-migrant peers, and if they cannot quickly overcome these challenges, and continue to perform below the
level expected for their age, they are more likely to be placed in educational tracks that are considered less
academically rigorous. By default, it may then be more difficult for them to change tracks later in their academic
career and to go on to higher education.
In Poland, there is less available data on this topic. While the overall number of migrants and the number of
migrant children in school is relatively small, the increase in recent years has been significant. Despite having one
of the lowest levels of early school leaving in the EU (Federowicz and Sitek PISA 2015), migrant children in Poland
are still at a high risk of dropping out (according to Eurostat data and the accounts of NGO workers). The key
challenges are the lack of systematic monitoring of school-aged children, the lack of appropriately qualified
teaching staff and insufficient involvement and co-operation of local authorities for the purpose of integrating
migrant children (Szelewa 2010, Muchacka 2013). As opposed to Belgium, migrant children in Poland are dispersed
3

In Belgium, families can send their children to any school they choose regardless of geographic location.
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throughout schools and the number of pupils with a migrant background in each class is low. This situation offers
both opportunities and challenges for migrant children. It often means that less money and fewer resources are
invested into supporting migrant children. There are a limited number of staff who are trained and experienced
in working with migrant children because there is very little demand in each school – an issue that could perhaps
be combatted if there were more concentrations of migrant children in individual schools. At the same time, while
the concentration of migrant children in schools often means more resources and targeted support are available
for them, the dispersal of migrant children means they have more opportunities to socialise with the non-migrant
population. A final issue in Poland is that many migrant families are planning to continue their migration journey,
often aiming for Germany. When a family is not planning to settle in Poland long-term, it is possible that the
current education of children in the country of temporary residence is less of a priority than planning for
emigration.
Compared to other European and OECD countries, the learning outcomes of migrant background children in
Finland are far behind those of their non-migrant peers (KARVI, 2019; OECD 2017b.) Funding and research on how
to improve the educational outcomes of migrant background children have been added abundantly since 2015,
but there is still a lack of coherent practices. Pedagogical practices do not yet meet the needs of the new and
rapidly changing population of students (OPH 2018:77). Evaluations have revealed that there are also significant
disparities between schools and great variation among the qualifications of teachers working with migrant
background students. There are also major regional differences in terms of outcomes and competences because
some regions are accustomed to working with new migrant populations while others are encountering them for
the first time (OPH 2018) – which is also the case in some areas of Germany, for example.
What becomes clear from looking at each of the partner countries’ situations, is that dispersal versus
concentrations of migrant children in schools is not an obvious choice in terms of the wellbeing/education
outcomes of migrant children. When children are dispersed they often have better chances to build social capital
with the non-migrant population, and schools are less likely to be overtaxed in terms of providing the specific
resources that are needed for this population. When children are concentrated in schools, however, they are able
to benefit from support from other migrant background children and their schools/region are more likely to have
invested in the necessary resources, in addition to being able to provide support based on past experience.
Finally, the achievement gap is also linked to children’s early school education. Early school education is shown to
lead to positive outcomes in terms of overall school performance, but not all migrant children are entitled to preschool and kindergarten (often based on their migratory status), and its availability varies by country (as detailed
in the context analysis). When it is available, migrant families may not take advantage of it because the availability
of these types of resources is poorly communicated.
It would benefit migrant children’s school performance and integration if they had free access to early education,
and if this was available regardless of their migratory status and income. The availability of such resources also
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needs to be more clearly and thoroughly communicated to migrant families. It is also ideal if migrant children can
build social capital/networks with both non-migrant and migrant peers as these relationships offer different types
of benefits. Finally, the achievement gap should be more widely researched, and the research and reporting should
consider the diversity of migrant background children and include factors such as socioeconomic standing,
parents’ level of education, educational background and language ability of migrant children, etc. This would give
a more accurate overview of their school performance and what targeted interventions could help to improve it.

3.2 Incorporation into school and systems of school governance
Delays in starting school (which can include not attending kindergarten and pre-school, and long breaks in
education due to migration) can have serious impacts on children’s school performance and their overall
wellbeing. For migrant children, these delays happen for many different reasons in different countries, and these
differences have much to do with how the education system is set up and where responsibility for education lies.
Delays are common for migrant children, but especially for asylum-seeking, refugee and undocumented migrants.
According to the EU directive, access to school must be granted no later than three months after an asylum
application has been filed (EU Directive 2013/33/EU). The EU highlights that stability and continuity in education
is essential for children, and the time between their arrival in the host country and when they begin school is often
too long. “Longer breaks may hit the most disadvantaged migrant students hardest” (European
Commission/EACEA/Eurydice, 2019:76). Despite the knowledge that gaps in starting school can have powerful
negative impacts, in practice, however, policies to combat this problem are not strictly adhered to, and there are
different reasons for this in each country.

Mostly
centralised/
national
Responsibility
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Figure 1 – The continuum showing which level holds the most responsibility for education governance.

In the United Kingdom and Italy, school delay is a significant problem because children have trouble gaining
admission to schools due to the many bureaucratic hurdles (McIntyre and Hall, 2018: 6; The Children’s Society,
2019, UNICEF 2018). In Italy there is a great deal of regional variation in educational practices, but the state has
exclusive legislative authority on the general organisation of the education system (e.g. minimum standards of
education, school staff, quality assurance, general guidelines for teaching programmes, etc.) (EURYDICE 2020).
The Ministry of Education, University and Research (MIUR) is responsible for the general administration of
education at national level. Its decentralised offices (Regional School Offices - USRs) guarantee the application of
general provisions and adherence to the minimum performance requirements and standards. Regions have joint
responsibility with the state in some sectors of the education system such as school calendars, distribution of
schools in their territory, funds directed towards supporting students in higher education, etc.). Regions have
exclusive legislative competence for the organisation of the regional vocational education and training system. In
some cases (e.g. in Emilia-Romagna region), local administrations run or organise kindergartens and infant schools
(ISCED0). Additionally, schools have some degree of autonomy: they define the specific curricula, organise
teaching (school time and groups of pupils) (Eurydice 2020). While State schools preserve a more traditional stance
towards education, municipal schools sometimes adopt more progressive approaches.
In the UK, there are several different bodies responsible for various facets of education. The UK Department for
Education (DfE) governs the education system for the whole country but Scotland, Wales and Northern Ireland
have a devoted governmental department that is responsible for education in their nations. State schools are
required to teach the National Curriculum and some state schools became academies, a trend that has seen an
increase since the election of the right-wing government in 2010 (Shah 2018). Academies are state funded schools
that are under direct contract from England’s National Secretary of State for Education. They are not controlled
by local education authorities but instead are governed by a multi-academy trust (MATs) and a central trustee
board. Academies have more autonomy than other schools. For example, they can select up to 10% of their
students according to aptitude, they have no obligations in terms of the qualifications of the teachers they employ
and they can set their own curricula. Then there are free schools which are a more recent development and are
similar to state-funded academies. A common problem is long waiting lists to enter schools4, even for non-migrant
children, but there are also documented instances of discriminatory or inconsistent admissions policies, 5 which
strongly impacts this population, as well as problems finding a place in school when one arrives during the
academic year (Dorling, MacLachlan & Trevena 2017; UNICEF 2018).

4

According to UNICEF (2018) the 20-day target has not been met in a single region of the UK.

5

Schools are reluctant to admit migrant students (a) to avoid a negative impact on their results profiles (in
upper-secondary level) (b) due to issues over funding arrangements or pressure on school places (c) due to
difficulty providing evidence of address (Dorling, MacLachlan & Trevena, 2017; UNICEF, 2018).
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Like, the UK, Sweden also falls into the category of diffuse responsibility for education and this can make it difficult
to say exactly how much delay occurs and why. There is a national curriculum issued by The National Agency for
Education (Skolverket), the central administrative authority for the public-school system, but the responsibility to
organise education lies with the municipalities or charter schools (Skolverket n.d.). The education of migrant
children is thus a local responsibility, resting with the municipality, but the most common practice for new migrant
students is to place them in transitional classes (Nilsson & Bunar 2016). In relation to the right to attend school,
asylum-seeking children in Sweden have the right to attend school, including pre-school and upper secondary
school. This means that the municipality in which the children live has the responsibility to provide education for
them on the same terms as for other children in the country. Even if asylum-seekers are 18 when they arrive in
Sweden, they have the right to complete their secondary education. When it comes to undocumented children,
they have the same right to education on the elementary and upper secondary level as children with residence
permits. However, they do not have the right to pre-school, out-of-school provision or adult education. Further, it
is suggested that the children should start school no longer than a month after the arrival in Sweden or as soon as
it is appropriate with respect to the child’s personal situation – but it is not clear if this rule is adhered to.
Within Belgium’s complex system of governance, school governance is fragmented. Belgium essentially has a
three-tiered system of governance including the federal government, three regions (Flanders, Wallonia and the
Brussels Capital Region) and three language-based communities (the Flemish community which is Dutch-speaking,
the French community, and German-speaking community). The regions and communities overlap in sometimes
complex ways, and it is the communities which hold the greatest responsibility for education. Each has its own
system of education that is very little controlled by the Federal government. The Federal government sets the age
range of compulsory school attendance, sets minimum requirements for qualifications, and legislates in the case
of financial reforms/initiatives (OECD 2017:21). The information in this report will namely focus on the French and
Flemish community education systems because no project research was conducted in the German-speaking
community. All institutions in all the Communities have a great deal of autonomy, and as long as they adhere to
the core learning outcomes, which are set down in legislation, schools can set their own curricula. In terms of
school delays, while overall pre-school attendance is considered high in Belgium, there are lower attendance rates
among ethnic minority children and this continues into higher levels of education (Van Maele and Poeze 2018:12).
In the French Community there is a problem of grade repetition, where students do not pass a grade level and
must repeat the level. This often means students are more likely to leave school early6.
In Germany, the entire school system is under the supervision of the state and different policies and practices exist
in different federal states (Secretariat of the Standing Conference of the Ministers of Education and Cultural
Affairs: Hg. 2017a). As explained in the context analysis that was produced in advance of the current report,
6

Importantly, OECD research shows the practice of having children repeat a grade level does not improve overall

outcomes (OECD 2017:9).
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migrant children in different federal states experience delays of varying lengths. For refugees, for example, it may
be the case that schooling only begins when they leave the initial reception centre and are assigned to a
municipality. This can take longer than three months. Most states only provide placement in schools if the families
have their "habitual residence" and it’s likely that the children can attend school for at least one school year. While
there is mandatory school attendance, it is also required that children attend schools which are not segregated.
This is problematic, for example, when children attend school in reception centres as these are considered
segregated. Similarly, the second language learning classes that may be required before entering mainstream
classes also pose problems in terms of integration because children are again separated from mainstream
classrooms. In the area of early childhood education, voluntary offers are used to promote the language skills of
children and to prepare them for school. Nevertheless, there are many children in primary schools who have
insufficient knowledge of German and who need language support. Children with a migrant background are also
less likely to attend kindergarten.
The education system in Poland is centrally managed by two institutions, the Ministry of National Education
(general and vocational education) and the Ministry of Science and Higher Education (higher education). They
determine the national educational policy, including goals and curricula and the structure of the school system.
They also oversee centralized exams (after the primary school and secondary school certificate). The
administration of education and the running of schools, however, is decentralized and is the responsibility of local
governments. There are also many non-public schools7, which are attractive to families because they promise
better infrastructure, more extra-curricular activities, or they make strong claims about teaching methods and
educational outcomes, such as Montessori and Waldorf-schools (Długosz 2013).
The responsibility for education in Finland lies primarily at the national level. The Ministry of Education and Culture
is responsible for the Basic Education Act. The National Board of Education is responsible for the national core
curriculum that provides a common direction and basis for school education, such as objectives, hour distribution
and required subjects. The system, however, is characterised by a high degree of autonomy. Municipalities are
the main provider of basic education since they have a statutory obligation to organise schooling for all children
residing in the area (Finnish Education in a Nutshell 2017). In addition, some private organisations provide some
basic education. The national framework allows regional and local variation; hence the core curriculum
implementation can have different emphases and there can be regional variation. Education providers and
municipalities are expected to draw up the local curricula and annual implementation plans based on the national
core curriculum (Soini, Kinossalo, Pietarinen & Pyhältö, 2017), and decide how much autonomy to grant to schools

7

On all levels of the school system including higher education. This phenomenon was caused by people’s
expectation the better education will strengthen children’s chances on the labour market. Since the 90s Poland
faces the educational boom, the number of the children choosing the general secondary schools and the
universities and higher school increased significantly (Długosz 2013).

| P a g e | 17

Child-Up

Child-Up
and teachers have autonomy over pedagogical practices. ”They can decide themselves the methods of teaching
as well as textbooks and materials” (Finnish Education in a Nutshell 2017).
In addition to delays in starting school, a further delay may impact migrant children. This is an educational delay
involving the level at which migrant children start school. There are different approaches to the placement of
migrant children including: placing them with other children of the same age, placing them in a lower grade level
in order to allow them time to ‘catch up’8, the use of bridging or transitional programmes to allow them to learn
the host country language in a dedicated setting or some mix of these practices. In other cases, however, there is
little in the way of common practices and these issues are handled on a case by case basis at the level of the
school.
Finland decides on a case-by case basis which level/grade to place migrant pupils in. This decision is based on a
pupil’s age, knowledge and skills. In general, this means that migrant children are placed a grade lower than what
their actual age would dictate. If a pupil is placed in a preparatory class, integration into mainstream classes begins
immediately in subjects where knowledge of the local language is less necessary, for example mathematics.
Integration into mainstream classes occurs gradually, as decided by the agreement of the preparatory teacher and
the recipient teacher (FNAE). In terms of teaching migrants, expertise has wide regional or even school-wide
variations, and therefore outcomes of teaching efforts to counteract delays are also varied. The availability of
teachers who have education or experience in teaching multicultural groups varies regionally. The main reason
for this is that the number of migrants has increased rapidly and there is not enough staff who have sufficient
knowledge of the field. There are also municipalities that are encountering migrants in the school system for the
first time. Continuing education for teachers on these topics have been established since the increase of migrant
flows (University of Turku n.d.).
In Italy and the UK, migrant children are generally placed in the grade corresponding to their age, unless there are
reasons to do otherwise. In Italy, this is decided on a case by case basis by taking into consideration various
competences and the knowledge of Italian. If it is decided that the child should be placed in a lower grade level,
they are only allowed to be placed one grade level lower than their age would dictate (Guidelines to reception
and integration of migrant students, 2014). Not unlike Italy, Poland and Sweden are also examples of the case by
case practice9. Children should be admitted to school based on documents detailing their educational background,
and then the decision is left up to the headmaster of the school with input from the parents. When there is not
documentation, children must have an interview to assess their background and possible placement. It is difficult
to generalise these decisions because sometimes headmasters decide to place a child according to their age and
other times they place them based on their educational experience (Regulation of the Minister of National Education

8

In this report this term is used to mean placing children in mainstream classes at the level that their age would
dictate and then expecting them to catch up to their classmates.
9
This term is used in this report to mean that children are based in a grade level on a case by case basis in which their
specific situation and skills are considered in the placement proceedings.
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of 30 July 2015). According to the Ministry of Education’s data (2017-2019) bridging programs have been

established only in 13 primary schools, mainly in the biggest cities (Regulation of the Minister Of National Education
of 23 August 2017).

