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1. Introduction  
 

 

The researchers from MiCREATE consortium have brought together creative strategies 

and methods to promote approaches to multicultural education and improve diversity 

management in schools. A Children's Advisory Board constituted by children of different 

ages, helped to draft some of the proposals, advising on the design and development of the 

specific practises. These practises were then piloted or presented in schools with children 

of different age groups to get their opinions about the practices. The MiCREATE consortium 

finally produced five guides for teachers:  

 

• D10.3 Guide for Teachers introducing multicultural education and 

diversity management (12 practices) 
 

• D10.4 Guide for Teachers including methods for solving inter-ethnic conflicts in 

school environment (12 practices) 
 

• D10.5 Guide for Teachers consisting of art-based practices and measures for 

promoting inclusion (18 practices) 
 

• D10.6 Guide for Teachers explaining indicators of migrants’ conceptualization 

of well-being (measuring instrument) 
 

• D10.7 Guide for teachers: collection of Best Practices (15 practices) 

 

These five guides were published in a book entitled "Living in Multicultural Schools: 

Handbook for Teachers" (each guide constitutes a separate chapter). The handbook aims to 

help teachers overcome the challenges they may face when working with migrant children 

and presents them with a range of approaches and good practises that have been developed 

specifically in and for the context of the multicultural classroom. These practises are not 

meant to be prescriptive, but guidelines that can be modified and supplemented. The 

Handbook is available on the MiCREATE website in seven different languages.  Click here for 
the accessing "Living in Multicultural Schools: Handbook for Teachers” in:  

 

 

 

English 

Slovenia 

Danish 

Catalan 

German 

Spanish 

Polish 

 
This document contains the first chapter of the Handbook - Managing Multicultural 

Education and Diversity in Schools (12 practices).

https://www.micreate.eu/wp-content/img/English%20manual%20for%20teachers_june%2014_2022%20OFFICIAL.pdf
https://www.micreate.eu/wp-content/img/MiCreateHandbook_SLOVENSKA_spletna%20izdaja.pdf
https://www.micreate.eu/wp-content/img/Dutch%20manual%20for%20teachers%20OFFICIAL%2015.6.2022.pdf
http://www.micreate.eu/wp-content/img/Manual%20for%20teachers%20Catalan%20FINAL_23.5.2022.pdf
http://www.micreate.eu/wp-content/img/German%20manual%20for%20teachers%20OFFICIAL%2021.6.2022.pdf
https://www.micreate.eu/wp-content/img/MiCreateHandbook_SPANISH.pdf
http://www.micreate.eu/wp-content/img/Manual%20for%20teachers%20Polish%20FINAL%20FINAL_12.05.2022.pdf
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Prologue

In 2020, the United Kingdom’s foreign-born population reached 9.5 million, accounting 

for 14% of the total population (Fernández-Reino, 2021); 6% of the total number of 

children under the age of 18 in the UK (896,000) were foreign-born (Fernández-Reino, 

2021) and more than 3 million children under the age of 18 (28%) had at least one 

parent who was born abroad (Vargas-Silva and Rienzo, 2019). India, Pakistan, Poland, 

Romania, and the Republic of Ireland are among the main countries of birth for these 

migrants (ONS, 2020). Migrant children and children who live in immigrant families 

in the UK are therefore diverse, with nuanced, unique, and potentially distressing 

experiences of migration depending on their reasons for displacement (e.g., refugees 

escaping war), which means their needs are also diverse. Under such circumstances, 

accommodating migrant children’s needs and their integration can be challenging. 

Among the key challenges to migrant children’s integration are that they can come 

from dif ferent linguistic backgrounds with varying degrees of English language 
skills, they can lack familiarity with the educational and health systems and the 

culture of the host country, and they can also come from dif ferent socio-economic 
backgrounds, with some of them being from disadvantaged families.

Addressing and accommodating these needs through a tailored and bespoke 

approach to integration becomes pressing. Schools can of fer opportunities for 
identifying and addressing such needs (Manzoni and Rolfe, 2019) and can of fer 
ways to foster integration (Badwan et al., 2021) to ensure equal participation of all 

children and to aim to narrow gaps in outcomes. In the UK, the topic of integration in 

a school context has been widely discussed (Phillips et al., 2011). Issues of segregation 

between schools raised the government’s concerns and resulted in it pushing for the 

implementation of a number of policies and practices in schools to promote social 

cohesion (Manzoni and Rolfe, 2019). Such policies and practices included providing 

academic and linguistic support to English as an Additional Language (EAL) pupils, 

developing strategies and mentoring programmes to increase parents’ involvement, 

organising social events, workshops, and projects that give an opportunity for 
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meaningful social mixing for children from dif ferent backgrounds, and supporting 
children who are eligible for free meals. What seems still to be missing, however, is an 

approach to integration that is child-centred with policies and practices that empower 

migrant children, prioritise their voices, and consider the process of integration from 

their perspectives. In such an approach, teachers play a vital role in the successful 

implementation of these policies and practices and the successful integration of 

pupils. Nevertheless, accommodating migrant children’s diverse needs, facilitating 

their integration while encouraging them to maintain positive outlooks towards 

retaining the values of their families, and at the same time managing diverse, 

multicultural, and intercultural classrooms and keeping the process child-focused, 

can be indeed a challenging task.

This handbook of fers a guide to support teachers with the challenges they might 
face in such situations and introduces them to a set of approaches and best practices 

developed specifically in and for the context of the multicultural classroom. The 

examples compiled in this handbook were collected or designed during the European-

wide project MiCREATE: Migrant Children and Communities in a Transforming Europe. 

During their fieldwork in schools in countries across Europe, researchers developed 
creative strategies and methods to promote approaches to multicultural education 

and improve diversity management in schools. Moreover, best practices designed and 

implemented by teachers in schools are also captured in these guidelines, which were 

later revised by the researchers. Finally, a Child Advisory Board consisting of children 

of dif ferent ages contributed to designing some of the proposals and advised in the 
design and development of the concrete practices. These practices were then piloted 

or presented at schools with children of various age groups to ask for their opinions 

about the practices. Educational practitioners are asked to apply these methods to 

their school environment and adapt them to their specific contexts. These practices 
are not intended to be prescriptive but instead are guidelines that can be changed 

and added to. 
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The highly interconnected world we live in today and the increased levels of 

migration within and across Europe have led to discussions about citizenship, 

nationhood, and integration. In these discussions, the concepts of multiculturalism 

and interculturalism of ten take the lion’s share. Despite the heated debates that 
exist around these two terms, there are no clear-cut definitions of them, and the two 
terms mean dif ferent things in dif ferent contexts. However, in a normative sense, 
multiculturalism can be characterised as “a feel-good celebration of ethno-cultural 

diversity, encouraging citizens to acknowledge and embrace the panoply of customs, 

traditions, music, and cuisine that exist in a multi-ethnic society” (Kymlicka, 2010: 

98). In the European context, multiculturalism receives much backlash from scholars 

who believe that intrinsic to the term, there is an idea of separatism between 

communities. These scholars call for moving away from “multiculturalism” as a 

concept towards “interculturalism” (Muchowiecka, 2013). Interculturalism dif fers 
from multiculturalism in that it does not view non-Western cultures as completely 

distinct from the West, it allows for more “intercultural dialogue” between cultures, 

and it emphasises shared rather than distinct characteristics (Muchowiecka, 2013). 

Having clarified that, it is crucial, nevertheless, to acknowledge the role that both 
concepts play in the pro-inclusion and pro-diversity approaches. Rather than mutual 

exclusion, the two concepts can co-exist in complementarity with interculturalism 

adding to and enriching multiculturalism rather than substituting for it (Mansouri 

and Modood, 2021: 15). The latter is the stance adopted in the handbook. In the 

educational context, critically engaging and managing multiculturality and 

interculturality is vital to promoting inclusion and integration, especially for migrant 

children. Given the complexity of the multicultural and intercultural classroom, 

however, adapting practices that are transformative and that help to reflect and 
manage multiculturality and interculturality, as defined above, can be challenging.

