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EXECUTIVE SUMMARY 
This short literature review aims to document the main current trends and challenges in 
curriculum approaches, educational practices, and social climate interventions aiming to tackle 
educational and social inequalities in both centre-based early childhood education and primary 
education. Additionally, we aim to (1) describe the theoretical framework that will guide and 
support the work to be developed by ISOTIS WP4, over the next three years; (2) define main 
concepts relevant for WP4 in order to establish a common language and support shared 
understanding; and (3) identify relevant topics (and whenever possible, specific questions 
and/or assessment tools) to be included in the ISOTIS WP2 interview studies with parents and 
children and in the WP5 internet-based survey among ECEC and primary school staff. 

 

1. A BIOECOLOGICAL THEORETICAL FRAMEWORK 
As ISOTIS aims to understand and contribute with solutions on how Europe may tackle early 
social and educational inequalities, the bioecological model of human development, as 
proposed by Bronfenbrenner (Bronfenbrenner & Ceci, 1994; Bronfenbrenner & Morris, 2006) 
naturally becomes the core conceptual framework for such a task, based on its 
comprehensive approach to the dynamic, diverse, multilevel, and interrelated influences on 
children’s development. 

Within this model, development (of both competence and dysfunction) results from recurrent 
and progressively more complex interactions of a developing child with the persons, objects, 
and symbols of his/her immediate environment. Such interactions (e.g., adult-child and child-
child play, reading, etc.), called proximal processes, are the primary mechanisms producing 
human development. However, the power of such interactions to influence individual 
development varies as a function of (1) the person’s behavioral dispositions, resources (i.e., 
ability, knowledge), and demand characteristics; (2) the features of the immediate and distal 
contexts; and (3) time. How interactions shape developmental outcomes depends on their 
regularity and intensity as well as on the interactions with and between person and context. 
According to Bronfenbrenner and Morris (2006), three specific person characteristics – age, 
gender, and ethnicity – seem to be particularly important because of their pervasive effects on 
development as they place individuals’ in particular environmental niches, with specific roles 
and positions in society. 

The immediate stages of children’s experiences and development (e.g., family, school) are 
called microsystems and involve a “pattern of activities, social roles, and interpersonal 
relations experiences by the developing person in a given face-to-face setting with particular 
physical, social, and symbolic features” (Bronfenbrenner, 1994, p. 1645). Garbarino and 
Ganzel (2000) discuss how microsystems provide both opportunities for and risks to 
development. On the one hand, opportunities for development emerge from relationships that 
provide material, emotional, and social encouragement, compatible with children’s current 
needs and capabilities. On the other hand, risks to development may emerge from “direct 
threats and the absence of normal, expectable opportunities” (p. 77). Related to sociocultural 
risk, social toxicity may arise from the absence of essential experiences and relationships. 
Garbarino and Abramowitz (1992) specified three types of microsystems that can result in the 
impoverishment of children’s experiences: microsystems that are too small (i.e., that provide a 
limited set of relationships in terms of age groups, generations, and backgrounds), 
microsystems that are too one-sided (i.e., that lack reciprocity or power balance), 
microsystems that are too negative (i.e., in terms of affective tone). Consistent with this 
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conceptualization of possible risks within the microsystem, Leseman and van den Boom 
(1999) further proposed that proximal processes can be evaluated with respect to quality (e.g., 
responsiveness, balance), quantity (e.g., frequency, duration, dosage), and content (e.g., skills, 
knowledge, attitudes). These conceptualizations are also consistent with definitions of quality 
in educational microsystems (e.g., preschool, basic education) that incorporate both structural 
features (such as group size and staff-to-children ratio) and process features, which include 
activities and teacher-child and child-child interactions (Slot, Leseman, Verhagen, & Mulder, 
2015). 