In Sweden it is mandatory for schools to map newly arrived students’ knowledge in language, literacy, and
numeracy. The outcomes of this assessment are considered along with a student’s age and personal circumstances
and then a final decision is made by the school headmaster about which school year to place the student in, how
the teaching should be planned, and how the teaching time for the subjects will be distributed. During the first
year, the headmaster can also decide on a redistribution of teaching time to allow for the study of Swedish as a
second language. Moreover, the headmaster has to appoint a mapping team that includes both mother tongue
teachers and subject teachers (Swedish national agency for education 2016).
Germany and Belgium offer specific bridging programs. In Germany, these vary widely by federal state. There are
two main models that are used, the integrative and the parallel model. In the integrative model, migrant children
attend mainstream classes while also receiving additional German language support. In the parallel model, there
are separate classes for learning the German language. The common practice is that migrant children should not
remain in these classes for more than one or two years. There are also partially integrative classes which also
include time for students to participate in some subjects in the regular class, depending on their language skills
(as is the case in Finland). In Belgium, the French community offers DASPA classes and the Flemish community
offers OKAN classes. These are classes for language education and school preparation for newly arrived migrant
children who do not speak one of the national languages and who might have spent time out of school. These
classes can last for an academic year or longer, and while children who attend them often feel positively about
the experience they still stress that they would like to have more interaction with local children (UNICEF Belgium,
2018: 83). These classes may have unintended consequences and sometimes make children feel scrutinized and
segregated, especially due to their long duration.
As we can see from the practices detailed above, there is little in the way of systematic assessment of migrant
children’s abilities. Those making decisions about migrant children’s grade-level placement may not be experts on
assessing such matters, and availability of teachers qualified in language teaching and who have intercultural
competences is highly variable (as is clear in the data gathered in work package 4). Recent research tells us that
preparatory classes are something of a double-edged sword. While separate classes for migrant children “may
provide more time and space for the teaching and learning of the language of instruction than full integration into
mainstream education right from the start (Koehler, 2017)” (European Commission/EACEA/Eurydice, 2019), these
may also hamper integration if children spend too long separated from other children. “Moreover, migrant
students' educational progress may be delayed if too strong a focus is placed on the acquisition of the language
of instruction, to a degree that students' learning in other curriculum subjects is halted” (Nilsson & Bunar, 2016).
For these reasons, it’s a positive sign that where these types of preparatory classes are offered, they are time
limited in order to move children back into mainstream classes as quickly as possible. Additionally, children in
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these programmes should still spend time with children in mainstream classes as this positively contributes to
their integration and socialisation.
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4. Approaches to migrant children’s integration in schools
An important aim of this report was to highlight best practices in terms of school programming and overall policies
supporting the integration of migrant children in schools. What became clear was that in many partner countries
there is so much local and school-level variation that it is difficult to choose programming to highlight. It is also
difficult to find data on the efficacy and outcomes of these programmes. The researchers from each partner
country, therefore, chose certain programmes to detail in this report based on the programmes’ aims and the fact
that certain programmes may point to an institutional understanding of the obstacles migrant children face. After
reviewing partners’ feedback, the types of programming fell into several categories. First, there were practices
that took places within schools and practices that originated or reached beyond schools themselves, but still aimed
to influence migrant children’s school performance.

4.1 Practices and Supports in Schools
4.1.1 Combatting Discrimination and Bullying
Migrant children are subjected to bullying and discrimination, but due to underreporting, it’s often impossible to
say to what extent. While it’s clear in previous sections that institutional level discrimination has a negative impact
on migrant children’s opportunities, such as remaining on school waiting lists or not receiving the proper
educational support, the impact on migrant children at the personal/individual level must also be addressed. “The
issue of discrimination at school remains very complex to grasp and has a particular resonance insofar as education
has repercussions throughout people's lives” (Thibert 2014). Various programmes exist to combat bullying and
discrimination, as well as national and local level policy and legislation (either directed specifically at bullying in
schools, or else targeting general harassment and discrimination and which can also be applied to schools). Despite
growing awareness and understanding of the immediate and long-term impacts, the identification and reporting
of bullying and discrimination remain a problem. It’s also the case that children of migrant-backgrounds can be
bullied for their migrant or ethnic background in addition to other kinds of bullying and discrimination, making
them doubly vulnerable (D’Hondt et al. 2015). Discrimination and bullying/harassment are not always the same
phenomenon, but they do often overlap and therefore are considered together in this section.

For the purposes of this report, we consider that discrimination can be direct, indirect or systemic. Direct
discrimination is easier to measure and can be supported by evidence. “Direct discrimination occurs when, for
reasons of race or ethnic origin, one person is treated less favourably than another is, has been or would be treated
in a comparable situation " (Belgian Directive 2000/43 / EC ). Indirect discrimination is more prevalent and much
harder to prove and measure. "Indirect discrimination occurs when a seemingly neutral provision, criterion or
practice is likely to result in a particular disadvantage for persons of a given race or ethnic origin compared with
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other persons " (Belgian Directive 2000/43 / EC ). A third type of discrimination is systemic. It is a “process which
involves a system of actors in which no one expresses discriminatory intent directly, but whose result will be to
produce a situation of discrimination” (Rebeyrol 2010). Different types of discrimination present themselves in
different ways and are perpetrated by different actors. This is why this report considers the different actors and
levels of governance in the education system. For example, certain types of discrimination are built in the school
systems (such as with the freedom of school choice principle in Belgium), other types come from mistreatment,
often inadvertent, enacted by teachers, while others are perpetrated by peers. Further adding to the difficulty of
measuring discrimination, is that its effects may not be noticed until long after the discriminatory act has been
experienced (Perrot 2006), and this may be why we do not see such a strong correlation between discrimination
towards migrant background children and the ‘lower’ educational outcomes that are often recorded in Europe
(OECD 2012). Finally, people who already see themselves as different from those around them are less likely to
report feeling discriminated against. Therefore, those who identify themselves as immigrants report facing
discrimination less often than the children of immigrants (Thibert 2014). These are all factors to keep in mind while
trying to understand the situation migrant children face in each of the partner countries.
All state schools in the UK are required by law to have a behaviour policy that includes how to react to and prevent
bullying. It is estimated that between April 2017 and March 2018, 17% of children, ages 10 to 15, were bullied in
the previous 12 months (Department of Education 2018). Children of white ethnic origin were more likely to report
being bullied and it is not clear if this reflects actual levels of bullying, or if this group felt more comfortable
reporting such behaviour. Children were then asked if they felt their school dealt well with bullying. Children who
said they had been bullied were considerably less likely to report that their school dealt with bullying very well or
quite well (Department of Education 2018). In the recent Good Childhood report by the charity ‘the Children
Society’ (2019), findings showed that children’s happiness with school was low and had decreased in recent years.
Children’s unhappiness at school was closely linked to bullying and feeling safe. The legal requirement to have a
bullying policy is positive, as well as the practice of measuring levels of bullying and children’s feelings. Insight into
the result of these bullying policies is lacking however.
In Germany, the federal program against bullying in schools was launched in 2018. More than 200 social workers
were trained as "respect coaches" to help schools reduce religious bullying and to promote tolerance and an
understanding of democracy (BMFSFJ 2020). Rather than leaving it up to schools to create a policy or programme
on their own, like in the UK, this federal level guidance may offer to uniformity and clearer minimum standards,
as well as the possibility for sharing good practices across schools and regions. Having qualified, specially trained
professionals to share their knowledge and experience is appreciated by country experts and targeting religious
bullying shows an awareness and targeted reaction to a known problem. Additionally, the programme “Fairplayer”
is designed to support prosocial behaviour and to prevent bullying in grades 5 to 9. The programme was awarded
the 2011 European Crime Prevention Award (FairPlayer 2019). The programme provides a manual for teachers to
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follow in order to teach pro-social behaviours. They work together with specially trained psychologists and focus
on discussions about moral dilemmas.
In Sweden, the Education Act states that it is the headmaster’s responsibility to ensure that measures are taken
to prevent abusive treatment of children and pupils, including bullying and discrimination. Reported rates of
bullying in Sweden were very similar to the UK. An evaluation by the Swedish national agency for education (2011)
show that within a period of a few months between 16 and 19 per cent of pupils had been subjected to degrading
treatment. The pupils reported that the bullying was primarily due to their appearance, envy, or because others
were stronger. Reasons that can be linked to the different forms of discrimination were less common, but they
included gender (particularly among girls), disability, and ethnicity . Again, the effort to gather data on bullying,
including the reasons that bullying has occurred, is positive, but little was highlighted in the way of combatting
this behaviour because the response is largely left up to individual schools.
A 2014 study by Université catholique de Louvain (UCL) found that children in Wallonia were bullied/harassed at
about the same rate as the rest of Europe. From the sample of students from 2nd primary to 3rd secondary, 16% of
respondents reported that they were habitually subjected to harassment and 14% reported that they were
regularly the agents of such harassment (CODE 2014). A study in bullying and victimisation in Flanders highlights
the fact that bullying and discrimination can come from teachers as well as other students (D’Hondt et al. 2015).
This treatment can also be inadvertent, which points to the need for targeted teacher training. Research in Belgium
also found that adolescents with a migrant-background in schools with a higher percentage of migrant-background
students reported less victimization (Agirdag et al. 2011). “Higher immigrant school composition may lead
immigrant adolescents to be less vulnerable to victimization (Agirdag et al. 2011) due to a shifting and
diversification of the student majority and an increase in immigrant students’ ability to protect one another or
prevent bullying of compatriots from a similar background” (Walsh et al. 2015:3). While there is little recent data
on bullying directed towards migrant children in Belgian schools, it’s important to note that Belgium (as well as
the UK, Poland, Germany, and Finland) is above the OECD average in terms of students’ self-reports and index of
exposure to bullying (OECD 2017c)10.

As stated above, freedom of school choice in Belgium can sometimes lead to segregation and inequality (Thibert
2014). In the Flemish Community, there have been efforts to combat this trend. An effort of local education
organisations has resulted in a project called School in zicht19 which encourages non-migrant families to place
their children in schools with high numbers of migrant-background children (MIPEX, 2015; OECD 2018). In the
French Community Article 70 of the 2016 Decree, which focuses on education necessities (Décret portant diverses
dispositions en matière d'enseignement), requires that by 2018 all schools have plans in place to tackle key
educational issues, one of these being “preventing discrimination, violence and harassment” (OECD 2017).

10

Italy was not included and Sweden was below average.
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Zacheus et al. (2019) conducted a study on migrants in Finnish schools in the Southern and urban parts of Finland.
They found that approximately 25 % of respondents thought that they had been bullied or discriminated against
at school, a higher percentage than in the UK and Sweden. In addition, Myllyniemi (2017) states that young people
with a migrant background faced more discrimination when compared with individuals with a Finnish background.
In the same study it was found that half of the students agreed that discrimination was widespread in Finland, and
that there seemed to be a clear link between discrimination and children’s negative feelings towards school. The
first-generation immigrants also felt that they were different from others. The research states that prolonged
feelings of otherness “tend to result in negative attitudes towards a future in Finland and weaken the likelihood
of integration” (Zacheus et al. 2019). In addition, the second-generation respondents rarely considered themselves
Finnish. Girls’ and boys’ relations about multicultural diversity was different with girls being more positive than
boys.