Introduction
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In the UK, multicultural educational policies are considered important and are 

acknowledged by the government: “our society is a multicultural, multiracial one, 

and the curriculum should reflect a sympathetic understanding of the dif ferent 
cultures and races that now make up our society [… and] should reflect our need 
to know about and understand other countries” (Great Britain. Dept. of Education 

and Great Britain. Welsh-Of fice., 1977). In classrooms, aspects of equality, diversity, 
and promoting positive attitudes towards cultural diversity are key to multicultural 

education and should be reflected in the curriculum. A multicultural curriculum, 
therefore, “involves an attitude to life. It aims to promote a positive self-image and 

respect for the attitudes and values of others” (Arora, 2005: 25). Among the practices 

adapted to suit the aims of a multicultural curriculum are the incorporation of ethnic 

diversity and multicultural awareness in lessons and in subjects such as English and 

Maths, the use of resources with multicultural themes, and avoiding stereotypes in 

such resources. Despite current ef forts, these practices were criticised for being too 
simplistic and reflecting a curriculum that is shaped by colonial world views, with an 
underpinning dominant British identity (i.e., white) remaining favoured (Race, 2014). 

Developing a multicultural curriculum therefore requires decolonising to reflect the 
perspectives of both the majority and minority ethnic diversity and to move away 

from Eurocentric perspectives.

Eurocentrism is problematic as it can produce standardisation processes due to its 

implicit message: dif ferences should be ‘corrected‘. This fact may risk cancelling out 
diverse forms of subjectivity and sensitivity by leaving out the cultural background of 

migrants and people from non-European origins to become a part of the host society 

and the dominant culture. At the other end of the spectrum, a diverse school can be a 

place aimed at stimulating reflection on dif ferences between multiple realities and 
stereotypes.

Multicultural and intercultural perspectives could help remove essentialist points 

of view and open new spaces for hosting a multiplicity of subjectivities and socio-

cultural realities. Therefore, rethinking educational systems to embrace all 

students implies focusing on reframing curricula and subjectivities in the school’s 
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environment. Dif ferences connect us and contribute to enabling new projects 
for living in common more respectfully. Moreover, intercultural and multicultural 

education is for all students, not only for migrant pupils (Jalušič, Bajt, and Lebowitz, 
2019; Onsès-Segarra et al., 2020).

Nevertheless, it has been reported in many studies that the lack of training to prepare 

teachers for managing and handling multicultural classrooms can lead to issues such 

as “professional anxiety” (e.g., Gay and Howard, 2000; Dubbeld et al., 2019; Badwan 

et al., 2021). Teacher anxiety is “the experience by a teacher of unpleasant, negative 

emotions […] resulting from some aspect of their work as a teacher” (Kyriacou, 

2001: 28). Because of the lack of knowledge and skills, teachers of culturally diverse 

classrooms are at higher risk of feelings of anxiety and stress because of the new 

challenges presented to them in multicultural educational contexts. In particular, 

traditional teacher training typically focuses on how to teach native-born children 

(Dubbeld et al., 2019: 18). Additionally, the mismatched expectations between 

top-down policies and local needs can increase the pressure on teachers (Badwan 

et al., 2021: 704), which in turn may negatively af fect diverse students’ academic 
performance (Chahar Mahali, 2017). Giving agency to teachers to develop local 

practices for their specific local contexts can help reduce risks of professional anxiety, 
increase teachers’ confidence, and provide an empowering learning environment for 
pupils, which is the aim of this handbook.

This chapter contains 12 practices aimed at fostering multicultural approaches in 

education. Moreover, it provides tools and strategies for diversity management 

in primary and secondary schools. These guidelines aim to generate spaces for 

multicultural awareness in schools through collective and creative practices where 

pupils, teachers, and the rest of the educational community actively participate and 

share their knowledge to produce a more welcoming and diverse environment.
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Practice 1:  School Talks

INTRODUCTION

Similar to the idea of TED talks, ‘School talks’ involve teachers and pupils, especially 

those with migration or refugee experiences or migrant family backgrounds, 

talking about their experiences or ideas. These talks will provide an interactive 

space between teachers and pupils to discuss topics within migration studies that 

could not be addressed in regular classroom activities, promoting better learning, 

mutual understanding, and social cohesion in the class and the school community. 

The practice aims to show pupils with migration or refugee experiences or with a 

migrant family background that they are not alone with their experiences, but that 

they share more experiences with others – who are successful, for instance, in their 

jobs or training. In this way, teachers working with refugees or migrant children, 

who present their life stories and experiences, can be role models and motivate their 

students to participate and strengthen their self-confidence and self-esteem.

IMPLEMENTATION OF PRACTICE

2.1. Participants

Teachers with migration or refugee experiences and pupils aged 14–18. 

Focus on pupils with migration or refugee experiences.

2.2. Time

10–15-minute talk and 20–25-minute discussion.

One session per month (if possible, two to three times a month).

2.3. Setting

Classroom setting or, if possible, a room in the school that of fers a larger space.
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Before the School talk:
Step 1: Find a space and time for the School talk and encourage students to 

participate.

Step 2: Af ter settling the organisational matters, the teacher (or teachers) should 
reflect on what they want to share during the talk with students. The decision of 
what to share in the school talk depends on the teacher’s assessment.

Below are some recommended questions to encourage reflection. They do not all 
have to be answered or addressed; rather, they are guidelines, so teachers must 

choose the most helpful questions relevant to their students.

Questions to bring in the conversations:
•	 How did I become who I am now? What was my path from student to teacher? 

To what extent has my migration background influenced my career? What is 
the meaning of my migration background for me?

•	 What was my migration experience? Were there dif ficulties for me? What 
was helpful? And what beautiful moments did I experience?

•	 How did it feel to arrive in a new country? What were my first impressions? 
What helped me to find my way around? What did I miss?

•	 What was it like for me at school? How did my migration background af fect 
my school career? Were there situations of exclusion/inclusion? What was my 

relationship with my teachers? What was it like dealing with peers? What did 

it mean to be a migrant at school? What were my wishes?

•	 What were the relationships with other peers? Were they helpful? 

2.4. Resources

Optional images, videos, novels, stories, books, or posters can be used.

2.5. Instructions

The practice is divided into two parts. In part one, teachers (briefly) discuss their 
personal experiences and identities. They then promote active participation of the 

pupils in the subsequent discussions. In part two, teachers and pupils, especially 

those with migration or refugee experiences, participate in conversations about 

their mutual experiences. It is recommended that teachers choose topics that are 

relevant to the students and even include them in selecting topics. 
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•	 Where were these dif ficulties? What were pleasant moments?
•	 Did I feel accepted? If yes, what was important? If not, how was it, and what 

would have been helpful?

•	 What did I expect of my future? Where did I get support?

Writing down the reflection and then deciding what to share with the students 
is recommended. Once this is determined, prepare a 10–15-minute presentation. 

During the talk, teachers can present pictures or videos or share meaningful books 

or stories that have helped them to represent their migration experience. However, 

it is always the individual’s decision what to share with the students. If several 

teachers are involved, it is helpful to exchange the presentation’s content before 

it starts.

Guidelines for the ‘School talks’ session:
•	 Step 1: Decide whether participants sit in a circle or face forward during the 

presentation. Then the teacher or teachers starts the presentation.

•	 Step 2: Af ter the presentation, teachers have 20–35 minutes for discussion. 
They can invite the students to ask questions about the presentation. This 

way, teachers can see where the students’ interests lie. It is also possible to ask 

students about their own experiences. Here are some suggested questions:

- Would anyone like to share their own migration story?

- What was it like to be new to a country?

- Have any of you had similar experiences? Or were your experiences 

dif ferent?
- Has anyone experienced situations of exclusion or inclusion?

•	 During the discussion, the teacher (or teachers) can act as a moderator and 

help the students with the discussion.
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•	 Step 3: The teacher can ask follow-up questions or ask the others what they 

think of an opinion or if they have experienced similar things. Teachers 

should be mindful that discussing migration experiences can be a sensitive 

topic that migrant children may not want to speak about.

•	 Step 4: In the last 10 minutes, teachers can talk to the students about the 

next session and the topic for the subsequent sessions. Students can be 

provided with a pool of dif ferent topics and asked to choose which they like 
best. Or the teachers can ask the students which topics they would like to 

discuss. Either way, teachers can involve students in the decision-making 

process to encourage their participation and decision-making.
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3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Researchers presented these practices to children and teachers and asked them for 

their feedback. Below are their responses from children in the UK:

“I enjoy this because it helps 
people to relieve anything 

going on in their minds” 
(Child, 11–14 years old).
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This practice was developed and implemented at a school in Slovenia, attended by 

students from 27 countries. The main aim of this practice is to develop and foster a 

positive attitude towards other cultures. This is achieved by including elements of 

multicultural music in regular music lessons, enabling children from dif ferent cultural 
backgrounds to express themselves through music. It will also allow children from a 

non-migrant background to experience what it is like to learn a new language. The 

music lesson can be implemented with any child regardless of cultural background. 

