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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 second chapter of the Handbook - Best Practices Related to the 

Ethnic Conflict Prevention and Management in the School Environment (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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In recent years, with the global migration “crisis” (Tidey and Gibertson, 2017) – i.e., 
the high influx of migrating individuals fleeing conflict zones such as Syria, Iraq, and 
Afghanistan – the number of newly arrived children in UK schools, which include 
refugees, asylum seekers, economic migrants, etc, has peaked. For instance, the 
number of children seeking asylum in the UK went from 7,165 in 2009 to 9,325 in 2016 
(Schumacher et al., 2019). With current events in the world, such as the Ukrainian 
war, the crisis in Afghanistan, and climate change, it is believed that the destabilising 
era of mass migration is far from over, with millions of people expected to be forced 
to leave their homelands. Besides the challenges of linguistic barriers, adjustment 
to the new country and new school environment, trauma that they might have 
experienced before, during, and af ter their migration, newly arrived children might 
also face instances of discrimination and anti-immigration sentiments. In 2018, 16% 
of migrants in the UK, both newly arrived and those who have been in the UK for 
several years, reported that they were discriminated against on the ground of their 
ethnicity, religion, language, or accent, and 13% said that they were insulted for one 
of these reasons (Fernández-Reino, 2021). Although these figures concern non-EU-
born migrants, anti-immigration sentiments and discrimination against EU-born 
migrants also increased from 8% in 2012 to 19% following Brexit (Fernández-Reino, 
2021). Among the UK-born population with foreign-born parents, discrimination is 
even higher and reached 32% (Fernández-Reino, 2021).

Discrimination manifests at schools in the forms of racism, bullying, peer 
victimisation, intergroup conflict, and more. Between 2016 and 2021, schools in the 
UK have reported more than 60.000 racist incidents (The Guardian, 2021). Among 
those who were victims of these incidents, migrant children and refugees faced the 
highest levels of bullying and discrimination (Gladwell and Chetwynd, 2018). Although 
being quite common, these incidents also become very dangerous. Ethnicity-based 

Introduction
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bullying, i.e., bullying based on ethnic identity (e.g., Irish traveller, Roma, Arab, etc.) or 
ethnic origin (immigrant, indigenous, etc.) can cause long-lasting damage to young 
people with victims being more prone to mental health illnesses and their progress 
at schools being at risk (Soyei and Hollinshead, 2015). Forms of discrimination and 
racism can be reinforced by some school policies and prejudice-related stereotypes 
in the curriculum.  Joseph-Salisbury (2020) notices that the National Curriculum in 
the UK doesn’t reflect racial diversity in the country, nor does it engage with colonial 
legacies and racist underpinnings in contemporary Britain. Therefore, “racism is 
deeply embedded in schooling,” which implies that “schooling must be radically 
reimagined to place a commitment to antiracism at its core” (Joseph-Salisbury, 2020: 
3). Despite ongoing and increasing calls to decolonise the curriculum and school 
policies, and make them more diverse and inclusive, it was reported that a large 
number of teachers still lack confidence and the appropriate training to deal with 
incidents of racism in schools (Davies, 2021). Such lack of teachers’ racial literacy and 
the absence of adequate training might increase teachers’ anxieties and result in 
deepening the issue. This chapter presents a number of practices that teachers can 
employ to deal with discrimination, racism and peer conflicts in their school settings. 
As with other practices, it is recommended that these practices be changed and 
adapted to suit the specific context of each school.
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1. INTRODUCTION
This practice proposes educational workshops on the history and culture of ethnic 
minorities for teachers and the school principal. It aims to prevent conflict escalation 
by encouraging mutual understanding and education. The workshops provide a 
holistic approach to enhancing knowledge of multiculturalism and the importance 
of cultural competencies. It also aims to diminish peer conflict by addressing cultural 
bias and language diversity among children.

The practice was developed as a response to an incident in a primary school in 
Małopolska (Lesser Poland) province, attended by Roma children; there was a 
conflict between the children, resulting in the teacher forbidding Roma children from 
speaking in their mother tongue. This led to children of non-Roma origin teasing the 
Roma children that they had a forbidden language and that if they were in Poland, 
they should speak Polish to each other. The parents of the children complained 
to the school principal about the teacher’s behaviour, which they described as 
discriminative.