The 2015 ISTAT report in Italy shows that over 50% of interviewed children aged 11-17 have been the victim of
some kind of offensive, non-respectful, or violent episode in the preceding 12 months. These percentages were
higher for females: over 55% of females and 49,9% of males aged 11-17 experienced bullying once in a year, while
20,9% of females and 18,8% of males experienced bullying on a monthly basis. The percentage of children who
experienced bullying once or more per month decreases with age11. At all school levels, among migrantbackground children, males were more frequently exposed to bullying than females (Survey on bullying and
cyberbullying, Audition of the president of National institute of statistics, ISTAT, 2019, gov.it. (n.d.). Among
children living in affluent areas there was a lower percentage who suffered from bullying (50,3% in the 12 months
preceding the interview) versus those who lived in poorer areas where the rate reached 55,4% (ISTAT 2015). The
2019 ISTAT survey (ISCED2 and 3 schools) with migrant children shows that they suffer from bullying more
frequently than Italian children. Migrant children reporting having been bullied at least once in the preceding
month was 17% higher than that of the Italian control group.
In Poland, there was little available data on these issues, so what’s provided here is information gathered
informally from NGO workers. According to NGO’s12 working with migrant youth in Poland, these young people
often experience low self-esteem and frustration. A number of different reports13 show that children with
migration experiences suffer from a great deal of discrimination, bullying, and violence. Young Poles express a
great deal of prejudice and engage in hate speech against refugees - especially through social media, but also in
schools (Hall and Mikulska-Jolles 2016; Winiewski et el. 2016). 14 Name-calling, ridiculing, bullying, and even events

11

There was also regional variation

In several places in this report, the Polish team provides information gathered informally from NGO workers,
who at that time requested that their names or affiliations not be shared. Those persons could be further
interviewed in the qualitative part of the project.
13 The research the report is based on was not realized in schools but shows attitudes of young Poles in general.
The report presents research results for the years 2014-2016.
12
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of physical violence often do not meet with an appropriate response from teachers15. A report prepared by the
Ombudsman’s office and ODIHR/OBWE investigating the situation of Ukrainians, Muslims and Sub-Saharan
migrants living in Poland shows that the number of migrants affected by hate crimes is rising and this affects their
everyday behaviours and feeling of safety. Migrants report avoiding the of use of their native languages in public,
avoiding clothing associated with Islam, and even trying to mask their skin colour16. More research in this area
would likely lead to more good practices in terms of combatting such behaviour, but for now there is little to
highlight in terms of concrete actions against bullying and discrimination.
While it is clear that bullying is a problem for children, and migrant children in particular, in all the partner
countries, the responses to this problem vary. In some cases, there are laws and national level policies, while in
other cases the approach is less centralised. Bullying makes children feel othered and, in some cases, unsafe. A
feeling of safety can be an important aspect of belonging (May 2013) and therefore responses to bullying can
impact integration. Once again, a great deal of responsibility rests with teachers who are the school personnel
most likely to witness bullying and who are best positioned to respond and create a culture of ‘non-acceptance’
of bullying behaviour. This is, however, a sensitive and complicated issue and requires particular training and this
should be supported and offered in some way by the various actors involved in the educational system: the local
school, the school network, the local govt. etc.). More detailed and rigorous data gathering and research in this
area is also needed to support targeted measures to country discriminatory behaviour and bullying.

4.1.2 Teacher Training and Support
All the partners cited teacher training as an area for improvement and something that had the potential to greatly
enhance integration outcomes for migrant students. Teachers are often in closer and more consistent contact
with migrant children than any other service providers (such as social workers, healthcare workers, interpreters,
etc.) and they have to work with diverse groups of students – in terms of cultural and educational background. A
great deal is expected of teachers with regard to supporting the integration of migrant children and working with
migrant families. The support and training for teachers, however, is often limited. In general, teacher training
initiatives are typically a local or regional responsibility (and in Germany it is mostly left up to the individual states).
In Finland, however, continuing education for teachers in cultural and language responsiveness is funded at the
national level17 and teachers have a great deal of autonomy in their work, but there is less flexibility in training
initiatives.

15http://geremek.pl/assets/files/Powroty/nielatwe_powroty_raport_koncowy.pdf

(access
10.07.2019).
https://tea.org.pl/userfiles/raporty/tea_raport_www_final.pdf (access 10.07.2019).
16https://www.rpo.gov.pl/pl/content/jedynie-5-przestepstw-motywowanych-nienawiscia-jest-zglaszanych-napolicje-badania-rpo-i-odihrobwe (access 10.07.2019).
17 http://dived.fi/
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In the UK, there are several initiatives of note in terms of training teachers to support and work with migrant
background children. There is a push to hire teachers with a migrant background in order to improve the cultural
competence of the teaching force (Manzoni and Rolfe 2019) and some researchers have suggested that this could
positively impact students’ sense of belonging (Katsarova, 2016). In England and Wales the Teacher and Training
Agency (TTA) introduced measures to make “the teaching profession more accessible, attracting more ethnic
minorities to the profession” (Manzoni and Rolfe 2019:15). The OCED, however, stresses that this initiative cannot
stand on its own. To effectively teach and support the integration of migrant children, all teachers should be
trained and properly supervised and supported to work with this population (OECD report 2015) . The National
Association for Language Development in the Curriculum (NALDIC) found that EAL18 training is still not widely and
dependably accessible across the nation (European Commission, 2019).The Schools White Paper (DFE 2011,
online) included proposals to support EAL pupils. The aim would be to ensure that the skills needed to better teach
this population would become part of the core teaching skills that teachers must acquire (Manzoni and Rolfe
2019:15), which would be a good practice and help increase the number and distribution of properly trained
teachers.

In Poland, there are several NGOs and local authorities that offer programmes aimed at educating teachers in
methods for working with migrant children. The majority of these programmes are sporadic and their existence
relies mostly on external funds (e.g. EU funds, Norway grants, Batory Foundation, OSF, etc.) or current political
priorities. Among the biggest NGOs focusing on these topics is the Centre for Citizenship Education which focuses
on the education of the Polish teachers through projects like “Let’s talk about the refugees. Club of the Good
Conversation”. Jagiellonian University, Akademia Ignatianum, The Maria Grzegorzewska University and Białystok
University offer postgraduate studies that train teachers to work with refugee pupils. Several certificates in
working with migrant pupils are provided by NGOs - such as the Foundation for Social Diversity (FRS), Ocalenie
Foundation, The Rej Foundation, CEO or Antidiscrimination Education Association (TEA) - and some teacher
education centres (e.g. WCIES in Warsaw). Local teacher training centres also organise trainings on a regular basis
and these touch on multicultural challenges. One downfall is that these programmes rarely offer support/training
for communicating with and including migrant families in the education of their children, something that could
benefit all teachers in all the country contexts.
Two teacher training programmes in Belgium tackle key problems in the school system. Recent legislation in the
French community of Belgium requires teachers to undergo “continuous professional development” and has
increased the amount of yearly compulsory training as well as improved opportunities for additional voluntary
training which may cover topics that relate to teaching migrant-background children (OECD 2017a:10). Since the
year 2000, intercultural education has been included as a key part of teacher training and it includes a focus on
how to be aware of discrimination in diverse classrooms (MIPEX 2015, OECD 2018). Teacher awareness of

18

English as an Additional Language
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discrimination is an important first step in combatting such situations and bettering the overall condition of
migrant background and minority pupils. In the Flemish Community, a main focus is on the even distribution of
experienced teachers across Flemish Community schools (OECD 2017). The lack of teachers experienced in
working with migrant background students is key area of concern in terms of the integration and academic success
of migrant children . While not targeted specifically at migrant children, they are likely to benefit from the wisdom
and techniques that these teachers can share with colleagues and students alike.

There are several institutions in Finland that offer continuing or additional education for teachers who teach
migrant students or Finnish as a second language. Some of the courses are provided by the Finnish National
Agency for Education (EDUF) and the Regional State Administrative Agencies (Regional State Administrative
Agencies 2020) and some private institutions and open universities offer some courses and lectures on these
topics. When it comes to offers from private institutions or consultants, their services are usually purchased by a
municipality, or else the participants pay for themselves. Many of these additional courses, however, are held in
Helsinki so they aren’t necessarily accessible to the majority of teachers. Currently, there are no national
standards as to what should be included in these additional training programmes.

In Germany, Sweden, and Italy the local initiatives highlighted for teacher training focus mostly on language
teaching. In Germany, the university regulations for the qualifications of prospective teachers varies by state, as
does the content of these studies. In general, however, aspects of intercultural education, language acquisition,
language promotion and multilingualism are already addressed in teacher training. Increasingly, there are
programmes in which teachers are given further training in "German as a second language" (“Deutsch als
Zweitsprache”). An important point is that the Federal Ministry of Education and Research's “Qualitätsoffensive
Lehrerbildung” ("Quality Offensive for Teacher Education") programme aims to further develop teacher education
regarding the heterogeneity of pupils and inclusion in the classroom. This is key training that all teachers can
benefit from and that, as a result, can benefit the classroom experience all of pupils, migrant and non-migrant
alike.
In Italy, there is an emphasis on trainings targeting how to work in multicultural and multi-lingual settings, but it
still appears that there is little sensitivity toward multicultural issues (Bellino et al. n.d.). This is why the languages
and cultures project (2010) was so significant. The aim of this project was to elaborate regional level methods and
materials which would be useful to teach migrant children the Italian language, while also preserving children’s
competence in their mother tongues. It focused on multicultural issues and the valuation of a child’s background
while also helping teachers to impart the necessary Italian language skills. Showing respect and appreciation for
migrant children’s backgrounds is an important way to help them feel a sense of belonging and to engage them in
their studies.
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Teacher training offers a unique opportunity that other programming does not. Through teachers, all pupils can
be reached. Whereas other programming, in its design and targeting, may inadvertently omit children who could
benefit from such programming, teachers can apply what they’ve learned to any and all children within their
purview. Teachers have in-depth first-hand knowledge of the make-up of the school population and the needs of
their students. They also have the ability to treat children who are officially, ‘non-migrant’, as children who have
the same needs as migrant children. It is therefore crucial to focus time and attention on the needs of teachers to
address gaps in competences that could allow them to better support the integration of children in their classes.

3.1.3 Mentoring
Pairing migrants with non-migrant counterparts in order to promote cultural exchange and to allow both parties
to build diverse cultural capital, has proven to support integration and have benefits for young people and for
adults in the labour market (Dubois et al. 2002; Månsson and Delander 2017). This type of targeted one-on-one
attention is valuable for both parties, and offers the migrant a chance to gain first-hand knowledge of the local
context. Mentoring programmes are becoming popular tools to support the integration of migrants, particularly
migrant children, both inside and outside of school settings. The positive outcomes of projects like Intercultural
Mentoring Tools to Support Integration at School – INTO (2013-2015) bode well for the impact of mentoring
approaches in schools. INTO reviewed pilot programmes in several countries that used a peer mentoring approach
where migrant background students (aged 13-19) were trained and then paired with younger migrant students in
order to support them both socially and in their school work. Participants in the UK for example, cited having made
new friends and benefitted from increased levels self-confidence (Messiou and Azaola 2018). A secondary school
in Genova, Italy (in collaboration with the Università per Stranieri di Perugia) has implemented a programme, Ti
parlo? Mi parli? (2010), aimed at promoting the social inclusion of migrant children to prevent early school leaving.
The objectives are to promote students’ learning competences, social and civic competences, cultural awareness
and expression. It aims to orient migrant children in their new surroundings, introduce and promote the value of
different cultures and create a space for mediation and exchange between cultures (Provincia di Genova n.d.).
Indeed, these types of mentoring programmes often reach beyond the classroom, as is the case In Sweden and
Germany where student mentorship programmes provide mediators who promote communication between
school personnel, students and families and provide holistic support. The potential benefits of mentorship
programmes are only just beginning to come to light and are certainly worth further investment and
implementation.
4.1.4 Cultural Programming
Cultural programming is seen as a strength in Germany, Sweden, and Finland, and it is built directly into the
curriculum. Indeed, in places like Finland, where teachers have a great deal of autonomy to organise their
instructional aims, cultural programming in classrooms is rarely documented because it is seen as a commonplace,
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routine activity. In other contexts, however, there is a greater need for programming targeted at building
intercultural awareness and the valuing of cultural diversity. In Italy and the UK this issue is seen as weakness in
the school setting, but there are efforts to change this. In the UK, a great deal of focus is on combatting school
segregation, but cultural awareness and cultural programming are slowly being incorporated into mainstream
activities in schools through debates, writing and reading exercises (Eustice 2012). Incorporating the valuing of
cultural diversity and intercultural understanding into the mainstream curriculum benefits both migrant and nonmigrant students. In an increasingly diverse world, intercultural awareness should become the norm, and schools
are an ideal place for this to begin. All school subjects can benefit from the offerings of cultural diversity.
Separating cultural programming as a stand-alone subject may make it seem strange and unique, rather than
presenting it as the diffuse reality of life that it is. Incorporating it into the school curriculum also promotes the
philosophy that integration is a two-way process with adjustment and learning being necessary on both sides.

4.1.6 Achievement gap
As stated previously, migrant background children often do not perform at the same level as their non-migrant
peers, and they are also more likely to leave school early and not pursue higher education. There are many factors
that influence migrant children’s performance and whether they decide to leave school early, but initiatives
targeted directly at the achievement gap are also beneficial. Indeed, monitoring is a first step in achieving balance
for migrant children and learning how to support them in their education. In 2016, Belgium implemented The Early
School Leaving Monitor system to understand the characteristics of those who leave school early and their postschool progress (OECD 2017). This will likely lead to important insights on the strengths and weaknesses of school
programming and approaches. In terms of combatting early school leaving in Italy, there are two programmes to
highlight. The Casper project (2016/18) is funded by AMIF (asylum, migration and integration fund) and was
instituted in the Emilia Romagna Region. It promotes the social inclusion of migrant children, the improvement of
Italian language teaching, and knowledge of cultural identities, and promoting the active involvement of families
(Regione Emilia-Romagna n.d.). It realises that all of these elements are necessary in children’s wellbeing in schools
and overall school achievement. Targeting one element alone, while potentially beneficial, is not as effective as
taking a holistic approach to children’s education. In 1999, the UK government initiated the Ethnic Minorities
Achievement Grant (EMAG). As the name states, this is a programme targeted at helping children with an ethnic
minority background, and those with English as an additional language, to improve their educational outcomes.
The funding is dispersed to local authorities who are in charge of hiring the teachers who will work with ethnic
minority students (Manzoni and Rolfe 2019: 10) and therefore those who have first-hand local knowledge of needs
and gaps can put the money to the best use.