Suitable songs for this activity can be those that are world-famous, such as ‘Happy 

Birthday’, so children from dif ferent cultural backgrounds will present base lyrics in 
their languages and support other children to sing them. This will help these children 

to share aspects of their culture from their country of origin.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Children of all ages.

2.2. Time

45 minutes.

2.3. Setting

Classroom setting suitable for a music class.

Practice 2:  Interculturality through Music 
Lessons

1. INTRODUCTION
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2.4. Resources

•	 Music teacher and musical instruments needed.

•	 YouTube video of lesson demonstration and interview with facilitator: www.

youtube.com/watch?time_continue=1&v=epDLUFdiUq8&feature=emb_title

Image demonstration 

(Source: www.medkulturnost.si/z-glasbo-sporocajo-da-so-vse-kulture-enakovredne).

Figure 1. Music lesson demonstration.

https://www.youtube.com/watch?time_continue=1&v=epDLUFdiUq8&feature=emb_title
https://www.youtube.com/watch?time_continue=1&v=epDLUFdiUq8&feature=emb_title
http://www.medkulturnost.si/z-glasbo-sporocajo-da-so-vse-kulture-enakovredne/
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2.5. Instructions

Before the class

This practice can be used during regular music lessons or in other settings. Before 

the lesson, the teacher should consult migrant pupils from their class about 

whether any of them would like to lead this activity. The teacher and the child then 

choose a song from the child’s language that they will present in front of the class. 

Then the two spend some time learning the song and familiarising themselves 

with it. Please note that the child might not want to sing or may be uncomfortable, and the 

teachers should be mindful of this.

During the class

Step 1: At the start of the lesson, the teacher explains to participating children that 

it is crucial to agree on a few rules for everyone to feel good and participate.

Step 2: The teacher and newly arrived child sing the song together to the children 

in the classroom and explain that they will learn it.

Step 3: The teacher/child should do a brief presentation of the song ś lyrics and 

origin, prepared by the child. It is important that the teacher supports and helps the 

child with the presentation. If the child does not feel comfortable presenting, the 

teacher implements the activity. This part of the activity is appropriate for children 

in the classroom to learn about their peers’ country, culture, language, and song. 

Therefore, the teacher can encourage other children to engage in dialogue and 

moderates the discussion.

Step 4: Af ter the discussion, the song’s lyrics in the original language are projected 
on the board, and the child teaches other children the correct pronunciation. When 

children are familiar enough with the lyrics, the teacher takes over and teaches 

them how to sing.

Possible emergent questions 

When is one at home? Is it possible to feel at home without one’s things/

belongings? Can one imagine someone who have never felt at home anywhere? 

Can one live alone? Is home a feeling? Is home a place? What is a good school?

Socratic question

What is a wish? Needs? Family? Friendship? Alone? Good/bad? Happiness? 

Sadness? Loss? Security? Challenge? Survival? Social? Justice? Value? 
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“This would be a great, great 
activity!! We can use music 
equipment like drumming, 

piano, guitar and so on!” 
(Child, 11–14 years old).

“Kids should dress up in 
their national clothes and 
also other kids should also 

try to dress up” (Child, 
11–14 years old).

3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Researchers presented these practices to children and teachers and asked them for 

their feedback. Below are their responses from children in the UK:

“It’s a great idea for 
students” (Child, 11–14 

years old).
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1. INTRODUCTION

In this activity, children and young people develop visual and textual materials 

(e.g., posters and maps) to be placed around the school (e.g., corridors, hall, and 

classrooms). The practice aims to generate multilingualism and multicultural 

awareness in schools through collective and creative practices where children from 

dif ferent backgrounds actively participate and share their linguistic knowledge 
with the rest of the school. Additionally, the practice includes pupils’ linguistic and 

geographic backgrounds, traditionally absent or not considered. The goal is to make 

the school a multicultural and welcoming place for people from other countries who 

do not know the local language.

During the implementation of the project, the whole school is involved, and various 

members of the educational community are invited to participate, including teachers, 

students, families, and the management board. Families are particularly important 

as academic work states that the active involvement of families in schools is the key to 

improving coexistence in multicultural contexts (Casanova & Rodríguez, 2009; Leiva, 

2011). This proposal is based on a dialogical perspective, through which the school 

becomes a place of exchange and collective construction of knowledge as a shared 

responsibility (Walsh, 2012: 65). In this way, children can express their agency through 

the knowledge they carry with them (languages, customs, experiences, cultural and 

religious practices, etc.). Finally, research indicates that migrant students’ languages 

and cultures have “positive ef fects on students’ well-being and proficiency level in 
school, notably about the language of instruction” (European Commission/EACEA/

Eurydice, 2019: 137).

Practice 3: “And you, how do you say it?”
 Celebrating Diversity and Multiplicity
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Below, some results are presented from a public school in Barcelona:
•	 A school in Barcelona created a display board to show the school’s cultural and 

linguistic diversity. Migrant families were invited to identify their countries 

of origin and then use a thread to connect these countries to Barcelona on the 

board. Additionally, with the assistance of children, ‘daddy and mummy’ were 

written in the child’s home languages. This is because ‘mum’ and ‘dad‘ are the 

two most common words teachers hear from children; they are also the first two 
words students learn in Catalan or Spanish.

 

Figure 2. The words ‘mum’ and ‘dad’ written in dif ferent languages. Cards are 
situated in front of a world map where the migratory route of pupils and their 

families are indicated.

•	 Students created a book together with the dialogues written in all the languages 

spoken in the class group.

Figure 3. Multilingual dialogues of the book.
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•	 Pupils created a video simulating an informal conversation, then translated it 

and introduced subtitles in all spoken languages.

Figure 4. Clip from the story.

•	 Students (with the help of their families) translated the numbers, alphabet, 

names of their class members, phrases, etc., into their languages of origin. Then 

they reflected on their similarities, dif ferences, richness, etc.

Figure 5. Craf t-based installation about languages spoken in the school.

•	 Finally, the school held an exhibition showing some of the activities carried 

out. The art installation reflected the cultural diversity of the school (including 
images of the countries of birth, families, students, etc.).
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2. IMPLEMENTATION OF PRACTICE

2.1. Participants

The whole school (including infant and primary pupils) – all working in class groups.

2.2. Time

Three months in total.

This is a bottom-up project. It may be developed through workshops.

Consider three or four sessions of up to an hour to develop each poster or installation.

2.3. Setting

Classroom setting.

School hall and corridors (for final exhibition).

Figure 6. Exhibition at the school hall.

Once the workshops concluded, the academic staf f recognised the project’s 
contribution to school life and pupils’ engagement. The school management team 

particularly valued teachers’ proactiveness and both teacher and family involvement. 

Families greatly appreciated their active collaboration during the process and the 

recognition and celebration of the cultural diversity and multiplicity of the school.
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2.4. Resources

For each workshop: one or two teachers, children with dif ferent mother tongues.
Craf t materials: cardboard, maps, magazines for collage, pictures, coloured paper, 
etc.

Audio-visual materials (if possible, especially with older children): digital photo and 

video camera.
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2.5. Instructions

Step 1: The teacher asks students what their respective mother tongues are and how 

many languages they speak. The students are invited to write a simple word (e g., 

hello, thank you, etc.) in their language.

Step 2:  Pupils will be organised in teams (around four or five children). Each team will 
produce a visual product (a poster, map, video, or visual display, depending on age 

and the manual skills).

The final product should reflect a particular idea or concept in a multilingual way. 
The students are invited to write a simple word (e.g., hello, thank you, etc.) in their 

own language.

Teachers should consider more straightforward concepts for younger children (e.g., 

to write a simple word in dif ferent languages) and complex ideas for older students 
(e.g., to generate dif ferent descriptions and explanations around an abstract concept 
related to multiculturalism, such as empathy, relation, welcoming, exchange, 

learning).

Step 3: Each team must choose the format, design the idea, and develop it (see above 

for some examples). Once they have selected the concept, children must ask other 

classmates to translate or write for them in dif ferent languages the word they have 
chosen. Older children can also do small interviews around a particular issue and 

enquire beyond the classroom to ask pupils from other courses and groups.

The teacher shall accompany the teams, help them formalise the final product, orient 
them, and foster their creativity with ideas and inspiring suggestions.