Consequently, to resolve the issue, the school’s Roma assistant explained the 
importance of language in the Roma culture and tradition to the school principal. The 
assistant highlighted that Roma children are bilingual and use the Romani language 
in the initial period of their education at school due to slightly poorer knowledge of the 
Polish language. The Roma assistant then referred to the law on regional languages 
that is binding in Poland, citing the relevant act. This part of the explanation is 
particularly important in any contact with institutions having administrative powers 
as most representatives of such institutions are sensible to legal arguments and will 
comply. Furthermore, the Roma assistant proposed educational workshops on the 
history and culture of the Roma for teachers and school principals. The workshop 

Practice 1: Conflict Reconciliation 
with Minorities
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took place the following week.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Children, teachers, school principal, and parents.
2.2. Time
45–60-minute workshop.
2.3. Setting
School environment, but with the involvement of external support (cooperation with 
a cultural assistant and a local organisation).
2.4. Resources
A facilitator is needed – they should know about the history and culture of said 
ethnicity.
2.5. Instructions
Step 1: Organise a meeting with the participation of a cultural assistant and teachers 
to prepare for workshops for the pupils, teachers, and/or parents.
Step 2: Prepare educational workshops and classroom activities with participants’ 
involvement.
Step 3: Af ter the workshop, organise lessons for children, during which they make 
children aware of why some people may feel uncomfortable when someone speaks 
a dif ferent language in their presence.

The most important component of these activities is the content of the culture. 
Encourage the children to play together and to start learning languages from each 
other and explore the assets of bilingualism.
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1. INTRODUCTION
This practice proposes the involvement of external support, such as the cooperation 
of a cultural assistant, to prevent the escalation of conflict by encouraging mutual 
understanding and education. The practice employs activities in the form of play to 
introduce children to the knowledge of various culinary traditions. This approach 
enhances the knowledge of multiculturalism and the importance of cultural 
competencies and sensitivity. It also aims to diminish peer conflict by addressing 
cultural bias and arousing curiosity about other cultures among children.

The practice was developed from a primary school in Poland attended by Vietnamese 
children, where a Vietnamese pupil felt rejected. Subsequently, worried about 
the pupil’s physical health and mental condition, the teacher contacted a cultural 
assistant. As a result of several consultations between teachers, the pupil, and the 
cultural assistant, it was decided to provide an innovative solution. A mini “Master 
Chef” competition was organised in which children from dif ferent classes took part. 
The culinary theme was cuisines of the world. Under the supervision of experts, the 
children prepared one dish and had a mini talk about the richness of the cuisine they 
presented. Among them was Vietnamese cuisine.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Children, teachers, and cultural assistants.
2.2. Time
45–60-minute session.

Practice 2: Inclusive Mediation of Peer Bullying
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2.3. Setting
School environment, but with the involvement of external support (cooperation with 
a cultural assistant and a local organisation).
2.4. Resources
A facilitator is needed – they should know about the history and culture of the 
relevant ethnicity.
2.5. Instructions
Step 1: Consult with a cultural assistant and teachers to prepare for workshops and 
activities for the pupils, teachers, and/or parents.
Step 2: Organise classroom activities and educational workshops to engage 
participants’ involvement.
Activities can include a mini “Master Chef” competition in which children from 
dif ferent classes can also participate. The culinary theme is cuisines of the world. 
Under the supervision of experts, the children shall prepare a dish and then discuss 
the richness of the cuisine they have made.
Step 3: Af ter the workshop, organise classes for children that educate children about 
other cultures. The most important component of these activities is the content 
of the culture. Encourage the children to play together, learn from each other, and 
explore other cultures.
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“I think that it was a good idea if you had 
some private conversations with the cultural 
assistant. I think it is a good idea, because it 
might be the case that the people who need 
to talk do not want to speak up about their 

problems. I think that it is a mega good idea to 
have a cultural consultant because the teacher 

might not be able to help”.

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 teachers in Denmark:
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1. INTRODUCTION
The practice presents a way of mediation in a case of interpersonal conflict among 
students of dif ferent ethnic, cultural, and racial origins in a school environment. The 
main objectives of the practice are to recognise the existence of interethnic conflicts, 
address them appropriately, prevent further escalation of the conflicts, and raise 
awareness about non-violent communication and cohabitation in a multicultural 
environment. The practice is for a school environment when conflicts arise from 
interethnic dif ferences among two or more students. In addition, it is intended for 
teachers to use it with students in conflicts.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Students involved in conflict.
Whole class.
2.2. Time
Approximately 1 hour with students involved in conflict and an additional hour with 
the class.
2.3. Setting
School environment.
2.4. Resources
No materials are needed for this practice.
2.5. Instructions
Step 1: When the conflict among two or more students based on interethnic 
dif ferences occurs, the teacher or someone who knows the students best intervenes 