4.2 Outside Practice and Supports
4.2.1 After-school and Extra-Curricular Programming

| P a g e | 29

Child-Up

Child-Up
Support for migrant children does not end with the end of the school day. In fact, after-school programming can
be a key resource in migrant children’s integration. These programmes often take place on school grounds and
may be run by school staff, thus being an extension of the school experience. Others, however, are provided by
NGOs and social cooperatives. Programming provided by outside organisations offers opportunities for actors with
more expertise in integration to work with migrant children. Alternatively, programming run by schools may allow
teachers to further the goals of their curriculum and the attainment of certain school objectives. Again, the efficacy
of these programmes are hard to measure, both in terms of reaching the target population and in terms of
integration outcomes. They do, however, provide an important opportunity where integration in schools can be
positively impacted. Typically, the aim of these programmes is to support children academically, but there is also
programming directly targeting integration or other aspects of children’s wellbeing.
Who provides after-school programming for children in each partner country
Country

Schools

Outside organisations

Belgium

x

x

Finland

x

x

Germany

x

x

Italy

x

Poland

x

Sweden

x

x

United Kingdom

x

x

All schools in the UK are encouraged to provide extra-curricular programming. In England specifically, the
government published a policy for ‘Wraparound and holiday childcare’ in 2016. The policy was intended to support
parents who work longer hours. Not all schools provide these services directly, and sometimes it is outsourced to
other providers. After-school clubs are regulated by the Office for Standards in Education, Children's Services and
Skills (Ofsted) because they benefit from some degree of governmental funding. Their implementation, however,
is patchy and there is great deal of variation in what is offered. A research study by the Nuffield Foundation
(Callanan et al. n.d.) found that extra-curricular clubs within schools were attended equally by disadvantaged
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children and children from more privileged backgrounds. This contrasted with after-school activities19, such as
sports and music clubs, where children from privileged backgrounds were far more likely to participate and
disadvantaged children were underrepresented. While it is positive that there are many options for children to
take advantage of after school, it’s incredibly important to have widely accessible school programming after the
school day has ended. Because these programmes are free of charge, they are more widely accessible and provide
a space for migrant and non-migrant pupils to mix socially. Again, migrant background pupils are not universally
disadvantaged, but they do often fall within this category and so it’s essential that they can benefit from
programming that is equally accessible to all children.
In Sweden, extra-curricular programming has less variation. The most common programme is ‘school-age educare’
for children up to age 13. This programme is governed by national level curricula, but organised at the municipal
level or even by charter schools. School-age educare is intended to complement compulsory school by offering
recreational and learning activities and the educators who run these programmes have similar training and
expertise to that of classroom teachers (Curriculum for compulsory school and school-age educare). The
programme is voluntary and caregivers pay a fee for each child who participates, but the fee can be reduced based
on family size and income. The programme, while currently the responsibility of the education sector, is still
considered to be part of the welfare system in Sweden (Klerfelt and Stecher 2018), thus highlighting its treatment
as an important contribution to all children’s wellbeing and education. Considering that approximately 84% of
children between the ages of 6-9 are enrolled in after-school educare (The Swedish National Agency for Education,
2018) the programme appears to be widely accessible. Unfortunately, this programming is not available for
students above the age of 13, and thus newly arrived adolescents cannot benefit from these offers and how they
can support one’s integration. A less common form of after-school programming, and ones that are directly aimed
at supporting school integration, are complementary school programmes in multicultural areas. These are
financed by donations and organised by volunteers who are often teachers with a migrant background. Often,
they can provide some form of culturally informed education. In the city of Malmö, for example, there are several
complementary programmes with different aims: to help children with homework; to help children to explore
cultural heritage by focusing on aesthetic forms of language and culture; and teaching religion, history, language
and culture (Bouakaz 2018). Having options of both academic and culturally centred programming is certainly
complementary to the school day and increases the chances for cultural understanding and student integration.
In the case of Germany, a large portion of schools are only ‘part-time’ and so ‘after school’ programming looks
somewhat different. For the purposes of CHILD UP, the focus is on full-time schools, which offer several activities
and additional courses after regular lessons. Statistically, full-time day schools more often are attended by
migrant-background students and research shows that these schools, and their offers, do not generally affect the
integration of migrant background students (Deutsches Jugendinstitut 2012). After-school opportunities include
many different courses and programmes. In addition to the regular offers, there are also activities such as camps,
19

Provided by actors other than the school
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seminars, sporting events, youth clubs, adventure playgrounds and youth farms. These offers are open to all young
people and are free of charge – again containing two important elements: accessibility and the possibly for mixing
of migrant and non-migrant children.

In Finland, the municipalities are encouraged to organise morning and extra-curricular activities for the 1st and
2nd graders. These sessions are also open to pupils with special needs from any grade. 98% of municipalities
arrange afternoon activities for the youngest pupils, which bodes well for wide accessibility. Unfortunately,
morning activities are less common. Compared with other countries, the Finnish school day is relatively short, so
these after and before school activities are all the more necessary. Municipalities are responsible for the
organisation of these activities, but the aims are laid out in the Finnish Basic Education Act. Some of the aims
include: promoting the well-being and equality of children in society and preventing exclusion (OPH, morning and
afternoon activities). For older children, there are other types of afternoon activities. Children in grades 1–6 may
engage in activities that are homework-centred or that focus on play, socialisation and skill building. Club activities,
while based on the goals of the school, are developed in collaboration with the pupils. Including the pupils in the
organisation and planning of activities is a useful way to ensure ‘buy-in’ from the students, but also supports
integration through self-directed learning methods – a key aim of the CHILD UP project.

In Belgium, there are some version of homework assistance programmes in both the Flemish and French
Communities. These are places outside of school where students can go for extra help with their school work and
in learning study strategies. In the Flemish Community there are student counsellors who can offer support, and
also the Centra voor Leerlingenbegeleiding (CLB – student support centres for Dutch speakers). For Non-Dutch
speakers in primary and secondary school, there are community centres that offer Dutch immersion courses. In
the French Community, the "écoles de devoirs" (homework classes) are places where children can choose to go
after school and which have the aim to “work on the social and cultural development of the young people by
helping them with their homework” (Brussels Capital Region n.d.). The mixing of both curricular and cultural aims
is a useful holistic approach to children’s education and can benefit both migrant and non-migrant children.

In Italy, after school programmes are mostly dedicated to homework and are often widespread, as is the case in
Emilia-Romagna. They are generally successful in supporting children’s school performance and are usually run by
social cooperatives, organizations and associations, such as Reggiana Educatori cooperative in Reggio Emilia, or Il
Girasole cooperative in the province of Modena. These are not targeted at migrant children, but are for all children
who experience difficulties in their schoolwork. While this is useful in supporting school performance of migrant
children, and perhaps having an influence on the achievement gap, more programmes targeting socialisation,
mixing, and intercultural understanding could support the integration of migrant background-children in schools.
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After school programming in Poland is provided mainly by NGOs (e.g. Foundation Ocalenie, Stowarzyszenie dla
Ziemi), and can have varied aims. One example is organized by Foundation Ocalenie, which is an organisation that
supports refugee, immigrants and return migrants in Poland. It runs the Assistance Centre for Foreigners in
Łomża20 (close to a centre for foreigners21) to provide support through cultural mentoring with a Russian or
Chechen speaker, as well as psychological and legal assistance. There are also programmes that assist children in
learning Polish and offer homework assistance. While this assistance is useful, it is mainly offered by volunteers
who might not have qualifications in education, which contrasts with the Swedish educare system where those
offering support have undergone training similar to that of teachers. During the holidays, camps and integration
activities are also offered, which can be effective ways to support the mixing of migrant and non-migrant children.
One problem, which is highlighted by the debate on how to define ‘migrant’ and ‘migrant background’, is that
targeted support programmes may not reach children who could benefit from them. For example, there is a
difference in support for ‘Polish youth’ and ‘migrant youth’ despite the fact that many children in these categories
may face the same problems and are all in the process of learning the Polish language. Migrant is a diverse and
broad category, and yet its definition may still leave out people whose circumstances and daily life experiences
are those of a migrant. While national level policies may be less flexible, it is important that local level initiatives
can be tailored to the needs of the specific population and consider realities that may not be written into wider
policy and programming. Certainly, it is essential for these types of programmes to receive national funding in
order to increase accessibility, but local level control must remain to allow for the moulding and tailoring of the
programming to meet local needs. Additionally, after-school and extra-curricular programming can be an
important resource for children in bridging programmes who are separated from the mainstream school
population for much of the day. These programmes can be a way for them to begin interacting with a larger, more
diverse group of their peers.

4.2.2 Parental Involvement in Education

Research shows that parental involvement is key to children’s academic success and their wellbeing in schools
(OECD 2012; Anthony-Newman 2019) and it has evolved significantly in the Western world since the 1970s (Dom
and Verhoeven 2006). It is also typically the case that parents become less involved in their children’s education
as children grow older22. Parental involvement is built on the assumption that parents are fully informed and have
the interest and willingness to actively participate. At the same time, however, educational institutions must

20

https://ocalenie.org.pl/nasze-dzialania/pomagamy/centrum-pomocy-cudzoziemcom-i-swietlica (access 10.07.2019).

21

Centres for Foreigners are administered by The Office for Foreigners: https://udsc.gov.pl/en/uchodzcy-2/pomocsocjalna/ (access 10.07.2019).
22

This was the case with the parent questionnaires returned in WP4. Parents of younger children were much more
likely to return the questionnaires than those of older children.
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provide the conditions for parents to be able to participate. In general, parents are legally entitled to be informed
about their children’s progress in school. Parental involvement, however, is more difficult to facilitate. The
importance of parental involvement is so well understood that it is also often laid down in legislation and/or policy.
For example, parental collaboration with schools is written into the Basic Education and Early Childhood Education
Acts and the curriculums in Finland; the Italian Constitution states that parents and schools share the responsibility
for the education of children (Guidelines on parents’ participation and educational co-responsibility, 2012); in
Belgium, both Flanders and Wallonia have legislated parental involvement and the national curriculum in Sweden
states that sharing responsibility for education between caregivers and schools creates the best possible
conditions for pupils' development and learning. While it is important to bear in mind that,“parental involvement
in pedagogical activities stimulates children’s abilities and codetermines early cognitive outcomes, social
background (measured as parental education) is a more subtle but no less powerful driver of school performance
(Cebolla-Boado et al. 2016:52),” the driver that can be immediately influenced is parental involvement.
While it’s well understood that parental involvement in children’s learning is essential before formal schooling
begins, parents typically become less involved as their children progress in their education. It’s clear that parents’
attentiveness affects children’s ability to learn language and children’s “receptive and phonetic awareness” (OECD
2012), but parents are also helping children to ‘learn how to learn’ by showing them how to “plan, monitor, and
be aware of the learning process” (OECD 2012:13). When children start school, however, there is often the
expectation that teachers take over the educational duties. Studies show, however, that children benefit most
from an education that involves educational effort from the parent and school actors working together. Some of
the educational support parents can offer is simply modelling practices, such as reading, and this could also apply
to new migrants who are trying to learn new languages (even though children become adept at new languages
much faster than adults) and acquire new skills in a new school environment. Furthermore, teachers are aware of
which parents are more involved in their child’s education and teachers may therefore be more attentive towards
those students (OECD 2012). Children of involved parents also know they can come to their parents for support in
navigating school systems and may be more likely to share information about their schooling with their families.