Step 4: Third, the results are exhibited in the classroom, and orally each team 

presents their poster/video/collage/map to their peers.

Step 5: Finally, the final products are installed in the school community places, such 
as corridors and halls. In this step, teams can help each other to decide on the location 

for installations. The activity can take place in dif ferent class groups simultaneously, 
during the same week. At the end of the week, all the final products will be exhibited 
in the school’s common areas.
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Practice 4: History of Nations in an Internationalised 
and Globalised era – Intercultural Perspectives on History 
and Citizen Education

1. INTRODUCTION

This practice of fers a compilation of teaching methods that enable students to learn 
more about non-European history and its important figures. The practice exceeds 

a monocultural approach. The aim is to include migrant children’s history into the 

curriculum and make migrant children feel more involved in lessons. In addition, 

the practice allows teachers to make the curriculum more multicultural, including 

relevant events and personalities throughout history, thereby accounting for the 

diversity of the student body in many European schools.

It is important when teaching a diverse curriculum that an intersectional lens is taken; 

otherwise, educators may risk alienating some pupils. An example of this can be seen 

in the excerpt below, where a child from Somalia during interviews for the MiCREATE 

project in the UK speaks about whether she feels represented in the curriculum:

Interviewer: […] Do you feel represented in the subjects you study […]?

Participant: “No. It’s mostly about … as a hijabi, and I am African, they mostly 

talk about Black UK people and how they feel, and how they were born here 

and stuf f […] And it’s like, “I’m not from here, sorry. I don’t understand a single 
thing you are talking about” (Female, aged 13).
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Below, some results are presented from Denmark:

Figure 7. Posters of historical events.

In a reception class (separate classes or lessons for newly arrived migrant pupils) at a school 

in Denmark, students learned about “Danish history in the Middle Ages (1050–1536)” 

for one week. In the first lesson, the students read a booklet made by the teachers 
about Denmark in the 13th century. Af terwards, the teacher wrote on the blackboard: 
“A picture from 1050–1536 from your country. An important event. Write 3–5 

sentences.” Then, national victories and defeats were presented on the posters – for 

example, the Polish king’s victory over the Prussian Teutonic knights in 1525, Genghis 

Khan’s conquest of Afghanistan in 1219, and the defeat of the Incas to the Spanish 

conquistadors around 1530. These events are pivotal in the history of students’ 

countries of origin, and they also seem to be necessary for the identification and 
identity work of the students. Subsequently, students presented their posters and 

discussed the selected event with their peers. Through this practice, they expressed 

and constructed their identities. 
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2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Students in a reception class or ordinary primary and lower secondary classes. The 

students in the class should have varying native countries.

2.2. Time

Consider using a full week.

The practice can be run as a feature week. This format gives the opportunity to 

include out-of-school activities/excursions.

2.3. Setting

The practice can be facilitated by the teachers and take place in the classroom.

Two teachers are needed for a feature week.

2.4. Resources

Booklets produced by the teachers, textbooks, novels, short stories, movies 

(documentaries, feature films, etc.).
The students must have access to computers, the internet, and printers for printing 

their posters.

Posters produced by the students can be exhibited in the classroom and orally 

presented to their peers and the teachers. (The students could produce vodcasts 

instead of posters). – Some examples of posters are attached below.
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2.5. Instructions

Step 1: The teacher should choose a historical period that they want their students 

to learn about, such as the Middle Ages. The teacher should then create a booklet or 

resources that detail this historical period. The students should be instructed to read 

the booklet and answer the teacher’s questions.

Questions to ask: What is a nation? In the context of citizenship education, the practice 

paves the way to discuss the relationship between cultural, regional, national, 

and global identification and how each student can balance these identities.  In 

continuation of the practice, the teacher and the students can discuss: Why should 

we, and how can we maintain commitments to our cultural communities and the 

national (and global) civic culture?

Step 2: The students should research their country of origin and its history during the 

chosen historical period. For example, students may wish to explore relationships 

between England and their country of origin during that period or how events in 

either of the countries may have impacted one another. Pupils who do not have a 

migration history can be asked to choose any country they would like to research. 

They then need to produce a poster based on their research. This information can be 

found online, and the teacher should support the students and formulate discussions 

on this topic.

Step 3: The students should orally present their poster to their peers, which can 

be exhibited in classrooms or display boards around the school to enhance others’ 

knowledge of various countries.
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3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Below are responses from Danish practitioners about their perceptions of the 

practice:

The teachers and the students of the reception 

class did appreciate and were pleased withthis practice. 

Enthusiastically, the students researched the history 

of their native countries and presented their posters 

to their peers. Due to the limited language skills of 

the students, the discussions and comparisons 

were not developed that much.
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Practice 5: Scientific Women and Rad Women 
Worldwide

1. INTRODUCTION

The activity proposes inquiry into the lives of women who have contributed to the 

history of science but who have historically been invisible or negligibly recognised 

in books. This activity brings the possibility of including new historical references 

to the school science curriculum and knowing and reflecting on women’s stories 
of oppression, resistance, resilience, and success in the STEM field. In addition, 
the practice aims to develop data search and synthesis skills, improve reading 

comprehension and writing skills, foster critical reflection from an intersectional 
approach, and generate non-Eurocentric perspectives by extending the curriculum 

references.

The practice was developed by teachers at a public school in Barcelona. The 

activity is part of the pedagogical proposal ‘Calaixos‘ (Drawers), consisting of a set 

of multidisciplinary non-guided activities (see Figure 8). Depending on the proposal, 

students develop them autonomously, individually, or in groups. One of the proposed 

activities in this framework is called ‘Scientific Women and Women Worldwide’.
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Figure 8. ‘Calaixos‘ structure in the classroom. Each drawer contains materials for a 

specific activity.

Moreover, the practice aims to highlight contributions to the STEM field of women 
from dif ferent countries and cultures. The original proposal includes two resource 
books: Women in Science: 50 Fearless Pioneers Who Changed the World by Rachel 

Ignotofosky (2016) and Rad Women Worldwide. Artists and Athletes, Pirates and Punks, 

and Other Revolutionaries Who Shaped History,” written by Kate Schatz and illustrated 

by Miriam Klein Stahl (2016). The books adopt a multicultural approach by including 

figures from dif ferent countries and cultures, and with descriptions and concepts 
translated into other languages (see Figure 9).
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Figure 9. Book detail.

Women in Science highlights the contributions of 50 notable women to the fields of 
science, technology, engineering, and mathematics (STEM), from the ancient to the 

modern world. Rad Women Worldwide features an array of diverse figures from 430 
bce to 2016 ce from 31 countries worldwide. It also includes 250 names of international 

rad women as a reference for readers to continue their research. According to the 

information provided by the publisher, this book is appropriate for grades 6–8 for 

Social Studies or English classes or as a text for a multidisciplinary unit. These books 

of fer a basis for developing the activity, and they are particularly engaging for younger 
children because they include illustrations, specific descriptions, and plain language. 
Nonetheless, the activity can be developed without these books, as described below.
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2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Pupils aged 10–17. The activity can be adapted to suit the needs of pupils of varying 

ages.

Pupils should be organised in teams (around four or five per team).
2.2. Time

Two or three session workshops (45 minutes or 1 hour for each session), depending on 

the age of the participants and the complexity of the proposal.

2.3. Setting

Classroom setting.

2.4. Resources

Books (optional).

•	 Women in Science.

•	 Rad Women Worldwide.

Computer with internet access and printer.

Craf t materials: cardboards, pencils, pens, markers, coloured papers, scissors, etc.
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2.5. Instructions

Step 1: The teacher introduces the activity by asking students if they know the name 

of any relevant scientific figures (either men or women). Students are asked to write 
the names that emerge during the brainstorming on the board. The group analyses 

the resulting list, and the teacher promotes the debate on the gender and origin of 

the scientific figures named.
Step 2: Students are organised in teams (around four or five children per team). 
Each group must choose a historical scientific female figure to develop an inquiry 
about her biographical and professional trajectory. They can be chosen from the list 

on the blackboard or from the recommended books. The teacher can also provide 

pupils with a longer list of names and short biographies of scientific women (consider 
adding a majority of non-European women).

•	 The aim is to produce a poster. The final product should provide data 
about a scientific woman’s biography, her contributions to science, and the 
contextual, historical, and social elements that led her professional trajectory 

to recognition or invisibilisation.