Practice 3: Mediation of Interethnic Conflict
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immediately. If the conflict escalates during the lesson, the teacher can wait until the 
end of the lesson or immediately arrange a ‘backup’ teacher and leave the class with 
the students (depending on the severity of the conflict). Any form of conflict should 
be recognised and addressed (verbal, physical, online, etc.).
Step 2: The conversation with the involved students should take place as soon as 
possible. The teacher/mediator should listen to all students involved in the conflict. 
The students are actively involved in the resolving process and suggest ways on how 
the settlement can be reached. Conflicts are discussed, mediated, and resolved 
gradually. Depending on the severity of the conflict, other persons are involved 
(principal, parents, school counsellor etc.). The main teacher’s role is to mediate and 
organise a safe place where both sides can be heard and encouraged to express their 
feelings and attitudes. The main aim is to communicate to both parties that such 
behaviour is unacceptable and unproductive and will not be tolerated under any 
circumstances.
Step 3: The teacher should give students a clear message that they disapprove of 
such behaviour but are not angry with anyone. The involved students are also asked 
to participate as tutors to the newly arrived migrant students in the present or next 
academic year or otherwise help migrant children. 
Step 4: Finally, the whole class is involved in further discussions about what happened 
why and how similar situations could be prevented in the future. Students are given 
space and are encouraged to express, collaborate, and share their experiences and 
life stories, and be actively involved as much as possible.
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3. STUDENT AND TEACHER PERSPECTIVE

 ABOUT THE PRACTICE

Below are some observations about the practice from Slovenia:

Students’ assessment of the practice is very 
positive because it treats all involved in the 

conflict equally and respectfully. It seeks 
consensus and reconciliation for all sides. It allows 

everyone involved to be heard and respected, 
as well as to express their opinions. The practice 
strives for consensus and conflict resolution for 

the benefit of all.
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1. INTRODUCTION
The “Theatre of the Oppressed” is a widely used method – for theatre-based activism, 
pedagogical and educational purposes, and also as a tool for promoting social justice 
and dialogue, but it can also have therapeutic ef fects. It opens space for topics that 
are not usually discussed and gives a voice to those who usually do not have a voice 
or are not heard. In the Theatre of the Oppressed, discussions concern the real lives of 
children and young people in the classroom, school, and local community, and things 
that torment young people, including interethnic conflicts. The practice is proposed 
for a school environment when conflicts among two or more students arise from 
interethnic dif ferences.

The main objectives of the practice are:

−	 To give voice to marginalised groups.
−	 To increase dialogue.
−	 To address personal or collective oppressions.
−	 To promote social justice.
−	 To address intercultural issues and conflicts.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Students involved in conflict.
Whole class.

Practice 4: Theatre of the Oppressed
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2.2. Time
Approximately 1.5 to 2 hours.
2.3. Setting
School environment.
2.4. Resources
Optional improvised theatre costumes.
The organisers may seek the aid of an art teacher or local artist (especially theatrical) 
in organising the performance

Source: 
Free access pictures Pexels.

2.5. Instructions
With Theatre of the Oppressed, a ‘laboratory’ is set up; this is an active and flexible 
theatrical play, a rehearsal for reality, where strategies that could then be used in 
everyday life are tested. They are discussed, look for other potentials, and then make 
students aware of how they can react in each situation.
Step 1: Participants are both actors and spectators of the play. The actors (smaller 
group of students chosen by teacher or volunteers) present a short scene of oppression 
(e.g., interethnic conflict scene).
The content of the scene can be a real situation/incident that happened in the class or 
fictional. The actors can also improvise. It is not necessary to have a fixed script and/
or scenario.

This Photo by Unknown Author is licensed under 
CC BY-NC-ND
Figure 14. The ‘Theatre of Oppressed’ in action.

https://www.opensocietyfoundations.org/voices/inclusive-education-reform-presents-litmus-test-czech-republic
https://creativecommons.org/licenses/by-nc-nd/3.0/
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Step 2: Teacher or students can give some starting points with which to start the 
improvisation. The first presentation of the scene(s) is followed by repetitions with 
interventions, where the spectators-actors play out their suggestions for facing the 
situation by physically acting them out on the stage.
Step 3: The interventions are followed by a broader public discussion about the reality 
of each intervention and its real potential for the suggested situation. The scene(s) 
are repeated several times with dif ferent interventions and conclusions.
Step 4: A moderator is also needed, i.e., the joker (that can be a teacher, another 
adult person, or student), who represents the bridge between the spectators and 
actors and encourages the spectators-actors to active participation, direct action, 
discussion, and thinking.
This technique uses theatre as a tool to address the possibilities for change – it 
reflects reality and an exercise for action in future real-life situations.
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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:

“We can go to a theatre and 
act it there maybe! 100%!! 