In most cases, schools are obliged to communicate with parents by organizing at least one parents’ meeting a
year.23 Schools often have various other types of events and web-based communication tools are becoming ever
more popular. In cases where web portals are frequently used (for example, in Finland) there is the expectation
that parents are being communicated with on a nearly daily basis. There is a difference between expectation and
reality, however, and many parents – but in particular migrant parents – do not know how to navigate these
systems. Parents who are not active in these portals may appear to be uninterested or unwilling to participate in
their children’s education, when the real problem is a lack of understanding and training in the utilisation of these

23

In Germany and Finland, these meetings are organized twice a year. In Poland, it is left up to schools to decide the
frequency of these meetings, but they usually happen twice a year.
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tools. This speaks to a bigger problem in parental involvement. While it’s clear that parental involvement in
education has experienced a great deal of growth in the past decades, this evolution has come with numerous
challenges. It is important to understand the expectations on the part of parents and on the part of schools. While,
as stated above, parental participation is legislated in many cases, what’s more relevant is how this is enacted (or
not) at the local level and in individual schools. Without clear expectations and structures that guide parental
involvement, communication channels that allow for two-way communication (so the parents can also express
their desires and concerns to schools), and clear structures for the inclusion of migrant families, there can be a
disconnect between schools’ expectations of parents and how parents participate. Additionally, there is a common
tendency to regard the immigrant family as a problem rather than a resource, and schools often fail to cooperate
with and sufficiently include parents (Bouakaz 2007; Lundahl & Lindblad 2018). Progress is being made in this area,
however, and parent councils are one way that schools try to open lines of communication with parents.
In Belgium, both the Flemish and French Communities have robust parent associations and in the Flemish
Community outcomes from school inspections are published and made available on the Internet. School selfevaluations are also made directly available to parents and students. Parental meetings are organised in both
communities, but attendance varies greatly. Parents are encouraged to be part of these groups in order to be in
touch with schools and voice their opinions (Dom and Verhoeven 2006) and some version of this practice has
existed in Flanders since 1988 (Van Heddegem and Verhoeven 1998). Some schools with high concentrations of
migrant families who speak many different languages have taken to using pictograms in their communications
with parents in order to be more inclusive and to avoid misunderstandings.
In Germany, at a 2013 Standing Conference of the Ministers of Education and Cultural Affairs (Ständige Konferenz
der Kultusminister der Länder), some migrant organisations published a statement which emphasised that joint
responsibility is necessary for educational success. The needs of parents and schools were identified in this
statement and these included informing migrant parents about the German education system and calling for more
binding and more robust parental participation. The statement has resulted in various programmes and initiatives.
The problem, however, is that these programmes still do not reach many parents. This is due to many factors,
such as the language barrier, lack of capacities, etc. and the concern is that those who most need support are
those who are not reached.
In Italy, some indications about parental involvement are provided by the Ministry of Education, University, and
Research (MIUR) with the Guidelines to the Reception and Integration of Migrant Students (2014). These highlight
the importance of the relationship between families and schools during initial reception and beyond. The
guidelines stress the importance of giving information about the organisational and administrative aspects of
school life; constructing a relationship based on specific needs of families; involving families in school initiatives,
activities, parents’ associations and programming. Nevertheless, some studies conducted in Emilia Romagna show
that there are some weaknesses. In particular, some schools do not translate documents for migrant parents (for
example, forms for registration or information sheets) and some schools do not support cultural or linguistic
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mediation and interventions (Commune di Ravenna). Additionally, both migrant and non-migrant parents’
participation is inversely proportional to the school grade, being very high only through primary school (ISCED1)
and then tapering down from ISCED224.
The parent councils in Poland are an example of a very collaborative strategy. They are required to meet at least
twice a year and some of the tasks include having input on which schoolbooks will be used and parents serving as
another layer of approval for the yearly school budget and educational programmes. Unfortunately, most parents
(migrant and non-migrant alike) are not engaged and state that they do not have time to contribute to school
activities. In terms of migrant parents, plans for onward migration, as well as their migratory status in the country,
may also negatively impact their participation in their children’s education. Many migrants in Poland intend to
migrate to Germany, and in such a situation it is possible that the child’s current education is not a priority. Another
important element to consider in the Polish context is that civil society is still not fully developed. When Polish
parents migrated to Norway, for example, they had difficulty adjusting to the level of involvement with schools
that was expected of them (Ślusarczyk & Pustułka 2016). Parental involvement in children’s education is an area
that still requires growth and has not yet become an automatic and expected practice.

While it is true that sometimes parents are hesitant to get involved in their children’s education, this can be due
to a host of factors, such as language barriers, cultural differences, lack of time, lack of knowledge about the school
system, etc. Research in Finland, (Säävälä et al. 2017) shows that migrant parents, in fact, are viewed by school
staff as more willing to interact and cooperate than non-migrant parents. Finland also takes a very collaborate
approach to parental involvement in education. The expectation with web-based communication is that parents
and teachers are communicating on a nearly daily basis. Every educational institution uses a web portal or some
type of software to communicate with parents. This practice begins from when children enter municipal day care,
and the communication contain elements such as reflections on the child’s behaviour, absence/presence in class,
homework, participation in class, etc. Parents are also notified about upcoming exams and assignments and are
offered a space for private communication with teachers. The aim is to carry out all the everyday, mundane
communication through the web portals. While this level of frequent communication with parents can beneficial
for all students, the risk is that the use of the portals is becoming so commonplace that schools/teachers do not
always notice that these systems can be challenging for parents, and especially those with a migrant background
who are not yet familiar with the systems and the local language. In addition to web-based communication, there
are also phone calls and informal opportunities for communication, such as school celebrations and gatherings,
where the hope is that parents will attend and interact with teachers and other school actors. Home and school
collaboration continues until the child turns 18, but changes as children enter secondary school. In lower
24

As shown by the number of returned parent questionnaires from WP4: almost all parents returned them in

ISCED1 and ISCED2, while the level decreased in ISCED3.
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secondary school, there are parent evenings to address the parents of the same class as a group. This offers an
opportunity for parents to meet and begin building networks to support one another. In upper secondary school
and vocational institutions, parents are expected to follow their children’s school performance by signing exams
and other documents, and through the use of web portals, but they no longer meet the teachers in special
meetings unless there is a particular need. As is the case in the other partner countries, a key way for parents to
influence school matters are parents’ associations. Almost every school has one and they are a part of the Parents’
Union of Finland. Nationally, they provide support for education and take stands on questions about the education
system at both the national and local levels.

The importance of parental involvement in children’s integration and wellbeing in school cannot be overstated.
This is why parents and teachers were asked about their communication with one another during the quantitative
portion of the CHILD UP project (results forthcoming). The attempts to create partnerships, however, encounter
several obstacles such as pushback from teachers who may feel their autonomy in the classroom is threatened,
power imbalances in councils and lines of communication, and lack of targeted communication and engagement
with migrant parents. In parents’ councils, for example, it is often found that the councils may not ultimately
represent the voice of parents (as was found in Poland) (Muchacka 2013). Schools may be hesitant to support
policy that dictates involvement of parents too strongly, rather than simply adopting the practice of creating
opportunities for parental communication and involvement (such as the case in Flanders25). Additionally, parent
councils often do not reflect the make-up of the school as they are more often joined and led by ‘elites’ who have
plenty of social, economic and /or cultural capital.

With these potential shortcomings in mind, there are things that could be done in order to encourage migrant
parents’ involvement in their children’s education. While fathers are increasingly taking on responsibility in the
rearing of children, it is still mothers who tend to have the responsibility of overseeing the education of children
(Griffith & Smith 2005 ; Reay 1995, 2005). This means that mothers spend more time interacting with teachers
and schools and it’s important for schools to bear in mind that “Perceptions and practices of mothering, in
particular in relation to children’s educational matters, are discursively shaped by cultural and religious values.
Mothering is produced in response to the socially constructed expectations of how mothering work should be
done, as well as to the demands produced by educational institutions” (Jamal Al-Deen, 2019:4-5). For this reason,
it would be beneficial for schools to pay particular attention to the needs of mothers in terms of assisting them in
their involvement and inviting them to collaborate. In some cases, it could be useful to a dedicated mothers’ group

25

The umbrella organization of the Catholic schools in Flanders, Vlaams Secretariaat voor het Katholieke
Onderwijs (VSKO, the Flemish Secretariat for Catholic Education) had misgivings about a decree mandating
parental involvement. “The main problem theVSKO had with the decree was not the legislative grounding of the
participation of teachers, students, and parents in school policy. However, the VSKO was against too much
formalization of that participation. The VSKO, therefore, preferred to grant parents a ‘participation right’ rather
than a ‘participation duty’” (Dom and Verhoeven 2006:7).
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(which a school in Flanders has found to be successful) as well targeted communication for migration parents
(including translations of documents, the use of pictograms, and clear explanations of technology and the
functioning of the overall school systems and expectations of parents and students). Meanwhile, all this must be
done while respecting the autonomy, professionalism, and experience of teachers since the desire to foster
collaboration cannot come at the cost of ostracising teachers.

4.2.3 Mentoring
As expressed above, mentoring programmes have numerous benefits for both migrant and non-migrant
populations. While these initiatives are becoming ever more popular in school settings, there are also important
mentoring programmes that exist beyond the school setting and can still positively impact children’s integration
in schools. In Germany, there are several initiatives targeted specifically at refugee and asylum-seeking children.
The pilot project “jmd2start – Begleitung für junge Flüchtlinge im Jugendmigrationsdienst“ (Accompaniment of
young refugees in the youth migration service) works together with local actors, such as the Youth and Social
Welfare Office and schools, to find educational and professional offers and solutions for young refugees. This type
of triangulation of support which involves communication between schools, other support services, and the young
migrants themselves, has great potential. A holistic approach to integration and to children’s school performance
has been proven to be more effective than focusing one area of a child’s life in isolation. The more information
each party can have about a child’s challenges and wellbeing, the better they can work together to offer targeted
support. Similar mentoring programmes exist in Poland where there are several projects run by Foundation
Ocalenie which are designed to support refugee children. One example is “Knowledge to power”26 which provides
mentors to help motivate refugee children and build their self-esteem. A second mentoring programme
endeavours to create a replicable programme based on individual contact27. Local youth volunteers are paired
with newly arrived child migrants and refugees in order to help them orient to their new surroundings. There are
also activities organised and financed by the Office for Foreigners (udsc.gov.pl). They engaged organisation and
companies in supporting children with things like language learning and homework. Now this task is realized by
Open Education (http://openeducation.pl). Again, this programming is making use of a type of ‘arms around’ or
‘triangulation’ of support by involving several actors and considering children’s overall well-being in addition to
their educational achievements.

4.2.4 Early intervention

26

https://ocalenie.org.pl/nasze-dzialania/pomagamy/dzieci-i-mlodziez/wiedza-do-potegi-program-tutorskomentoringowy-dla-mlodych-uchodzcow-i-uchodzczyn (access 10.07.2019).
27

https://ocalenie.org.pl/nasze-dzialania/pomagamy/dzieci-i-mlodziez/mint-mentoring-na-rzecz-integracji-dziecicudzoziemskich-2 (access 10.07.2019).
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Offering support to children and their families in the years before children begin formal primary education is part
of a holistic approach that can aide in improving children’s later school performance. There is evidence that
preschool education is a key element in reducing inequalities in children’s educational attainment, and that the
importance of this early intervention is even greater for children whose parents are less involved in their education
(Cebolla-Boado et al. 2016). This is even more significant for migrant children whose parents are, for example,
undocumented or asylum seekers spending a great deal of time on legal battles, or whose parents are newcomers
and still struggling to become acquainted with the life and the systems in the host country, etc. This is why it is
very positive that various countries offer early education interventions with little restriction. Sweden, for example,
offers open preschool and programmes for newly arrived families. It includes a meeting place for guardians and
children, ages 0–6, and is an opportunity to develop Swedish language skills and be introduced to Swedish society.
In Germany, all refugee children under the age of five receive specially designed tools to help them learn to read
as part of the "Lesestart für Flüchtlingskinder" programme. In addition, initial reception centres receive support if
they want to use reading mentors. In 1998, the UK initiated Sure Start Local Programmes. While these were not
directed at migrant children and families specifically, this population did benefit from them. These programmes
targeted the most disadvantaged children from the most ‘high risk’ areas, and within this category migrant
background families were numerous. The services were available for children aged 4 and younger, and their
parents (Manzoni and Rolfe 2019). The programme was based on the belief that the quality of education once
children enter school is not the only significant factor that impacts their educational outcomes (Essomba 2014).
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5. Support of Home and Host Country Languages
Language learning has been found to be a crucial factor in pupils' school success and in their social integration
and future employment (OECD, 2018). The OECD found that countries where the achievement gap between nonmigrant and migrant students is smaller, and that have a reduced achievement gap between second generation
migrants and non-migrant students, are those with robust language programming. These programmes have clear
sets of standards and well-articulated goals (OECD 2006:11) and help to create the stable foundation on which
future academic success can be built. Among the partner countries, support for host country language learning
varies by country and between the different levels of education. The approaches to teaching the host country
language range from case by case support, to targeted language classes for newcomers in which they are
separated from mainstream classes just to learn the host country language, to language learning incorporated into
the teaching of various subjects. While the necessity for host country language learning is clear, there is often little
buy-in when it comes to the benefits of home language support. Some official political discourse may describe the
ability to speak other languages as an educational opportunity, but public discourse often describes it as an
obstacle to learning and integration.
In Germany, there is robust German language support, especially in elementary school. For example, there are
specific classes that are intended to facilitate children’s transition to mainstream classes by supporting German
language skills. The type and scope of support, however, varies from state to state. Language support is generally
tied to school requirements, meaning that children learn not only the language on its own, but that it is tied to
reading, writing and text comprehension. The programme “Ein Quadratkilometer Bildung” builds local alliances
where kindergartens, schools, and children/youth facilities work together. Students are accompanied long-term
so they are supported through their advancement through grade levels as well as across school transitions, e.g.
moving from kindergarten to primary school. Joint approaches to individual language training are developed to
offer a wraparound approach to students’ language learning (Stiftung Ein Quadratkilometer Bildung 2016) and are
viewed as a strong approach to language teaching. Officially, multilingualism is seen as a resource in the German
education system. At the same time, the importance of promoting German as a second language as early as
possible, and before starting school, is repeatedly underlined.

This is also the case in Belgium where the Flemish and French Communities have a keen focus on local language
proficiency. Indeed, the language situation in Belgium is complex, with three official languages and a complex
history tied to language identity. Learning the language of the different language communities is already a fraught
issue (for example, if Walloon students should be required to learn Flemish and vice versa), even before adding
migrant students’ language learning into the mix. Both Flanders and Wallonia offer separated reception education
tracks for newcomers (Okan for those going to Flemish schools and Daspa for those going to French-speaking
schools) which focus on teaching the local language. These can last for longer than an academic school year in
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order to ensure language proficiency and preparedness for entering the mainstream classroom. In both OKAN and
DASPA class, students are encouraged to speak the language of instruction even during breaks (Van Maele and

Poeze 2018:13) and might be in some way punished, intentionally or not, for use and knowledge of home country
languages (De Houwer 2007).