•	 Consider simpler formats for younger children (e.g., develop a biography and 

an overview of her contributions to science) and more complex designs for 

older students (e.g., by adopting a research approach by crossing references 

from dif ferent sources, including personal reflections and conclusions, etc.).

Step 3: Once they have chosen the figure they want to investigate, children can use 
the internet to find data about her. The teacher should accompany the teams, orient 
them in the research process, and help them formalise the final product (especially 
with younger children).

Step 4: The results should be exhibited in the classroom, and orally each team 

presents their poster to their peers. Personal reflections and debates about the role 
of women in STEM, the invisibilisation of historical female figures, and Eurocentrism 
in the history of science can be fostered by the teacher af ter the presentations.
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Practice 6:  A Guide to Teaching Children 
About Africa

INTRODUCTION 

This practice is an educational tool for familiarising children with their African peers’ 

problems and everyday lives. It allows children to learn more about Africa, reach 

reliable sources, and avoid prejudice and stereotypes. The practice aims to broaden 

knowledge about African children, their everyday life, and land of origin, prevent 

stereotyping of African children, and shape attitudes of social solidarity. The Afryka 

Inaczej Foundation uses the practice in their everyday actions. It was craf ted to be 
easily adaptable in the broad context of learning practices. It handles a wide range of 

cultural issues – from fairy tales to horror stories on sexual exploitation and children 

of war. This may also be a valuable resource for Black History Month. Please always 

seek African diaspora representatives to guide you on implementing teaching about Africa.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Primary and secondary school children.

This practice can be developed by teachers/parents/educators. If possible, guests 

from other cultures (African migrants) are welcome to participate.

2.2. Time

The cycle of several (2–5) workshops can be further developed by teachers or children.

2.3. Setting

Classroom space, any external space, or home setting.

2.4. Resources

Manual, teaching scenarios, external sources – visual, music, writing, reading, or 

singing.
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Figure 10. Example of workshop in practice.

2.5. Instructions

This practice was written by the Polish team of the MiCREATE project; therefore, 

the tool they have suggested is not available in the UK. In this case, the Polish team 

suggests that teachers contact an African diaspora in their local community to learn 

if they have formal groups working for integration. Nevertheless, even an informal 

group could be helpful in learning more about the African continent and discovering 

stories, legends, and myths that can be used during classes. Teachers can also seek 

help from parents who migrated from Africa. Teachers should verify the sources 

through reliable media – there are plenty available for free on the internet. The 

activities used to teach children about Africa should be child-centred and interactive.

•	 This website includes resources for young children (aged 3–7): www.twinkl.

co.uk/resources/places/countries-and-continents/africa

•	 This website includes resources for young children (aged 7–11): www.twinkl.

co.uk/resources/ks2-geography/ks2-around-the-world/ks2-around-the-

world-africa

https://www.twinkl.co.uk/resources/places/countries-and-continents/africa
https://www.twinkl.co.uk/resources/places/countries-and-continents/africa
https://www.twinkl.co.uk/resources/ks2-geography/ks2-around-the-world/ks2-around-the-world-africa
https://www.twinkl.co.uk/resources/ks2-geography/ks2-around-the-world/ks2-around-the-world-africa
https://www.twinkl.co.uk/resources/ks2-geography/ks2-around-the-world/ks2-around-the-world-africa
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3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Researchers presented these practices to children and teachers and asked them for 

their feedback. Below are their responses from children in Spain:

“I liked it a lot because I knew a few 

things about Africa but with this 

practice I’ve been able to go deeper 

into them. It was a good idea to bring 

somebody from Africa.”

“It helped me to 
question stereotypes on 

migrant people.”

“It helped me to reflect deeper 
about several things. Omar (the 

man who came to talk) inspired 

me a lot and now I think 

everything is possible.”

“I enjoyed the activity a lot and 

it made me reflect about a lot of 
things. I wish there were no wars, 

no conflicts, no racism, and 
no sexism anywhere.”

“I changed my perspective 

on Africa. For me it was very 

interesting.”

“I loved the activity. I think it was 

really interesting, funny, and 

useful. But I think it is necessary 

to have more time for questions 

and answers.”

“The activity made 

me reflect on cultural 
diversity.”
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Practice 7:  Black History Month

1. INTRODUCTION

Black History Month is an annual UK-wide celebration of Black British history and 

culture, set up in 1987 by Akyaaba Addai-Sebo. Originally a London-based event, 

Black History Month has since proliferated to other areas to eventually become 

a formal UK-wide celebration. Initiatives take place across the country, coming 

from formal organisations and volunteer community groups. The practice of ten 
incorporates events, talks, exhibitions, historical walks, performances, storytelling, 

or debates, incorporating Black history. The event provides an opportunity to go 

beyond the of ten white, Eurocentric focus of the school curriculum and learn about 
the histories and cultural contributions of Black people in the UK. Celebrating this 

cultural heritage is an opportunity for learning about racial and social justice, anti-

racism, and the recognition and celebration of the value of the diversity of our society.

Figure 11. School display during Black History Month.



42

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Entire school community. It can be adapted to suit all ages.

2.2. Time

It can range from a single event to a month-long celebration.

2.3. Setting

Setting depends on the format – events, talks, exhibitions, historical walks, 

performance, storytelling, or debates.

2.4. Resources

Depending on the format, a low-cost, easy-to-deliver option could be posters 

celebrating aspects of cultural history prepared by history students.

2.5. Instructions

Step 1: Depending on the school or community, this practice can be adapted to 

celebrate the cultures present within the school or wider society. Celebrating a 

cultural history or heritage month can take a variety of forms. It will require some 

research and preparation, particularly when celebrated for the first time.
Step 2: All teachers should be informed ahead of time that a cultural history 

or heritage month will be taking place. They can be asked to research relevant 

information about contributions of the community related to their subject.

•	 For example, history teachers can focus on the history of the community in 

the country, among the significant contributions of individual members of 
the community. Literature, language, art, or music teachers can present and 

discuss works by writers coming from the community.

•	 Science teachers can present important contributions of individuals from the 

community to their discipline. Moreover, educational displays can be created 

to represent the above contributions in visual forms to decorate classrooms 

and school corridors.

Step 3: The school library can display books written by members of the community, 

and, if not available in their collection, seek to purchase such books. If possible, 
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school trips can be organised to visit museums or cultural exhibits relevant to the 

community culture.

•	 Throughout the month, teachers should seek to instigate conversations 

with the pupils to create an opportunity for learning about social justice, 

anti-discrimination, and the recognition and celebration of the value of the 

diversity of our society.
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3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Researchers presented these practices to children and teachers and asked them for 

their feedback. Below are their responses from children in Denmark:

“I enjoyed the activity 
because I’ve learned about 

a lot of new stuf f.”



45

Practice 8: Rights Respecting Schools (UNICEF 
Programme)

1. INTRODUCTION

This practice invites teachers and pupils to reflect on migration and dif ferences 
between children’s universal rights. The aim is to foster critical thinking between 

children, encourage practices of coexistence and sympathy, and make school more 

multicultural and respectful for all children. The practice is based on the United 

Nations Convention of the Rights of the Child (UNCRC), which covers all aspects 

of children’s lives and their rights in a variety of domains (civil, political, economic, 

social, and cultural), as well as the responsibilities of adults in ensuring that children 

can enjoy these rights.

“Every child has rights, whatever their ethnicity, gender, religion, language, abilities or any 

other status”.

UNICEF (www.unicef.org.uk/what-we-do/un-convention-child-rights)

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

The whole school community.

2.2. Time

Continuous.

2.3. Setting

School setting. The whole faculty should be committed to children’s rights through 

the everyday conduct in the school.

https://www.unicef.org.uk/what-we-do/un-convention-child-rights/
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2.4. Resources

Materials, resources, and training can be found at:

•	 www.unicef.org.uk/rights-respecting-schools

•	 www.unicef.org.uk/rights-respecting-schools/the-rrsa/what-is-a-rights-

respecting-school

Figure 12. Convention on the rights of the child.

2.5. Instructions

•	 Becoming a Rights Respecting School requires a commitment from the 

school staf f. Teachers should familiarise themselves with the UN Convention 
on the Rights of the Child and their responsibilities in protecting children’s 

rights. This can be done by completing UNICEF training. (See www.unicef.

org.uk/rights-respecting-schools/training-and-support.)