No one will be lef t out” 
(Child, 11–14 years old).

“I like this idea” 
(Child, 11–14 years old).

“Some students would 
love this, others would 
feel nervous” (Teacher, 

Secondary School).
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1. INTRODUCTION
Peer mediation is an educational method for working through and resolving conflicts 
between peers. Mediation is a voluntary discussion according to rules and with a 
certain procedure (phases). Peer mediation in schools means mediating conflicts 
with and among young people. The practice aims to impart social skills to pupils by 
training them as dispute mediators, giving them more personal responsibility, and 
developing legal awareness. Peer mediation is based on the experience that conflict 
resolution by (older) classmates is of ten better accepted by the parties in conflict 
than the intervention of adults. Therefore, peer mediation is an important element 
in preventing violence in schools.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Pupils aged between 12 and 18.
2.2. Time
Between 40 and 60 hours of mediation training.
2.3. Setting
A room for the time of the mediation talks.
If possible, own centrally located peer room/mediation room for one-on-one 
interviews, documents, etc.
2.4. Resources
Resources for the training/support of the peer mediators by at least two teachers 
(peer coaches) at the school.

Practice 5: Peer Mediation



84

A service once or twice a week so that young people have a contact point if they want 
to solve conflicts through peer mediation (optional).
2.5. Instructions
In this practice, pupils are trained to be peer mediators; their role is to be mediators 
when conflict occurs between pupils and help solve the problem. Peer mediation is 
a long-term programme. In order to implement it sustainably in schools, a longer 
period should be planned (3–5 years). The pupils require between 40 and 60 hours 
of training in conflict management. The training can be provided by peer coaches, 
trained teachers, youth workers and/or other external providers. The training should 
include theory, practice, and self-experience. Particular attention should be paid to 
the management of interethnic conflict. Whether the training modules are of fered 
in blocks, as individual lessons, as weekend seminars, or combinations of these 
depends on the organisational and financial resources of the school or the coaches. 
In these training sessions, it is also necessary to reflect on the power structures in 
the school and among the peers to establish a balance. This prevents peer mediation 
from becoming an instrument of power and authority. In addition, ongoing training 
and supervision are required, in which the mediation situations and mutual peer 
relationships can be discussed and reflected upon, and solutions found.

Young people at the school should be made aware of the peer mediation team to 
be approached if a child does want help from a peer to solve a conflict. Or a teacher 
can recommend that the peer mediation team become involved when a conflict 
arises. The peer mediators guide the disputants to independently find a mutually 
satisfactory agreement for the conflict. The basis of mediation is the win-win 
principle, i.e., a solution is only reached when both parties agree to the agreements 
reached together. The peers learn this structured discussion method, which is 
dispute resolution and results oriented. Since school structures can be very dif ferent, 
it is recommended that peer mediators and coaches consider how and whether peer 
mediation can be integrated into the school’s code of conduct and then discuss this 
with the school management.
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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 Slovenia:

“The practice seems very 
useful to me, as many 

people do not know how to 
communicate.”

“It would be good to do this already in primary 
school and also then in secondary school, so 

that children and teenagers learn that they are 
not alone, that someone can be found to listen 

to them. I think this would be very useful in 
schools because some young people are really 

in need and it would help them.”
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 1. INTRODUCTION
Social training is a programme aimed at solving conflicts between students. The 
basic principle of “social training” is to develop the independence, team spirit, and 
personal responsibility of all students. Smaller or larger conflicts can repeatedly 
occur in everyday school life and should be dealt with due to the associated unrest 
and unpleasant learning atmosphere. In this respect, social training projects help 
raise awareness of conflicts and show how they can be dealt with. Conflicts can be 
understood as a fundamental part of social interactions and of fer the opportunity 
to learn from each other and create empathy. This also promotes group-building 
processes and be a conflict prevention measure. It should be noted that social training 
is not a specific programme, but rather a framework in which various methods and 
exercises can be carried out.

Social training is designed to help promote classroom safety and orientation, such as:

•	 Conflict skills and management.

•	 Self-perception and perception of others.