Language support for migrant students in Italy is intensive during the first two to three months when newcomers
benefit from Italian language learning (workshops in Italian L2). These lessons adhere to a strict timetable and the
support gradually decreases. These workshops can group together migrant students of different classes and are
organised with the collaboration of local authorities. This phase can be provided either in mainstream classes or
separately, according to the needs of the children and the teacher’s availability. Several schools do not have a
structured space dedicated exclusively to workshops of Italian. In some schools these workshops are not run by
expert language facilitators, but by mainstream classroom teachers, support teachers, retired teachers or
volunteers, who do not have any specialisation in this field (Commune di Ravenna n.d.). Ultimately, while these
classes are readily available, the quality is largely variable.
A 2015 School Census in the United Kingdom estimated that English is not the first language for 1.3 million
schoolchildren in England (Howe 2017). From the 1960s until around 2012, a great deal of funding was directed
to supporting English as an Additional Language (EAL) learners. After 2012, however, some protections for this
funding were removed and so this money can be directed to other activities that may not specially benefit EAL
learners. According to recent studies, provisions for supporting this group have decreased (NASUWT Survey 2012),
and to continue seeing positive outcomes for EAL learners it is imperative to have targeted funding for them
(Malmberg and Hall 2015:12). A similar problem is that the funding for the English as an Additional Language (EAL)
initiative, which is part of the Pupil Premium scheme, is limited in what activities it can be used to support. This
type of funding would be better used if it were flexible enough to be used at the discretion of local actors in
creative, innovative ways (Ainscow 2016). Some schools, however, still receive additional funding for language
support from their local authorities. A child lacking English as their first language is often described as an obstacle
to learning, for both the child him/herself and for other children in the class (Howe 2017). However, there is a
growing counter narrative that native English speakers should view the range of other languages spoken in a school
as a positive opportunity, and that students should be encouraged to learn more about the language and cultures
of their classmates (Howe 2017). Additionally, Personal Education Plans (PEPs) should include an assessment of
a child’s needs such as Special Education Needs (SEN) and literacy needs (Department for Education 2017). In this
guidance, the importance of learning English is highlighted, but there is also a reference stating that the plan may
include support to develop literacy skills in children’s mother tongues (Department for Education 2017), though it
is not clear how often this support is available. An issue with targeting and measuring the support for students
endeavouring to learn the host country language is how to categorise this very heterogeneous group. Accurate
data collection is essential in providing the best possible support, and the Department for Education (DfE) has
made great strides on this issue. The new system of testing English language proficiency, as assessed by teachers,
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includes five levels of language acquisition as opposed to the former system which only considered whether a
language other than English was spoken in the child’s home (Manzoni and Rolfe 2019:15). Now the categories are:
New to English, Early Acquisition, Developing competence, Competent, or Fluent (DfE 2018), which more
accurately demonstrates the variation amongst EALs.

A key component of newer migration to Poland is ‘return migration.’ A significant number of migrants who left
Poland in order to work abroad in the post-accession period28 have now returned to Poland. Their children, even
when born abroad and never having lived in Poland, are Polish citizens by birth. While this means that they are
entitled to the rights of Polish citizens, it also means they are not eligible for certain supports that could benefit
them as migrants. Additionally, the re-entry of this population to Polish society is still understudied (Anacka and
Wójcicka 2019) and so there is much that is still unknown about their education and adjustment. All children with
a migration background in Poland are entitled to extra lessons of Polish language (at least 2 hours per week) and
compensatory classes (1 hour per one subject per week). Children who are not Polish citizens can attend these
classes without any time limits (e.g. it is possible to have this support for 3 years). Children who are Polish citizens
(children of families returning to Poland), however, are entitled to these classes for only 12 months. Therefore,
children who are not considered migrants, but who have the same lack of Polish language ability as ‘migrant’
children, are not entitled to the same support. According to educational regulations, children who are not Polish
citizens and who are subject to compulsory education, are entitled to assistance provided by a person who speaks
the language of the child’s country of origin. This assistant should be employed as a teacher by the headmaster
and assistance is granted for no more than 12 months. In addition to serving as a mediator, this person should
also help migrant children in understanding the teacher and course contents. Not all schools, however, are willing
to employ these kinds of teachers and wages are usually very low. This makes it difficult to find properly qualified
(i.e. with pedagogical education) candidates (Wynagrodzenie nauczyciela wspomagającego). Once again, this
support is not available for children with Polish citizenship.

Since 2017, transition classes have been made available to migrant children in order to offer language support.
These lessons are provided individually or in small groups (it depends on the number of migrant children at school).
In the 2018-2019 school year, there were 300 pupils in such classes (gov.pl). There is an innovative method (JESPL) of teaching Polish as a second/foreign language which was developed by Małgorzata Pamuła-Behrens and
Marta Szymańska. This method details how to adapt text to a child’s needs and capabilities in a systematic way
(taking into consideration both the language used in everyday communication and the language of education).
Additionally, two projects were implemented in cooperation with the Ministry of Education and Mikołaj Rej
28

Accession period began in 2004 when 10 new EU countries (out of which eight—the Czech Republic, Estonia,
Hungary, Latvia, Lithuania, Poland, Slovakia and Slovenia were countries from the ex-Soviet Bloc).
https://link.springer.com/article/10.1007/s11614-016-0244-4
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Foundation (fundacjareja.eu/). Several publications have been released which describe the method, provide the
class guidelines, and offer adaptations of some texts for children in Primary School (fundacjareja.eu – a). A second
adaptation of this method is language related to math (fundacjareja.eu/). The authors of the method have
implemented many workshops for teachers29, but they do not have any data concerning how many teachers use
this method in their everyday work.

In Sweden, school-support for multilingual pupils consists primarily of three measures: mother tongue education,
study tutorials in the mother tongue and Swedish as a second language. The implementation of these measures,
however, is not straightforward. It is obstructed by, for instance, political ideologies, economic conditions in
individual schools and the lack of training for teachers. Newly arrived children in grades 1-9, who are unable to
follow classes in Swedish due to lack of Swedish language proficiency, may receive supervision in their mother
tongue (studiehandledning på modersmålet) or in the strongest school language (government.se). At the upper
secondary level (gymnasium) they are also often offered a place in a language introduction programme. The right
to mother tongue and Swedish as a second language education in primary and secondary school is regulated by a
School Act (SFS 2010:800 Skollagen). The right to study tutorials is regulated by the School Ordinance (SFS
2011:185 Skolförordningen) and Upper Secondary School Ordinance (SFS 2010:2039 Gymnasieförordningen).

Children in preschool in Sweden have no targeted language education, but the preschool is expected to support
their language development in both Swedish and foreign, mother tongue languages. What this looks like in
practice is up to the school headmaster. However, in spite of top down regulations and requirements , it appears
to be the competence and determination of individual teachers and schools that have the biggest impact (Otterup
2012). There are other beneficial efforts to support children in their mother tongue, such as “Tell”, which is digital
support in newly arrived students’ mother tongues. Another example is the implementation of translanguaging
practices in selected classrooms, aiming to improve the pedagogical methods for teaching multilingual children.
Educational support in mother tongue languages has been shown to suffer from serious weaknesses, however.
Namely, the lack of qualified teachers, lack of cooperation between subject teachers and mother-tongue
pedagogues, and a large variation between schools (Swedish national agency for education 2017).

In Finland, if the pupil’s Finnish/Swedish knowledge is insufficient for regular language/literature courses in
compulsory school, courses in Finnish/Swedish as a second language are offered. According to the criteria for the
division of classes and the curriculum, Finnish or Swedish as a second language is organised entirely or partially
depending on the pupil’s skill level. Officially, pupils may also attend courses in their home language, but due to
the perceived undervaluing of mother tongues, students who have the opportunity to take these courses may
choose not to.

29

In local public Teacher Training Centres.
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While most official educational discourse pays lip service to the value of the maintenance and promotion of
mother tongue language skills, this stance does not often translate into practice. Some countries have limited
structural support for these language skills – such as Germany, the UK, Belgium, and Italy – while others have more
initiatives for inclusion, but lack qualified professionals or the support of school administrations – such as in
Sweden, Finland, and Poland. While language learning is essential to school performance, and is an important
aspect of integration, the best way to promote this learning is to combine it with the promotion and maintenance
of the native languages.

Country Separated
Language
Instruction

Incorporated
Language
Instruction

Support in home
Language

Multilingualism
seen as a
Resource

Belgium

x

To some degree

Technically yes, but
questionable in practice

x

Finland

x

x

Technically yes, but
questionable in practice

x

Germany

x

x

Technically yes, at the
level of general
teaching, but
questionable in practice

x

Italy

x

x

Provision of native
language lessons
differ between federal
states
Technically yes, but
questionable in practice

Poland

x

x

Technically yes, but
questionable in practice

Sweden

x

x

Technically yes, but
questionable in practice

x

United
Kingdom

x

x

Technically yes, but
questionable in practice

x30

Technically yes, but
questionable in
practice

30

Strategies used by schools to welcome and settle migrant pupils within the school are undertaken at the level of the
individual institution and they may also change from one year to another, depending on financial constraints. As a
general, but not universal trend, it can be noted that investment to support migrant pupils is decreasing, due to
spending cuts at the national level.
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6. Conclusion
Children with a migrant background face numerous challenges in school. Clear data on the outcomes of
programming designed to help them overcome these challenges is limited, but the objectives of these
programmes are still enlightening. They can show us what governments, organisations and schools/educators
think are crucial skills and the most important ingredients for school success and children’s wellbeing. The
challenges facing migrant children in school often begin before children even enter schools. In addition to
significant delays in starting school (even more problematic for undocumented and asylum-seeking children), a
significant issue is that children may not be placed in a grade level or programme that is commensurate with their
experience and needs. In general, there is very little in the way of systematic practices when it comes to deciding
grade-level placement. Moreover, there are different approaches to incorporating migrant children into
mainstream classes, some schools offering separate programmes for language learning and teaching subjects in
migrant children’s mother tongues. School systems with these transitional programmes all aim to move children
into mainstream classes as soon as possible. This is a positive development as research shows that when children
are separated from the mainstream population for too long, it can begin to have a negative impact on children’s
wellbeing, integration and school performance (Nusche 2009, Dumčius et al. 2013).
Migrant background children would also benefit from a change in discourse around and the treatment of mother
tongues in classrooms. Knowing several languages is not universally treated as an asset and there is a lack of
support of the learning and maintenance of mother tongues. Some education systems do offer support and
programming in this area, but it is highly variable. A common obstacle is that there are not enough qualified
language teachers and people who speak the mother tongue of migrant background children. Despite this, the
discourse around the value of these languages could still be improved. This could take the form of sensitivity
training and supporting the acquisition of intercultural competences.
The challenges for migrant children continue once they are incorporated into the mainstream school system.
Across Europe, migrant children have lower school performance outcomes than non-migrant children and it’s a
trajectory that can begin early in the school career and continue throughout a child’s education (which can be
especially problematic for children in education systems with different tracks). Some of the common factors across
countries that contribute to the achievement gap include:
•

teachers having lower expectations of migrant children;

•

migrant children being subjected to negative stereotypes;

•

migrant children having significant gaps in their education;

•

migrant parents not being well acquainted with school systems and the resources that are available; and,

•

migrant children not benefiting from pre-school and kindergarten classes.
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The gaps persist through to university where migrant children enrol at lower rates. When looking at the
achievement gap, it is important to be aware that ‘migrant’ is not a homogenous category. Achievement outcomes
of migrant background children vary depending on factors such as socioeconomic standing and the educational
background of parents.
Parents and families are key components of children’s performance in school, and schools in different countries
have different ways of involving them. When it comes to migrant background children, their parents often seem
less involved or less interested, but this can be due to a lack of understanding of how the school system works,
language barriers or because school actors do not communicate in accessible ways. Some new programming
involves creating parent groups and using mediators to improve the communication between parents and schools.
Other innovative programming may target migrant children specifically or be a aimed at a broader population, but
still benefit migrant pupils. Some targeted programming includes supporting local and non-local languages,
cultural mentoring and sponsorship initiatives, the promotion of cultural awareness and holistic/wrap around
approaches to supporting migrant children which involve the cooperation of school and non-school actors.
Practices that are less targeted, but still positively impact migrant children, include initiatives such as countering
bullying and discrimination, preventing early school leaving, and increasing access to preschool and kindergarten.
The common thread running through most of these issues, is teachers. They spend a great deal of time with
children and parents and, in addition to their regular teaching responsibilities, they are expected to counter
bullying, promote integration, be culturally aware, and support language learning and home language retention.
The lack of teachers trained in ‘intercultural competence’, qualified in language teaching, and trained in teaching
speakers of other languages, was an obstacle cited by every partner country. Fortunately, some of the best
practices and innovative programming highlighted by partners were teacher training programmes. This is also an
area in which CHILD UP will be well equipped to offer support. While it is not possible to offer training for every
teacher, the ‘best dialogic’ teaching practices highlighted by CHILD UP will be available to all teachers. Therefore,
CHILD UP will have the chance to diminish the multi-faceted challenges faced by migrant children and their
teachers.
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Annexe
Forms for partners to complete
Instructions for partners: Please complete the following form with details about the situation in your country (or
if relevant your region/locality, and specify in each answer whether the whole country or region/locality is being
discussed). The form is designed to get an overview of the situation in each country and provide comparable
information. In each question, there are suggestions of areas to cover, but feel free to add additional areas that
are relevant. Ideally answers will provide a concise overview as well as useful links for follow up. There will be an
opportunity to discuss the responses for clarification purposes at a later date.
Feel free to use bullet points, but be precise. Questions below are provided to guide you.
Please Include figures/data where relevant.
Keep gender in mind while answering the questions below.
Please provide the references for sources you have cited.
Try to limit answers to each question to approximately 600 words.
Let me know if you have questions: Shannon.Damery@uliege.be
Briefly describe the schooling system in your country/region/locality. Things to consider in the
response:

Where does responsibility for education lie (national/regional level?)
•

If education is provided regionally, how much regional variation exists?