•	 A school can appoint a Children’s Rights representative to complete the 

training and relay the knowledge to the school community in an in-house 

workshop, use of posters and leaflets, educational materials, and other 
activities, such as events, assemblies, lessons, and celebration of World 

http://www.unicef.org.uk/rights-respecting-schools/
https://www.unicef.org.uk/rights-respecting-schools/the-rrsa/what-is-a-rights-respecting-school/
https://www.unicef.org.uk/rights-respecting-schools/the-rrsa/what-is-a-rights-respecting-school/
https://www.unicef.org.uk/rights-respecting-schools/training-and-support/
https://www.unicef.org.uk/rights-respecting-schools/training-and-support/
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Children’s Day. Useful educational resources can be found on the UNICEF 

website. (See www.unicef.org.uk/rights-respecting-schools/resources.)

Steps in the path to becoming a Rights Respecting School:

To achieve Bronze Rights Respecting status:
•	 Step 1: Have the commitment needed to become a Rights Respecting school.

To achieve Silver Rights Respecting status:
•	 Step 1: Create an action plan including the resources required to support this 

commitment.

•	 Step 2: The action plan is put in place.

•	 Step 3: The school community learns about children’s rights.

•	 Step 4: The positive impact on the school life is becoming clear.

•	 Step 5: Young people begin to identify as global citizens.

To achieve Gold Rights Respecting status:
•	 Step 1: Everyone has a thorough understanding of rights.

•	 Step 2: Rights respecting attitude and language is present throughout the school.

•	 Step 3: The positive impact of rights on school life is clear.

•	 Step 4: Young people see themselves as global citizens and advocate for social 

justice.

Adapted from UNICEF (See: www.unicef.org.uk/rights-

respecting-schools/wp-content/uploads/sites/4/2018/01/

Get-to-Gold_RRSA-Journey-Poster-Jan2018.pdf.)

https://www.unicef.org.uk/rights-respecting-schools/resources/
https://www.unicef.org.uk/rights-respecting-schools/wp-content/uploads/sites/4/2018/01/Get-to-Gold_RRSA-Journey-Poster-Jan2018.pdf
https://www.unicef.org.uk/rights-respecting-schools/wp-content/uploads/sites/4/2018/01/Get-to-Gold_RRSA-Journey-Poster-Jan2018.pdf
https://www.unicef.org.uk/rights-respecting-schools/wp-content/uploads/sites/4/2018/01/Get-to-Gold_RRSA-Journey-Poster-Jan2018.pdf
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3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Below is a response from a staf f member from one of the schools in the MiCREATE 
study that had five key children’s rights selected by pupils, reflected in all school 
activities.

“There is this idea that the rights of the child are universal. We have five key rights that are 
selected by the children: the right to be safe; all children have rights; the right to healthcare, 

healthy food, and water; the right to an education; and the right to an opinion. That 

automatically opens up conversations about integration.”

Moreover, an evaluation of the Rights Respecting Schools award showed that it 

enhanced engagement and relations between pupils and staf f. In addition, across all 
schools, positive attitudes towards diversity and inclusivity were reported with the 

attitudes improving over the three years of the evaluation. Given these findings, it 
can be concluded that this is a useful practice for schools to employ to build a sense 

of cohesion.
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Practice 9: Preparation to Live in a Diverse Society

1. INTRODUCTION 

This practice was created as a tool consistent with primary and secondary schools’ 

curricula. It introduces intercultural elements to lesson scenarios to solve problems 

and conflicts present or potential for the classroom community. The practice 
focuses on introducing intercultural threads to mainstream education for dif ferent 
levels and subjects. It rewrites the entire programme for schools that host migrant 

children and requires a dif ferent educational approach due to their presence. Most 
of the problems, prejudices, and stereotypes are formed due to a lack of knowledge 

about otherness and communication constraints – such as the language barrier. 

Within this practice, children have the opportunity to discuss their own identity, how 

it is connected to the world, and how it resonates with their peers’ experiences. In 

addition, they gain knowledge about other cultures, religions, values, perspectives, 

and perceptions of society through intercultural learning that has become a part of 

the normal learning process and is natural and constant for those reasons.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Primary and secondary school students – class-size communities, mixed classes.

2.2. Time

Implemented during the course of the school year on regular basis.

2.3. Setting

The classroom environment.
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2.4. Resources

Teachers may need to attend training on intercultural knowledge.

Resources will be required to discuss topics witch children. Teachers should contact 

charities and organisations to ask for any resources or guest speakers they have 

available.

Introduced by teachers, and invited guest speakers – migrants, asylum seekers, 

cultural experts. Teachers require attendance at intercultural competence workshops 

beforehand.

2.5. Instructions

In this practice, thematic lessons or intercultural threads are introduced in regular 

subject lessons. These should be connected to the curriculum base and implemented 

through pre-created scenarios. The intercultural threads should be introduced by 

teachers and invited guest speakers – migrants, asylum seekers, cultural experts.

The intercultural issues should be introduced in blocks and consider the following topics:
−	 Personal identity.

−	 Belonging to society and cultural background.

−	 The place of living on the world map.

−	 The consequences of homogeneity and diversity.

−	 The nature of dif ferences.
−	 The feeling of being another.

−	 The understanding of culture.

−	 The external expression of one’s identity (fashion, customs, cuisine, etc.).

−	 Verbal and non-verbal interaction.

Prior to implementing this practice, teachers should first attend intercultural 
competence workshops so they have a better awareness of how these topics can 

be addressed. Teachers may also find it helpful to gain resources from NGOs and 
academic experts in the field of diversity education.
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3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Researchers presented these practices to children and teachers and asked them for 

their feedback. Below are their responses from children in the UK:

Furthermore, the practice was tested and implemented in Lublin for many years, 

positively af fecting children’s education and development, including the ef fective 
integration of children seeking asylum in Poland. It brought tolerance, empathy, 

and cultural diversity closer to children who attended classes where a programme 

of “preparation for living in a diverse society” was introduced. Children gained 

comprehensive cultural knowledge and experiences absent in regular educational 

practices. As a result, children have deepened their reflection on the means of 
intercultural dialogue, verbal and non-verbal communication, the notions of 

diversity and cultural dif ferences. They gained new attitudes towards others, 
learned cooperation in the group, and felt the need for altruism, social activism, and 

helping others. Children also had a better overview of the sources of information and 

their reliability and much better knowledge of the world.

“This is really good for 

understanding each other and how 

everyone is dif ferent. It makes it 
better if you think or talk more 

about your background as well” 

(Child, 11–13 years old).

“This school has all sorts of students 

with dif ferent backgrounds. It will 
really help people prepare and it 

will boost confidence. So, discussing 
discrimination in our world will help” 

(Child, 11-13-years-old).
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1. INTRODUCTION 

The European Youth Centre launched the praxis Cultionary within the “All 

dif ferent – All equal, Education Pack” in 1995. The practice aims to promote 
multicultural education and diversity in the school context by reflecting on existing 
cultures, identities, stereotypes, and prejudices through an art-based approach. 

Multiculturality is a reality in many schools. Therefore, the practice strives to deal 

interactively with diverse cultures and life realities. Furthermore, it is essential to 

foster mutual respect and the acceptance of apparent dif ferences. Thus, the practice 
should also contribute to an appreciative interaction with each other beyond the 

classroom.

The exercise indicates how easy it is to recall stereotypes and thoughts about other 

people – for instance, ‘foreigners. At the same time, the practice combines creativity 

with questioning one’s stereotypes. Therefore, although it may be fun, it is important 

to reflect on our ideas about others and examine how they relate to reality or 
individual impressions.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Pupils aged 13 to 18 years.

2.2. Time

Class sessions: one or two school lessons.

2.3. Setting

Classroom setting.

Practice 10: Cultionary (About Migration Concepts)
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2.4. Resources

One or two teachers who are present during the implementation and reflection of 
the practice.

Paper and pencils and a list of terms to draw on. Sticky tape or similar resources to 

hang up the drawings.

2.5. Instructions

For further instructions, please visit: http://intercultural-learning.eu/Portfolio-Item/

cultionary

Step 1: Students are divided into groups of 3 or 4. Each group gets some sheets of 

paper and a pencil and finds a place in the class where they can work well together. 
This can be done by drawing lots or counting from one to four.

Step 2: The teacher calls one student from each group and tells them a word to draw 

in their group (see below for a list of words).

List of terms:
racism - dif ference - discrimination - anti-Semitism - refugee - conflict - European - a 
person from this country - a farmer - poverty - a Muslim - a homosexual - equality 

- an AIDS-infected person- a Roma - a Japanese - a Russian - an African - human 

rights - media - a tourist - a foreigner - solidarity - a blind person - love - an Arab - a 

Moldavian - etc

•	 Note that younger children may have dif ficulties with certain terms. 
Therefore, we recommended using less complex terms for children under 13 

years.