•	 The ability to communicate.

•	 The ability to criticise and be criticised.

•	 Ability to work in a team.

•	 Ability to make decisions.

•	 Empathy.

Practice 6: Social Training
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2. IMPLEMENTATION OF PRACTICE

2.1. Participants
School students (single class community), teachers and social coaches or school 
psychologists.
2.2. Time
The social coaching should last 16 -20 hours in two-hour sessions.
You can choose whether you want these lessons to be close together or leave some 
space between them. It can be assumed that a short time interval intensifies the 
social coaching. 
2.3. Setting
School environment.
2.4. Resources
Optional external coaches.
2.5. Instructions
Step 1: One must clarify the project with the school management. If you as a teacher 
have already conducted social training and have competencies in this area, it is not 
necessary to involve other coaches, but it is advisable because they bring a neutral 
perspective. If these competencies are not available, it is necessary to involve school 
psychologists or social coaches. 
Step 2: Depending on the constellation (teachers with or without school psychologist 
or social coach), the teachers design a concept for the social training themselves. 
If other persons are involved, a discussion about relevant topics should take place 
before the social training.
If a conflict has already occurred in the class, it is important to share this information so 
that the psychologist or coach can include this issue in the social training. Whether 
the conflict has occurred between peers or students and teachers will likely impact 
how the social trainer addresses the situation so this should be highlighted. However, 
caution should be used when communicating sensitive information.
If no conflict has occurred, it is also possible to decide together with the class what 
topics will be addressed. One strategy is to use flipcharts, which are distributed 
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around the room. Each student then can write topics on them. Then one can group 
them or decide on the most relevant ones. This method involves the students in the 
decision-making process and thus starts from the students’ needs and themes.

Here are some suggestions for topics:
Origin (what does it mean to be from xx, how do I perceive others, what role does cultural 

background play in my relationships? etc.).

Gender (what does it mean to be a girl/boy/non-binary/transgender/etc., what norms are 

associated with gender categories? etc.).

Appearance (how important is appearance to me, how does it af fect peer dynamics? etc.).

Step 3: Af ter defining the topics, start organising the social training. Depending on 
the people involved, this is done either by the teachers or by the school psychologist 
or social coach. To promote group dynamics and facilitate reflection, games, pictures, 
and role plays can be included. The various tasks are designed to promote individual 
reflection, as well as building trust within the class. Since social training provides a 
framework for various topics, you can include dif ferent methods of group building.

Here are some suggestions:

1. Two truths and two lies: Each participant comes up with two true statements about 
themselves that are unknown to any group member, if possible, and two statements 
each that are not true but can be imagined. Then one person makes each of the four 
statements, and the others have to guess which are true and which are not. When 
everyone has guessed, the statements are repeated, and each person who thinks 
they are true raises their hand. Then the lies are revealed, and the next person takes 
their turn.
2. Gender reflection: This method is intended to encourage reflection on one’s 
gender identity and its meaning in society. One can either write reflection questions 
on the board (questions) or work with pictures (e.g., showing people whose gender 
identity is unclear, women in ‘atypical’ jobs, etc.). Students can then write down what 
gender means to them and their perceptions in everyday life. The impact on group 
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dynamics in the class can also be addressed (e.g., boys don’t like girls or vice versa). 
Af ter about 15–20 minutes, begin to share thoughts in small groups of 3–4 or in 
plenary. During the discussion, it is also possible to relate the topics to social subjects 
(e.g., the social position of women, feelings and masculinity, heteronormativity, 
women’s rights movements, etc.). 
3. Lowering the stick: All participants stretch out their index finger, and a stick (e.g., a 
bamboo cane, a broomstick, or something similar) is placed on the index finger. Each 
index finger must touch the stick. Then everyone must put the stick on the ground 
together. However, not a single person in the group may lose contact with the stick 
while doing this. If this happens, the group must start over. The exercise is best done 
outdoors. Af ter each exercise, a feedback round should take place and the dif ficulties 
and experiences in the group should be discussed.

Other activities and games can also be incorporated, enabling students to find new hobbies. 
For instance, football games, trips, and other activities, such as visiting a zoo or roller skating.

Step 4: In addition, these exercises can be used to work out what is important to the 
individual students in the class. These ideas can be jointly integrated into the class 
rules as rules of conduct and thus have a longer-lasting ef fect. The various exercises 
also have the ef fect of building mutual understanding and can thus prevent conflicts.
Step 5: At the end of the social coaching, there can be a final round and discussion 
about what has been learned.
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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:

“It’s a good idea, especially when 
we should choose what topics we 

want” (Child, 14+ years old).