How is education funded (e.g. state funded or a significant role of privately paid for education)?

Are there conflicts between different interested parties?
•

For example, between the national government and municipalities in terms of course content,
evaluation of students, treatment of migrant students, etc?

Does the educational system include different tracks (e.g. vocational)?
•

If so at what age are children tracked and how does this impact migrant children?

At what level are parents/families/guardians required (or at least expected) to be involved in their
children’s schools? Are there issues around parental involvement or lack of involvement?
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What are the particular issues that may affect migrant/refugee/undocumented children and
families?

Are there known to be particular issues facing migrant children in schools in your country? (e.g. high
rate of early school leaving, high rates of truancy, low performance, etc.)

Have any schools/regions/localities stood out with innovative programming in terms of migrant
children and families? If so, what is the context?

How do schools get migrant families/parents involved in their children’s education and what are the
main issues surrounding this?

What is the official and unofficial stance on undocumented children (difficulty in obtaining diplomas,
teachers required or asked to check documents of children or families, etc.)?

How easy is it for migrant/refugee children to access schooling (do they have to wait/is specific
documentation needed)?
•
•
•
•
•

Are they able to access schools with the proper supports for migrant children?
Do migrant families have a choice when it comes to which school children will be enrolled in?
Do migrant children get to begin school at the appropriate age/skill levels? (for example,
sometimes newly arrived children may be placed back a few years due to the language and
difference in schools in different countries).
What support is provided for migrant children in terms of language?
Are children separated for this support or is it provided in mainstream classrooms?

What are the “bridging programs” (if they exist) for migrant children to be integrated into the school
system?
•
•
•

Who runs them?
What is the general content?
Is their success rate measured? How?
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School supports and programming:

What, if any, programs or classroom efforts exist on cultural awareness/understanding?

What after school programs exist?
•
•
•
•

Which are the most successful/most frequently used?
What are their aims?
Who runs them?
Which children/families take advantage of them?

How is language informally treated in schools? Are children allowed to speak their ‘mother tongue’ in
class, at lunch, during recreation time, etc.?

Is there discourse around bullying in schools? What are the major issues and what has been the
response? How does this impact migrant children in particular?

Is any support provided through schools to migrant parents/families for matters unrelated to schooling
(e.g. language training for parents through schools, advice services for parents through schools)?
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Do schools partner with outside entities for programming? If so, which ones and how do they
collaborate?

Please provide links to any additional resources that may be of use (ideally in English). E.g. policy
documents, research reports or evaluations (grey literature); data sources; legislation. For each
resource please give a one sentence description of the resource in question.

Is there anything else relevant to add?

| P a g e | 50

Child-Up

Child-Up

References
Agirdag, O., Demanet, J., Van Houtte, M., & Van Avermaet, P. (2011). Ethnic school composition and peer
victimization: A focus on the interethnic school climate. International Journal of Intercultural Relations, 35, 465–
473.
Ainscow, M., Dyson, A., Hopwood, L., and Thomson, S. (2016) Primary Schools Responding to Diversity: barriers
and possibilities. York: Cambridge Primary Review Trust.
Anacka, Marta, and Aleksandra Wójcicka. ICMPD, 2019, Impacts of Return Migration in Poland.
Anderson, Bridget and Scott Blinder. “Who Counts as a Migrants? Definitions and their Consequences.” Migration
Observatory Briefing, COMPAS, University of Oxford, UK, August 2015.
Antony-Newman, M. (2019). Curriculum orientations and their role in parental involvement among immigrant
parents. The Curriculum Journal. doi: 10.1002/curj.10
Belgian Directive 2000/43/CE Du Conseil Du 29 Juin 2000 Relative à La Mise En Oeuvre Du Principe De L'égalité De
Traitement Entre Les Personnes sans Distinction De Race Ou D'origine Ethnique. 2000, Journal Officiel n° L 180 Du
19/07/2000 Congres. https://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=CELEX:32000L0043:fr:HTML.
Bellino, A., Coltellacci, F., Fortini, C., Rochira, A., & Ronchetti, S. (n.d.). La diversità culturale nelle scuole medie
inferiori della città di Modena.
BMFSFJ. (2020). Bundesprogramm gegen Mobbing an Schulen gestartet. Retrieved February 21, 2020, from
https://www.bmfsfj.de/bmfsfj/bundesprogramm-gegen-mobbing-an-schulen-gestartet/130734
Bouakaz, Laid (2007). Parental involvement in school: What promotes and what hinders parental involvement in
an urban school. Doctoral thesis, Malmö university, Sweden.
Brussels Capital Region. (n.d.). Homework and study help. Retrieved February 23, 2020, from
https://be.brussels/education-and-training/duty-schools
Bundesministerium für Familie, Senioren, Frauen und Jugend. (2020, February 7). Aktion zusammenwachsen.
Retrieved from https://www.aktion-zusammen-wachsen.de/startseite.html
Bundesministerium für Familie, Senioren, Frauen und Jugend. (2020a). Menschen stärken Menschen. Retrieved
February 23, 2020, from https://www.bmfsfj.de/bmfsfj/themen/engagement-und-gesellschaft/engagementstaerken/menschen-staerken-menschen
Cahan, S., Davis, D., & Staub, R. (2006). Age at Immigration and Scholastic Achievement in School-Age Children: Is
There A Vulnerable Age?1. International Migration Review, 35(2), 587–595. doi: 10.1111/j.17477379.2001.tb00030.x
Callanan, M., Laing, K., Chanfreau, J., Paylor, J., Skipp, A., Tanner, E., & Todd, L. (n.d.). The value of after school
clubs
for
disadvantaged
children.
Retrieved
from
https://www.nuffieldfoundation.org/sites/default/files/files/resbr3-final.pdf

Cebolla-Boado, Héctor, et al. “Preschool Education as the Great Equalizer? A Cross-Country Study into the

| P a g e | 51

Child-Up

Child-Up
Sources of Inequality in Reading Competence.” Acta Sociologica, vol. 60, no. 1, 2016, pp. 41–60.,
doi:10.1177/0001699316654529.

Chiara Manzoni, C., & Rolfe, H. (2019). How Schools Are Integrating New Migrant Pupils And Their Families.
National
Institute
of
Economic
and
Social
Research.
Retrieved
from
https://www.niesr.ac.uk/sites/default/files/publications/MigrantChildrenIntegrationFinalReport.pdf

The
Children’s
Society
(2019)
Education
and
School
Good
https://www.childrenssociety.org.uk/youngcarer/refugee-toolkit/education-and-school

Childhood

report

Commune di Ravenna. (n.d.). RefER PA Rete per l'empowerment e la formazione in Emilia-Romagna per la PA FEI
- 2013 - Azione 9 PROG-104998. Retrieved February 24, 2020, from http://www.comune.ra.it/AreeTematiche/Anagrafe-e-immigrazione/Politiche-per-l-Immigrazione/Archivio-progetti-FEI/Progetto-FEI-RefER-PA

Curriculum for compulsory school and school-age educare:
https://www.skolverket.se/publikationsserier/styrdokument/2018/curriculum-for-the-compulsory-schoolpreschool-class-and-school-age-educare-revised-2018?id=3984

Department of Education. (2017). Care of unaccompanied migrant children and child victims of modern slavery:
Statutory

guidance

for

local

authorities.

Retrieved

from

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/656429/UAS
C_Statutory_Guidance_2017.pdf

Department
of
Education
(2018)
Bullying
in
England
April
2013
to
March
2018.https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/7549
59/Bullying_in_England_2013-2018.pdf

Dfe.
(2014).
Promoting
fundamental
British
values
as
part
of
SMSC
in
Schools.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/380595/S
MSC_Guidance_Maintained_Schools.pdf

D’Hondt, F., Van Houtte, M., & Stevens, P. A. J. (2015). How does ethnic and non-ethnic victimization by peers and
by teachers relate to the school belongingness of ethnic minority students in Flanders, Belgium? An explorative
study. Social Psychology of Education, 18(4), 685–701. doi: 10.1007/s11218-015-9304-z
De Houwer, A. (2007). Parental language input patterns and children's bilingual use. Applied Psycholinguistics,
28(3): 411-424.

| P a g e | 52

Child-Up

Child-Up
Długosz, P. (2013). Efekt odwrócenia–przypadek polskiego systemu edukacji. Teraźniejszość–Człowiek–
Edukacja, 3.
DOM, L. & VERHOEVEN, J. C. (2006) "Partnership and conflict between parents and schools: how are schools
reacting to the new participation law in Flanders (Belgium)" Journal of Education Policy 21 (5) pp. 567-597. DOI:
10.1080/02680930600866132
Dubois, David L., et al. “Effectiveness of Mentoring Programs for Youth: A Meta-Analytic Review.” American
Journal of Community Psychology, doi:10.1037/e314882004-001.

Dumčius, Rimantas, Hanna Siarova, Ides Nicaise, Jana Huttova & Indré Balčaitė. 2013. Study on educational
support for newly arrived migrant children. Luxembourg: Publications Office of the European Union.

EDUF. Finnish National Agency for Education, www.oph.fi/en.
Essomba, M. (2014) Enhancing EU education Policy. Building a framework to help young people of migrant
background succeed Sirius Policy Briefs Series, Issue N 1, SIRIUS.

European Commission/EACEA/Eurydice, 2019. Integrating Students from Migrant Backgrounds into Schools in
Europe: National Policies and Measures. Eurydice Report. Luxembourg: Publications Office of the European Union.

European Commission. (2019, July 12). person with a migratory background. Retrieved February 21, 2020, from
https://ec.europa.eu/home-affairs/what-wedo/networks/european_migration_network/glossary_search/person-migratory-background_en

EURYDICE. (2020, January 22). Italia. Retrieved February 21, 2020, from https://eacea.ec.europa.eu/nationalpolicies/eurydice/content/italy_it

Eustice, K. (2012, November 7). Teaching in multicultural classrooms: tips, challenges and opportunities. Retrieved
February 23, 2020, from https://www.theguardian.com/teacher-network/teacher-blog/2012/nov/07/teachingmulticutural-classroom-advice-challenges

FairPlayer. (2019, July 19). Gegen Gewalt an Schulen und für soziale Kompetenz. Retrieved February 21, 2020,
from http://www.fairplayer.de/

Federowicz,M. and Sitek, M. (red.). Program Międzynarodowej Oceny Umiejętności Uczniów. Wyniki badania PISA
2015 w Polsce. Warszawa: Instytut Badań Edukacyjnych, 2017.

Finnish Education in a Nutshell. (2017). Finnish Education in a Nutshell. Grano, Oy.

| P a g e | 53

Child-Up

Child-Up

(FNAE) Finnish National Agency of Education. Preparatory Instruction for Basic Education. Perusopetukseen
valmistava opetus, Opetushallitus.https://www.oph.fi/sites/default/files/documents/perusopetukseenvalmistava-opetus.pdf . Retrieved from 24th of Feb 2020.

fundacjareja.eu/. (n.d.). Fundacja im. Mikołaja Reja. Retrieved February 21, 2020, from http://fundacjareja.eu/

fundacjareja.eu - a. (n.d.). W polskiej szkole. Retrieved February 21, 2020, from http://fundacjareja.eu/w-polskiejszkole/

gov.pl. (n.d.). Nauka dzieci przybywających z zagranicy w polskim systemie edukacji - Ministerstwo Edukacji
Narodowej - Portal Gov.pl. Retrieved February 21, 2020, from https://www.gov.pl/web/edukacja/nauka-dzieciprzybywajacych-z-zagranicy-w-polskim-systemie-edukacji

gov.it. (n.d.). Bullismo. Retrieved February 21, 2020, from https://miur.gov.it/bullismo

government.se. (n.d.). The Swedish National Agency for Education (Statens skolverk). Retrieved February 21, 2020,
from
https://www.government.se/government-agencies/the-swedish-national-agency-for-education-statensskolverk/

Griffith, A., & Smith, D. (2005). Mothering for schooling. New York: Routledge.

Hall, D. and Mikulska-Jolles, A. (2016). UPRZEDZENIA, STRACH CZY NIEWIEDZA? Młodzi Polacy o powodach
niechęci do przyjmowania uchodźców. SIP/Laboraorium Migracji, Raporty 1/2016.