Step 3: Back in the group, the student should draw the word without speaking or 

miming it. The other group members try to guess the word by drawing. One rule is 

that no letters, numbers, or flags may be drawn. The guessers may make assumptions 

but may not ask direct questions of the person drawing the word. It is crucial to keep 

in mind that not all students are good at drawing, and therefore the exercise might be 

challenging for some students. One way to deal with this is to tell them that the point 

is not to make a work of art but to be creative and express their thoughts visually.

Step 4: Once the word is guessed, the group should shout the word to the class and, 

as the first group to finish, get the point from the teacher (who must note the group’s 
contribution).
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•	 The other groups then also finish guessing. For each group, the word to be 
guessed is written under the drawing. It doesn’t matter if the drawing is 

complete or not.

Step 5: One person from each group is called to the teacher again, and they are given 

a new term. The process repeats until each person in each group has received one 

term.

Step 6: All the drawings are put up. Now, there is an opportunity to walk around the 

classroom and look at them briefly. Then, interpretations are compared, discussed, 
and reflected upon.

Here are some questions for the reflection:
•	 Was the exercise dif ficult or easy? Why?

•	 Look closely at the pictures on the wall and compare the dif ferent 
representations and interpretations of the same word. Do the drawings 

correspond to reality? Why might the illustrator have depicted specific 
details?

•	 Where do our images and ideas come from? Are they negative or positive? 

What impact might they have on our relationship with other people?

•	 Where do stereotypes come from? (The role of media, family, and peer 

groups can be discussed).

•	 What are the risks of stereotyping?

If possible, it is also essential for the participating teachers to reflect beforehand on what 
prejudices they might carry.
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3. STUDENT AND TEACHER PERSPECTIVE 

ABOUT THE PRACTICE

Researchers presented these practices to children and teachers and asked them for 

their feedback. Below are their responses from children in Spain:

“The activity is fun, and you 
learn a lot of things. 

I wouldn’t change anything 
because it is very 

well done.”

“I liked it a lot.”

“I liked the activity, and 
I would like you to come 

back and do more activities.”
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1. INTRODUCTION 

This practice focuses on class community, migrant children, and teachers. The main 

aim is to prepare children for the arrival of new classmates with dif ferent cultural 
backgrounds and to address multiculturality, acceptance, and mutual respect. In 

addition, it encourages communication between classroom members to ensure the 

best possible approach for the inclusion of migrant children. The practice strives to 

develop and strengthen a positive attitude among children towards themselves and 

others. It also aims to build and enhance empathy and social skills, such as paying 

attention, supporting peers and other people, and contributing to creating a good, 

positive atmosphere in the classroom.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Local children, migrant children from year 1 (or any age group the teacher deems 

appropriate) and the whole classroom can participate.

2.2. Time

45–60-minute workshop.

2.3. Setting

The workshops can be implemented in the classroom.

2.4. Resources

The book Strictly No Elephants by Lisa Mantchev. Paper and pencils.

2.5. Instructions

Step 1: The facilitator greets and explains the workshop’s rules: We listen to each other 

if we want to say something, raise our hands, respect each other’s opinions, and do not make 

Practice 11a: Workshop to Promote Social Inclusion 
and Belonging
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fun of each other. If you do not understand something, ask for help from a classmate or me.

Step 2: The facilitator tells participants that they will get up and move around the 

classroom. At first, they walk past each other in silence and stare at the ground. 
Af ter about a minute, they are told to walk around the classroom in silence, and 
when they meet someone, they look them in the eye and smile. Af ter a minute, they 
are instructed to walk and greet those they meet. If they wish, they can also shake 

hands, hug, or greet each other somehow. All greetings must be kind. Af ter a minute 
facilitator asks the following questions:

•	 How did you feel in the beginning when I instructed you to look at the ground?

•	 What about at the end when you smiled at each other and greeted each 

other?

Step 3: The next activity is dedicated to accepting dif ferences. For this part, the book 

Strictly No Elephants by Lisa Mantchev is needed.

Step 3a: The facilitator tells children that they have a storybook about a boy who 

had an elephant as a pet. Then they ask children if any of them also have an elephant 

at home? Or if maybe they know someone who has an elephant as a pet? Af terwards, they 
invite them to listen to what it’s like to have an elephant at home and not a puppy, 

hamster, or other smaller animal. They say to listen carefully to what happened to 

the boy and the elephant and how they felt. And that in the end, they’ll talk about 

the story together. The book Strictly No Elephants is read in its entirety. Children are 

shown illustrations regularly.

Step 3b: When the book is read, a short reflection follows, which is guided by the following 
questions:

•	 What happened in the story?

•	 What does it mean to be dif ferent? The facilitator accepts some of the 
children’s answers. It can happen to everyone, both children and adults, that 

other people see us as dif ferent. But we may also feel dif ferent from others. 
What do we think then?

•	 What did the boy with the elephant and the girl with the skunk do? What did 
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they do dif ferently? But what can we do to make everyone feel accepted and 
welcome?

Step 4: The workshop continues with the conversation about how children would 

accept newly arrived classmates. The facilitator invites children to stand up and 

to stand in front of their chairs. Children should have enough space for everyone 

to take a step forward without obstructing those on their lef t and right. Then the 
facilitator presents an instruction, which is: I will make a few statements. When you hear 

an individual account, you will take a step forward if that applies to you. However, if this does 

not apply to you, you will stay in your place, and you will not take a step forward.

The statements are:
•	 Let everyone who loves to play please take a step forward.

•	 Let everyone who has glasses take a step forward. The facilitator selects a 

characteristic that only they have.

•	 Let everyone who speaks two or more languages take a step forward.

•	 Let everyone who loves basketball take a step forward.

•	 Let everyone who has ever moved to another place, or another country take a step 

forward.

•	 Let everyone who has a classmate take a step forward.

Af ter the activity is finished, the facilitator leads the discussion with the help of the 
following questions:

•	 How are we similar here in this group today? How are we dif ferent? How 
did you feel when you noticed that you were similar in some way to your 

classmates? But how did you feel when you noticed that you were dif ferent 
from your classmates?

•	 What do all the people and children in the world have in common?

•	 Why is it good that we are similar? Accept some of the children’s answers, e.g., 

that it’s easier for us to do things together, feel connected, and belong to a 

group.
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•	 How are we, dif ferent people? Accept some of the children’s responses, e.g., 

having other pets, dif ferent eyes or hair colour, wearing dif ferent clothes, 
eating another kind of food, celebrating dif ferent holidays, and listening 
to dif ferent music. We also dif fer in properties that we cannot determine if 
we observe the body alone, e.g., in what we like and what we are interested 

in, what we know well, which characteristics we have more expressed and 

which less, which languages we know how to speak, whether we are livelier 

or calmer.

•	 Why is it good that we are dif ferent? Accept some of the children’s responses, e.g., 

because we would get bored, we can meet new friends, we can experience 

something new, we can learn new games or languages. Sometimes when 

we are dif ferent from other people, we can feel uncomfortable, we may be 
ashamed, we may be afraid, we may be sad, and so on. It can also happen 

that one of the other people, because of this, does not accept us, is unkind, 

insulting, and sometimes someone can act violently. The fact that others did 

not accept them also happened to the boy and the elephant at the beginning 

of the story.

Step 5: The facilitator can explain that we found that we are similar to each other 

in some respects but dif ferent in others. This consideration also applies when a 
new classmate joins the class, who can be dif ferent in that they come from another 
country, speak another language, or have some other characteristics in which they 

are dif ferent from them.
Step 6: The facilitator asks children to divide into small groups of four or five and to 
consider two or three suggestions that will help them as a class to be friendly to new 

classmates, communicate successfully with them, and make everyone in their class 

feel welcome, accepted, and safe.

•	 The facilitator encourages children to state behaviours and suggestions that 

they can implement as a class. Each group should present one proposal. 

Groups are encouraged to submit a proposal that is dif ferent from the 
proposals already heard. All submissions are written on individual sheets of 

paper of dif ferent colours and put on the wall in the classroom.
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3. STUDENT AND TEACHER PERSPECTIVE

 ABOUT THE PRACTICE

Below is a response from a child in Slovenia regarding their perception of the practice:

Furthermore, the results of implemented workshops in primary schools were very 

encouraging. Progress was noticed in recognising communication with gestures, 

drawing, and pictures as valuable tools in communicating with a classmate who 

does not yet know the Slovene language well. They also progressed in helping a new 

classmate who came to class from another country and does not yet know how to 

speak the Slovene language well. Given these findings, it can be concluded that this 
is a beneficial practice for schools with culturally diverse classrooms.