“This will boost friendships and makes 
sure no one is lonely so just calling out a 

group of people and having conversations 
about dif ferent things might 
help people find new friends”

 (Child, 14+ years old).

“This is a really good practice, and 
I enjoy the idea. I think the idea 

of group talks really helps” (Child, 
14+ years old).

“I agree with this best 
we need to talk about it 
more” (Child, 14+ years 

old).
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1. INTRODUCTION
This practice has been developed by researchers from University College Copenhagen. 
It has been developed to equip student teachers for handling themes taught and 
incidents in the classroom and in the school, potentially resulting in conflict based 
on ethnicity, religion, culture, etc., and between the majority and minorities. The 
theoretical starting point is intersectionality and a dynamic approach to culture. 
Additionally, the practice paves the way for discussing diversity and the origin of 
conflicts in the classroom. The main aim of the practice is to make the norms, values, 
and identities of the students in the classroom visible, paving the way for intercultural 
dialogue, thus resolving direct conflicts based on ethnicity, religion, culture, etc.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Students (aged 15–17 years) working in groups and the teacher.
2.2. Time
45–60-minute lesson.
2.3. Setting
The classroom as the environment for learning.
2.4. Resources
No resources needed.
2.5. Instructions
Step 1: The class should be divided into groups of four. Each student gets a piece of 
paper. A human being is drawn on the paper, and the following categories are written 
around the human being:

Practice 7: Reflecting on Identification 
and Norms
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•	 Religion, ethnicity, race, language, gender, nationality, immigration status, 
family background, place of living, income, job, ability/disability, age, 
sexuality, education.

•	 The teacher asks, ‘Where do you dif fer from the majority in the class? 
Underline the words where you feel you dif fer from the majority.’

Step 2: The students compare the results. Next, they discuss four questions:
•	 Which of these categories are most important to you? (Norms, identity, 

identification)

•	 Have you experienced prejudice against you related to some of these 
categories or clusters of these categories?

•	 Have you ever distanced yourself from somebody or acted in a prejudiced 
way towards somebody who is dif ferent from you?

•	 Can we take advantage of the diversity in the classroom brought to light in 
this exercise? If so, how?

If these questions are too abstract for the students, they can be asked:
•	 Which of these words means most to you when it comes to who you are?

•	 Have you ever been bullied because of your religion, ethnicity, or any other 
reason?

•	 Have you ever bullied others? Why? Is it an advantage or a disadvantage that 
we are dif ferent in this class? Why?

Step 3: The teacher reads the questions aloud. Each student in the group answers the 
question.
Step 4: A discussion session in the groups follows.

•	 Optionally, the students discuss in a plenary session at the end of the lesson. 
A theme for the plenary session: Why does conflicts break out?
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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 learned a lot about 
colonial history.”

“I think this activity is 
excellent, I have learned 

a lot of things.”
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1. INTRODUCTION
Researchers have developed this practice from University College Copenhagen. 
It was developed to equip teachers to handle classroom and school incidents, 
potentially resulting in conflict based on ethnicity, religion, culture, etc., and 
between the majority and minorities. The practice adds an intercultural dimension 
to the reflection of textbooks and other educational aids. It reflects on the approach 
to culture, ethnicity, and so forth in the textbooks. Alongside this, it examines how 
textbooks include or exclude dif ferent students, how majority and minorities are 
constructed in the textbooks, and the role of ethnicity, etc., in the presentation of 
conflicts. The main aim of the practice is to make the norms, values, and identities of 
the students in the classroom visible, paving the way for intercultural dialogue.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Students aged 15–17.
Students and teachers reflecting on how to study in the subjects.
2.2. Time
45–60-minute lesson.
2.3. Setting
School setting
2.4. Resources
Textbooks.

Practice 8: Approaches to Culture in Textbooks
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2.5. Instructions
Step 1: Divide the class into groups of four.
Step 2: Having read a chapter in the textbook, ask the students to discuss the 
following questions:
What countries, persons, people, etc. appear in the excerpt of the textbook?

Write each country, person, people on a piece of paper (one paper per country, etc.).

How much is written about each?

What words (e.g., adjectives) are used? Write a mind map with those identified on the paper?
Compare how the dif ferent countries, persons, people etc. appear in the excerpt of the textbook 
are portrayed?

Is the description negative? Positive? In between? Why/ Why not?