Howe, P. T. (2017, November 21). English as a second language? Schools need to stop treating it as an obstacle to
success . Retrieved February 21, 2020, from https://www.telegraph.co.uk/education/2017/11/21/englishsecond-language-schools-need-stop-treating-obstacle/

Italy: Guidelines for the reception and integration of foreign students. (2014, February 23). Retrieved February 21,
2020,
from
https://ec.europa.eu/migrant-integration/librarydoc/italy-guidelines-for-the-reception-andintegration-of-foreign-students
ISTAT. (2015, July 15). ANNUAL REPORT 2015 - THE STATE OF THE NATION. Retrieved February 21, 2020, from
https://www.istat.it/en/archivio/164908

| P a g e | 54

Child-Up

Child-Up

ISTAT (2019). Survey on bullying and cyberbullying, Audition of the president of National institute of statistics.
https://www.istat.it/en/archive/annual+report

Jamal Al-Deen, Taghreed (2019) Motherhood, Education and Migration: Delving into migrant mothers’
involvement in children’s education. Palgrave Macmillan

KARVI, Evaluation Report on immigration education. (2019). Tiellä parempaan: Maahanmuuttajien koulutukseen
integroitumisen hyviä käytäntöjä. Karvi, Finnish Education Evaluation Centre.

Katsarova I., (2016), Integration of migrants: The education dimension, European Parliamentary |Research
Service, June 2016.
Klerfelt, Anna, and Ludwig Stecher. “Swedish School-Age Educare Centres and German All-Day Schools – A
BiNational Comparison of Two Prototypes of Extended Education.” International Journal for Research on
Extended Education, vol. 6, no. 1-2018, 2018, pp. 49–65., doi:10.3224/ijree.v6i1.05.
Koehler, C., 2017. Continuity of learning for newly arrived refugee children in Europe. NESET II ad hoc question
No. 1/2017
Lundahl & Lindblad (2018). Immigrant Students Achievement and Education Policy in Sweden, In Volante, Klinger
& Bilgili (Eds.), Immigrant Student Achievement and Education Policy. Cross-Cultural Approaches. Springer
Manzoni, Chiara, and Heather Rolfe. National Institute of Economic and Social Research, 2019, HOW SCHOOLS
ARE INTEGRATING NEW MIGRANT PUPILS AND THEIR FAMILIES.
Malmberg, Lars, and James Hall. University of Oxford Department of Education, 2015, English as an Additional
Language (EAL) and Educational Achievement in England: An Analysis of the National Pupil Database.
Månsson, Jonas, and Lennart Delander. “Mentoring as a Way of Integrating Refugees into the Labour Market
Evidence from a Swedish Pilot Scheme.” Economic Analysis and Policy, vol. 56, 2017, pp. 51–59.,
doi:10.1016/j.eap.2017.08.002.
McIntyre, J. and Hall, C. (2018): Barriers to the inclusion of refugee and asylum-seeking children in schools in
England, Educational Review, DOI: 10.1080/00131911.2018.1544115
Messiou K., and Azaola M.C., (2018) A peer-mentoring scheme for immigrant students in English secondary
schools: a support mechanism for promoting inclusion?, International Journal of Inclusive Education, 22:2, 142157

Ministero dell'Istruzione Ministero dell'Università e della Ricerca. (2018). Bullismo. Retrieved February 21, 2020,
from https://miur.gov.it/bullismo

| P a g e | 55

Child-Up

Child-Up
MIPEX (2015), “Policy indicators
www.mipex.eu/download-pdf.

scores

2007-2014”,

Migration

Integration

Policy

Index,

MIUR (2018). GLI ALUNNI CON CITTADINANZA NON ITALIANA A.S. 2016/2017.

Muchacka, B. (2013). Expert report on the characteristics of Polish primary education,
http://www.transfam.socjologia.uj.edu.pl/documents/32445283/1b4b6f7f-23da-4b60-985d-5fe63a38b957.
Myllyneimi S. 2017, ’Luottamus’ [Trust]’, in Katse tulevaisuudessa. Nuorisobarometri 2016, Vol. 189, ed S
Myllyniemi, Nuorisotutkimusverkoston/nuorisotutkimusseuran julkaisuja, Helsinki, pp. 35-47.

Nilsson & Bunar (2016). Educational responses to newly arrived students in Sweden: Understanding the structure
and influence of post-migration ecology. Scandinavian Journal of Educational Research, vol. 60, issue 4, 1-18.
Nusche, Deborah. 2009. ‘What Works in Migrant Education? A Review of Evidence and Policy Options.’ OECD
Education Working Papers 22, OECD Publishing. As of 26 August 2016:
http://dx.doi.org/10.1787/227131784531.
OECD (2006), "Executive Summary", in Where Immigrant Students Succeed: A Comparative Review of Performance
and Engagement in PISA 2003, OECD Publishing, Paris, https://doi.org/10.1787/9789264023611-2-en.

OECD. (2010). Closing the gap for immigrant students: Policies, practice, and performance. Paris: OECD.
OECD (2012), Let's Read Them a Story! The Parent Factor in Education, PISA, OECD Publishing.
http://dx.doi.org/10.1787/9789264176232-en

OECD (2015), Immigrant Students at School: Easing the Journey towards Integration, OECD Publishing

OECD (2017a), Education Policy Outlook: Belgium, available at: www.oecd.org/edu/profiles.htm.

OECD. (2017b). Finding the way: A Discussion of the Finnish Migrant Integration System.
OECD (2017c) PISA 2015 RESULTS (VOLUME III): STUDENTS’ WELL-BEING – Bullying. https://www.oecdilibrary.org/docserver/9789264273856-12en.pdf?expires=1582458223&id=id&accname=guest&checksum=8E0FC47DEAAFB392C9E1A152FC2D6438

| P a g e | 56

Child-Up

Child-Up
OECD (2018), "Policies and practices to support the resilience of students with an immigrant background", in The
Resilience of Students with an Immigrant Background: Factors that Shape Well-being, OECD Publishing,
Paris, https://doi.org/10.1787/9789264292093-12-en.

OFSTED
(2019).
The
education
and
inspection
framework
Sept
2019
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/801429/Ed
ucation_inspection_framework.pdf?_ga=2.184904745.1804988565.1566900508-2068723126.1544093415

OPH. (2018). Rauni Räsänen, Katri Jokikokko, Johanna Lampinen. Kulttuuriseen moninaisuuteen liittyvä osaaminen
perusopetuksessa. Kartoitus tutkimuksesta sekä opetushenkilöstön koulutuksesta ja osaamisen tuesta. Raportit ja
selvitykset 2018:6.
Perrot Philippe (2006). « La discrimination systémique dans le système éducatif français ». Cahiers de l’Urmis,
n° 10-11, décembre.
Provincia di Genova. (n.d.). CATALOGO DELLE BUONE PRATICHE - INNOVAZIONE METODOLOGICA. Retrieved
February
23,
2020,
from
http://www.istruzioneliguria.it/index.php?option=com_content&task=view&id=844&Itemid=473
Reay, D. (1995). A silent majority? Mothers in parental involvement. Women’s
Studies International Forum, 18(3), 337–348.

Reay, D. (2005). Doing the dirty work of social class? Mothers’ work in support
of their children’s schooling. The Sociological Review, 53(2), 104–115.

Rebeyrol Anne (2010). Discriminations à l’Ecole. Rapport relatif aux auditions sur les discriminations en milieu
scolaire. Paris : Ministère de l’Éducation nationale.

“Regional State Administrative Agencies.” Frontpage - Regional State Administrative Agencies, 6 May 2020,
www.avi.fi/en/web/avi-en/.
Regione Emilia-Romagna. (n.d.). Il successo di Casp-ER, tra bilanci e prospettive. Retrieved February 23, 2020, from
https://sociale.regione.emilia-romagna.it/immigrati-e-stranieri/temi/fondo-asilo-migrazione-e-integrazionefami/documentazione-fami/il-successo-di-casper-tra-bilanci-e-prospettive

Regulation of the Minister of National Education of 30 July 2015 concerning admission procedures, Dz. U. z 2015,
poz. 1202.

| P a g e | 57

Child-Up

Child-Up
Regulation of the Minister Of National Education of 23 August 2017 regarding the education of persons who are
not Polish citizens and persons who are Polish citizens who received education in schools functioning in the
education systems of other countries, Dz. U. z 2017 r. poz. 1634 z pózn. zm.

Säävälä, M., Turjanmaa, E., Alitolppa-Niitamo, A. (2017). Immigrant home-school information flows in Finnish
comprehensive schools International Journal of Migration, Health, and Social Care; Hove Vol. 13, Iss. 1, (39-52.)
DOI:10.1108/IJMHSC-10-2015-0040

Salama Pierre (2010). Migrants et lutte contre les discriminations en Europe. Strasbourg : Conseil de l’Europe.
Schleicher, A. (2006) Where immigrant students succeed: a comparative review of performance and engagement
in PISA 2003 , Intercultural Education, 17:5, 507-516, DOI: 10.1080/14675980601063900 To link to this article:
https://doi.org/10.1080/14675980601063900

Secretariat of the Standing Conference of the Ministers of Education and Cultural Affairs: (Hg.) (2017a): The
Education System in the Federal Republic of Germany 2015/16. A description of the responsibilities, structures
and developments in education policy for the exchange of information in Europe. Available:
https://www.kmk.org/dokumentation-statistik/informationen-zum-deutschen-bildungssystem/dossierenglisch.html

Shah, Q. (2018) Academisation: Who now holds the key to the secret garden? Power and Education. 10 (3): 215–
232
Skolverket. (n.d.). Responsibility in School Matters. Retrieved February 21, 2020, from https://www.skolverket.se/

Ślusarczyk, M., & Pustułka, P. (2016). Norwegian schooling in the eyes of Polish parents: From contestations to
embracing the system. Central and Eastern European Migration Review, 5(1), 49-69.)

Soini, T., Kinossalo, M., Pietarinen, J. & Pyhältö, K. (2017.) Osallistamista oppimissa - kohti yhtenäistä ja
ymmärrettävää perusopetuksen opetussuunnitelmaa. In Korhonen, V., Annala, J. & Kulju, P. Kehittämisen palat,
yhteisöjen salat : näkökulmia koulutukseen ja kasvatukseen. (pp. 35-57). Tampere: Tampere University Press.

Spiess, C., Büchel, F., & Wagner, G. G. (2003). Children’s school placement in Germany: does Kindergarten
attendance matter? Early Childhood Research Quarterly, 18(2), 255–270. doi: 10.1016/s0885-2006(03)00023-1

Stiftung Ein Quadratkilometer Bildung. (2016). Was ist Ein Quadratkilometer Bildung? Retrieved February 23,
2020, from http://www.ein-quadratkilometer-bildung.org/

| P a g e | 58

Child-Up

Child-Up

The Swedish national agency for education (2016). Kartläggning av nyanlända elevers kunskaper [Mapping newly
arrived students' knowledge].
The Swedish National Agency for Education (2018). PM Elever och personal i fritidshem läsåret
2017‒2018. Retrieved 181009 from https://www.skolverket.se/publikationer?id=3941

Szelewa, D. (2010). Integracja a polityka edukacyjna. Warsaw: CSM.
http://csm.org.pl/fileadmin/files/Biblioteka_CSM/Raporty_i_analizy/2010/CSM% 20Raporty, 20.
Thibert, Rémi. Discriminations Et Inégalités à L'école. 2014, edupass.hypotheses.org/120.

Udsc.gov.pl. “Specjalne Rozwiazania Dla Cudzoziemców.” Urząd Do Spraw Cudzoziemców, Służba Cywilna,
udsc.gov.pl/.

UNICEF (2018). Education for Refugee and Asylum-Seeking Children: Access and Equality in England, Scotland and
Wales. Retrieved from https://www.unicef.org.uk/wp-content/uploads/2018/09/Access-to-Education-reportPDF.pdf
University of Turku. (n.d.). Sukella kieleen ja kulttuuriin. Retrieved February 21, 2020, from http://dived.fi/

Van Maele, D. and Poeze, M. (2018). Transcending educational boundaries: challenges to the educational inclusion
of refugees in Europe’s 2 Seas area._Kortrijk: Vives University of Applied Sciences.
Van Heddegem, I. and Verhoeven, J.C. (1998) Teachers’ representatives and their assessment of the new
Participatory School Councils in Belgium, Teacher Development.

Van Houcke, Frédérique. CODE, 2014, Harcèlement à L'école: Identification Et Pistes D'action .

‘The voice of migrant and refugee children living in Belgium.’ ‘What do you think?’ Report, UNICEF Belgium, 2018.

Walsh, S. D., De Clercq, B., Molcho, M., Harel-Fisch, Y., Davison, C. M., Madsen, K. R., & Stevens, G. W. J. M. (2015).
The Relationship Between Immigrant School Composition, Classmate Support and Involvement in Physical Fighting
and Bullying among Adolescent Immigrants and Non-immigrants in 11 Countries. Journal of Youth and
Adolescence, 45(1), 1–16. doi: 10.1007/s10964-015-0367-0

| P a g e | 59

Child-Up

Child-Up

Winiewski, M., Hansen, K., Bilewicz, M., Soral, W., Świderska, A., & Bulska, D. (2016). Mowa nienawiści, mowa
pogardy Raport z badania przemocy werbalnej wobec grup mniejszościowych. Retrieved from
http://www.batory.org.pl/upload/files/pdf/MOWA_NIENAWISCI_MOWA_POGARDY_INTERNET.pdf

Wynagrodzenie
nauczyciela wspomagającego. (n.d.). Retrieved
February
http://oswiataiprawo.pl/porady/wynagrodzenie-nauczyciela-wspomagajacego/

21,

2020,

from

Zacheus, T., Kalalahti, M. M. M., Varjo, J. T., Saarinen, M. K., Jahnukainen, M. T., Mäkelä, M-L., & Kivirauma, J.
(2019). Discrimination, harassment and racism in Finnish lower secondary schools. Nordic Journal of Migration
Research, 9(1), 81-98. https://doi.org/10.2478/njmr-2019-0004

| P a g e | 60

Child-Up