“I liked that we had fun and that 
we learned how to participate if 

someone comes to class and can’t 
speak Slovenian.”
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1. INTRODUCTION

This practice is a dialogue session for children and young people. The session is 

initiated and facilitated by a teacher to make ample space for student dialogue. 

This practice is rooted in the field of Philosophy with Children (PwC). It aims to raise 
awareness of issues about migration and integration in the broadest sense of the 

words, make space for practising the language in a peer-to-peer setting, and form 

the basis for transforming school organisation and practice in an intercultural way. 

Ideally, the participating children or youth work together as a community of enquiry 

to enrich their shared understanding of topics related to migration, integration, 

education, and beyond. Instead, the facilitator must ensure that all participants are 

given the opportunity to share their ideas and sentiments and formulate them and 

enrich their views considering other participants’ contributions.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Children and youth aged 10–17, with or without migration experience. Ideally 10–20 

participants.

2.2. Time

The session lasts 30–60-minutes. The session can be a one-of f event or integrated 
into shorter or longer lesson plans.

2.3. Setting

A classroom where the participants sit in a circle on chairs or on a rug on the floor (no 
tables) as illustrated below:

Practice 11b: Newly Arrived – a Philosophy 

with Children (PwC) dialogue
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 Figure 13 . Seating plan

2.4. Resources

Session manual.

One teacher who facilitates the dialogue is required. It is recommended that a co-

teacher observes the dialogue.

For younger children, pictures or dolls to represent the characters in the story can be 

used but this is not essential.

For the final exercise, paper and pen may be used.
2.5. Instructions

Step 1: Prepare for the session – go through the session manual (see below) and learn 

the stimulus story by heart and design an exciting way of reading it aloud.

Step 2: Facilitating the dialogue – it is advisable to use a speaking ball (or doll). Set up 

the following ground rules before initiating the dialogue:

1) Only the person, who has the speaking ball, may speak.

2) When the facilitator raises her hand with the speaking ball, all are quiet.

3) When somebody is speaking, no one raises their hand.

4) No mocking other people’s ideas.

Step 3: The session starts with the facilitator telling the first part of the stimulus story 
and asking the first task question (TQ), followed by a minute or two for the students 
to talk with the student next to them about the question. The facilitator enables 
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turns by handing the speaking ball from one child to another so that only one child 

speaks at a time.

Step 4: While facilitating the dialogue and enabling turns, the facilitator may ask for 

clarification or invite the students to respond to what other students have said but 
refrain from making specific points or drawing conclusions.
Step 5: Af ter a while, the facilitator tells the second part of the story and asks the 
double TQ, followed by a new round of two-and-two talk and class dialogue. Then 
the facilitator continues with the third part of the story and the third TQ.
Step 6: The session may end when there is no time lef t. There should be no summing 
up by the facilitator in the end. Instead, a good way of ending dialogue is to ask: ‘Does 

anybody, who hasn’t shared their ideas today or has not said much, have something 

to add?’ followed by a last round of comments.

Session Manual 

Written by Søren Sindberg Jensen (sindberg@sdu.dk).

Stimulus:

This story consists of three parts, each with one task question (TQ) and a small 
exercise, which the students can do in the end. Place the props in the middle of the 

circle and tell the following story.

Part 1

This is the story about Philu. One day Philu wakes up at a deserted island. Philu is alone but 

there is food and drinks on the island. Philu walks to the beach and looks into the water. 

Suddenly, a large fish comes to the surface and starts talking to Philu: ‘I’m a magical fish and I 
can tell that you are all alone on your deserted island. I would like to fulfil a wish for you. You 
can choose either to have your home with you at the island but without all your things, or you 

can have all your things with you at the island but without your home,,’ the fish says.

TQ 1: What would you choose: To have your home without all your stuf f, or all your 

mailto:sindberg@sdu.dk
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stuf f but without your home? (Why?)

Part 2

Next day Philu goes out to explore the island. At the other side of the island Philu discovers 

that she is not alone. She sees a large group of children, but no adults. Philu asks what they are 

doing. ‘We are building our own school. Come and join us!’. Philu walks towards the children. 
The children tell her that they’ve decided to make the best school in the world: ‘But we don’t 
know what to do at the school. What do you think we should do at the school?’ the children 

ask Philu.

TQ 2: What should the children do at the school? (Why?)

Part 3

On the third day, Philu walks away from the school and towards the beach. There the fish 
reappears from the water and says: Today you can choose exactly what you want to have with 

you at the island – what do you wish’?

TQ 3: What would you wish? (Why?)

Optional exercise: Let the children in pairs draw what they wish from the magical 

fish.

Possible emergent questions 

When is one at home? Is it possible to feel at home without one’s things/belongings? 

Can one imagine someone who have never felt at home anywhere? Can one live 

alone? Is home a feeling? Is home a place? What is a good school?

Socratic question

What is a wish? Needs? Family? Friendship? Alone? Good/bad? Happiness? 

Sadness? Loss? Security? Challenge? Survival? Social? Justice? Value? 
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1. INTRODUCTION

This practice aims to manage and enhance the learning opportunities for migrant 

children by providing them with services tailored to their specific needs. The practice 
aims to maintain the intercultural approach and consider the child’s needs. The 

practice involves the tutor, together with children, creating individual learning 

plans for them, teaching them the national language and culture, and helping them 

adapt to a new school environment to accept the rules of conduct in the school or 

adapt them to the cultural diversity of a child. Such a tutor also becomes a guide for 

children in their adaptation to the local environment – how to do shopping, enrol 

in the library, and seek assistance in domestic problems. The tutor also mediates 

between children and other teachers, parents, peers, and school staf f. 

The role of a tutor is usually undertaken by teachers but can also include volunteers 

such as migrant parents, local children’s parents, voluntary local activists, or others. 

Many schools already have employees who play similar roles to what is described 

in this practice. This practice may not be relevant to these schools. However, this 

practice may be helpful for schools where there are financial constraints that do not 
allow them to hire cultural assistants for migrant children or where there is such a 

great level of diversity in the school that it is not possible to bear the cost of employing 

assistants for all migrant children.

Background

The practice was developed in the early stages of intercultural education in Polish 

schools, where some schools started to accept foreign children. The practice was 

Practice 12: Tutoring for Foreign Children
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formed as an answer to the demand created by refugee children in Polish schools 

and the absence of systemic solutions to helping such children integrate and learn 

ef fectively. It was developed in Warsaw schools and then spread to others through 
experience exchange during the conferences, courses, and training. The concept 

around it was to raise the intercultural competencies of teachers, parents, or other 

school staf f by active learning and to create a space for children to develop their skills 
with the external support of a tutor, who voluntarily provided certain services to 

migrant children. This practice is supplementary to currently more popular cultural 

assistance services to migrant children in Poland. This practice was developed when 

there were no legal regulations allowing schools to employ cultural assistants for 

migrant children. However, it can be practised in all places and schools where financial 
resources are scarce and migrant children are present in more significant numbers as 

this role can be taken up by teachers, other educational staf f, or volunteer parents 
who would like to tutor. It would also suit educational systems that do not provide a 

cultural assistance framework. This practice also involves community engagement 

which has additional integrational benefits.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants

Groups of all ages, individual work with migrant children in the class and school 

environment.

2.2. Time

During the course of the school year.

2.3. Setting

Classroom or local environment settings.

2.4. Resources

Depending on individual skills and competences. The tutor is expected to know the 

mother tongue of a migrant child, and have knowledge about the country of origin, 

basic learning, and teaching tools.
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2.5. Instructions

The main task is for the tutor to help the pupil understand the class content, support 

their integration into the school community while maintaining their cultural identity, 

as well as help the student’s parents in their contact with the school.

Step 1: The intercultural assistant must speak the language and share the cultural 

heritage of the student.

Step 2: The planning for the child’s development and engagement in school life is 

individually agreed upon.

Step 3: Tutors shall be trained for intercultural competencies and present a desire for 

self-development and learning.

The practice can also be adapted for peer tutoring where classmates or university students 

performing professional apprenticeships perform tasks mentioned above with migrant 

children.
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