Step 3: The students discuss the question, and they select quotations or pictures 
from the textbook to support their findings.
Step 4: In plenary, the groups present their findings. The dif ferent findings of the 
groups are discussed.
Step 5: Discussing these questions in the groups pave the way for discussing the 
following questions in a plenary session. Words in italic must be explained by the 
teacher and the students must discuss the meaning of the words:
Does the (chapter in the) textbook include the experiences of all students in the class?

Does the textbook allow for identity work and identification for all students?
How are places and persons presented/constructed?

How is the UK presented in contrast to/in relation to other countries?

Are any group of people ‘othered’? How?
Does the textbook have a static or dynamic approach to culture?

Does the textbook have a mono-, multi-, inter- or transcultural approach?

Is it possible for all students to participate on equal terms when answering the questions and 

assignments of the textbook?

Step 6: The class discusses how a remastering of the textbook could be accomplished 
by reshaping the textbook as a non-conflict-escalating tool. Thus, the students 
complete their work of ideological criticism, and their reflection on the textbook.
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1. INTRODUCTION
The “worry box” system facilitates the reporting of bullying, whether it af fects the 
child themselves or their friend, particularly when children may be scared to come 
forward directly. It then allows the school to respond to instances of bullying and 
social exclusion. In addition, it can help children to deal with anxiety, allowing them 
to think about their feelings and talk about their worries. The idea comes from 
cognitive behavioural therapy as an approach for dealing with and processing worry 
and anxiety in children (Wein, 2014). It gives children a way to physically get rid of 
their worries, which can have a positive psychological impact. Whether through 
specific actions or facilitating a class discussion, addressing children’s concerns allows 
teachers to aid conflict resolution. It helps the children feel safe in school, trusting 
that if they have any concerns and worries, adults can address them and provide 
support.

Figure 15. Example of a “worry box”.

Practice 9: Worry Box
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2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Whole school environment.
2.2. Time
Ongoing throughout the school year.
2.3. Setting
School environment.
2.4. Resources
A cardboard box to put the notes in.
2.5. Instructions
Step 1: Set up a box and title it “Worry Box” and let the children know of the purpose 
of the worry box and that they can post notes in there detailing their concerns. 
Alternatively, the school can set up a special e-mail address where children can write 
in digitally.
It can be set up in each classroom or in a specified location in the school (e.g., 
reception, library).
Step 2: The notes are regularly reviewed by teachers, which allows them to address 
children’s concerns and worries, initiate a dialogue between the child and adult, and 
allow them to process or resolve their problem.
Step 3: Once the child feels that the particular worry is not af fecting them anymore, 
the child and adult can decide on a ritual to dispose of the paper, such as stomping on 
it, tearing it up and throwing it away.
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Practice 10: 
Developing Spoken Language through Debate

1. INTRODUCTION
The focus on spoken language is to equip children with ef fective speaking skills. 
Encouraging dialogue can positively impact solving potential conflicts among pupils. 
According to school representatives, the ability to speak eloquently, articulate ideas 
and thoughts, collaborate with peers, and have the confidence to express your 
views are vital life skills that support success in learning and life in general. Aiming 
to encourage a ‘dialogic classroom’, spoken language is actively encouraged and 
embedded in the school curriculum, from ef fective questioning to constructive peer 
discussions.

The practice was developed by a primary school in Manchester which places a high 
priority on oracy and has a designated spoken language leader for this purpose. In 
addition, pupils participate in DebateMate (https://debatemate.org), a national 
competition focused on tackling educational disadvantage in some of Britain’s most 
deprived communities.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Pupils and teachers.
2.2. Time
45–60-minute lesson.
2.3. Setting
School environment. Embedded within dif ferent curriculum subjects

https://debatemate.org/
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2.4. Resources
A video presenting the school’s debate club can be watched here: www.facebook.com/
TheHookOf ficial/videos/2653368771357361
2.5. Instructions
Step 1: The facilitator can decide how to promote oracy through the curriculum, i.e., 
presentations, recitals, drama, poetry, or debate.
For EAL children the school has tailored spoken language interventions such as Mr 
Word and Word Aware (http://thinkingtalking.co.uk/word-aware) that are proving 
highly ef fective in supporting their needs.
Step 2: Since the UK does not have an of ficial government-approved assessment of 
spoken language, the school can of fer pupils the chance to obtain of ficially recognised 
achievements in speaking through certificates that they can work towards, including 
debating and presentations.

https://www.facebook.com/TheHookOfficial/videos/2653368771357361/
https://www.facebook.com/TheHookOfficial/videos/2653368771357361/
https://www.facebook.com/TheHookOfficial/videos/2653368771357361/
http://thinkingtalking.co.uk/word-aware/
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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 the responses from children in Spain.

“It was very instructive, 
I learned a lot about things 

I didn’t know.”

“I would like speaking time to 
be respected and not getting 

angry with each other.”

“I would like to debate 
more about things I don’t 

agree with.”
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1. INTRODUCTION
The School Promoter is a figure who works in dif ferent public schools, accompanying 
and advising teachers and pupils from a psycho-social approach. This practice was 
developed by the Catalan government. They created an “Integral Plan for the Roma 
Population”, through which funds were assigned to projects that promote the social 
equality of the Romani population in education and other areas. Other EU countries 
where Roma communities are present have adopted very similar solutions, including 
national integration plans and cultural assistants.

Furthermore, the School Promoters are psychology students with specific psycho-
social training for conflict management and prevention. They are young people from 
the neighbourhood, so someone close to the families. They attend the school once a 
week and work in the following areas, focusing on the experience of ethnic minority 
students:

•	 Truancy prevention and management.
•	 Mediation between the school and families.
•	 Mentoring with families.
•	 Individual counselling for students.

The School Promoter argues that many ethnic minority children tend to view 
teachers and institutional actors as enemy figures, making it dif ficult to gain their 
trust. Thus, the School Promoter aims to become a confident reference point for the 
Roma pupils, as they share the same culture, origin, and social background.

Practice 11: Individual Tutoring and School 
Promoter
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2. IMPLEMENTATION OF PRACTICE

2.1. Participants
The School Promoter, ethnic minority, or other socially disadvantaged students who 
have a history of truancy or expulsion from school, and their families.
2.2. Time
Throughout the academic school year.
2.3. Setting
School environment.
2.4. Resources
School Promoter.
Support from external partners and organisations for guidance may be useful.
2.5. Instructions
Step 1: Interviews should be conducted with students, parents, teachers, and School 
Promoter for a better understanding of the situation at hand.
Step 2: Upon assessing the situation, the School Promoter will aim to reduce the loss 
of motivation and truancy in pupils and lack of communication between school and 
families.
Step 3: The School Promoter will become a reference point for pupils.
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1. INTRODUCTION
This practice holds a children-centred perspective since students are recognised as 
active agents both in the conflicts occurring at school and its resolution, being part of 
the global coexistence of the school. Furthermore, pupils work in a deep and practical 
way, living all phases of the mediation process (such as exploring the nature of the 
conflict and developing the social skills that allow preventing and solving disputes). 
Therefore, this practice helps to empower students and develop their agency.

The Mediation Project allows participants:

•	 To develop a strategy based on dialogue and respect.

•	 To reduce the number of “incidents” that arise in the educational community 
(peer-to-peer relations, teacher-student relations, family–teacher dynamics).

•	 To promote cooperative attitudes in order to resolve conflicts. The main idea 
is to jointly seek satisfactory solutions for both parties.

•	 To value the feelings, needs and interests of oneself and the others, 
developing the skill of “active listening”.

2. IMPLEMENTATION OF PRACTICE

2.1. Participants
Year 5 primary school pupils (9–10-year-olds) and the class teacher.

Practice 12: Mediation Project
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2.2. Time
13 two-hour sessions.
2.3. Setting
School environment.
2.4. Resources
No resources are needed. However, depending on the context, some additional 
materials may be needed.
2.5. Instructions
Step 1: The mediator opens possibilities for dialogue, seeking peaceful cohabitation 
and the transformation of school conflictive dynamics.
Step 2: Students themselves carry out the task.
Step 3: Pupils are trained as mediators for a whole school year, and undertake the 
assignment when they reach 6th grade, as they have knowledge and skills to carry 
out mediation processes independently.

This is a flexible practice, and it can be adapted to each specific context.
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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 the responses from children in Denmark:

“I think that it is a good idea that 
studentsare getting training in mediation 

because then they can help and solve some of 
their problems, so the teachers don’t have

 to solve all problems.”

“I think that the class can be trained in 
mediation because then they can learn 
how to solve their own problems. I also 
think that if it is, for instance, one from 
your own class, they probably have the 
best knowledge of the conflict. At least 

more than the teacher, I think.”

“Yes, I definitely think you could try 
it at our school, because I think that 
we have many conflicts, and we can 

spend 45 minutes every day to get 
training in mediation 😊”.
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