Constructs such as “microsystem”, “proximal processes”, “risks to development”, and 
“opportunities for development” seem to be particular important within a work package 
focusing on schools and, specifically, in the classroom, aiming to document how curriculum 
approaches, educational practices, and social climate interventions may be optimally designed 
to reduce educational and social inequalities, in both centre-based early childhood education 
and primary education, by succeeding in enhancing both cognitive and non-cognitive skills (i.e., 
self-regulation, creativity, cooperation) for all children, but particularly for those from 
disadvantage or migrant backgrounds. 

Vulnerability and resilience in the child development, concepts frequently used in reference to 
migrant students (Moro, 1998; De La Noë, Sharara, & Moro,  2004), in a systemic perspective 
are not referred only to subject characteristics, but to constellations of factors of protection and 
of risk within the ecological niche of the subject’s life. Vulnerability describes a condition to be 
highly exposed to hurts (from latin: vulnus), while resilience would express a capacity to 
absorb ‘bumps and hurts’ without breaking (originally the concept of resilience comes from the 
physics of metals as a measure of the capacity to absorb kinetic energy without breaking).  

Factors of protection and resilience or factors of vulnerability and risk can be located within the 
family, the school and the wider social context and researches give evidence to the powerful 
teachers’ role both as factor of risk or protection, for the crucial relationship they can build with 
children and families (Pianta, 2003; Cyrulnik, 2001, 2004; Moro, 1998; De La Noë, Sharara, 
Moro, 2004). Teachers can be tutors/protectors of resilience (Cyrulnik, 2001). 

 

2. TRENDS AND CHALLENGES IN INTERVENTIONS FOR REDUCING SOCIAL 
INEQUALITIES AT THE CLASSROOM AND SCHOOL LEVEL 
Children with migrant backgrounds as well as native low-income children face educational 
gaps that hinder future adaptation and social mobility (e.g., Hillmert, 2013). Both the 
performance and sense of belonging at school of immigrant students differs widely across 
countries (OECD, 2015a), with diverse consequences for future success and well-being.  

Results from PISA indicate students with an immigrant background tend to perform worse in 
school. This disadvantage is due to a complex array of factors, including language barriers, 
concentration of disadvantage in schools attended by immigrant students, and school policies 
such as like grade repetition and tracking (OECD, 2015b). However, narrowing performance 
gaps between immigrant and non-immigrant students is possible, as demonstrated by 
Germany’s and Portugal’s improvements in PISA results for second and first generation 
emigrants, respectively (OECD, 2015b).  
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Current evidence shows that successful inclusion1 of immigrants can be facilitated through 
maintaining high expectations for all students; ensuring feelings of 
membership/belongingness; increasing proficiency in the first and second language, 
acknowledging the importance of both heritage languages and the language of instruction, by 
providing early sustained language support within regular classrooms; preparing teachers to 
handle linguistic and cultural diversity; avoiding ability grouping; etc. (OECD, 2015b).  

A comprehensive equity scheme, based on policies on multiple levels, is thus needed to face 
the challenge of educational inequalities and this work package focuses on policies, 
interventions, and findings at the classroom and school levels, as they are important 
microsystems that have a direct influence on students’ development and learning and are 
shaped by student’s characteristics (Bronfenbrenner & Morris, 2006). Specifically, we aim to 
study how curriculum (i.e., the contents or subjects elected for teaching and learning), 
pedagogy (i.e., educational practices), and the general social climate of the classroom/school 
are targeted to reduce inequalities.  

MULTICULTURAL EDUCATION AND MULTICULTURALISM 
 
Multicultural education2 provides an important framework for our task, as it aims to reform 
schools so that students with diverse racial, ethnic, cultural, linguistic, and social class 
backgrounds experience educational equality (Banks, 2015). For example, Banks proposes 
five dimensions of multicultural education, which address the target domains in this work (i.e., 
curriculum, pedagogy, and social climate):  

- content integration (i.e., integrating ethnic and multicultural content across subjects);  
- the knowledge construction process (i.e., helping students understand how 

knowledge is created and influenced by the racial, ethnic, and social class positions 
of individuals and groups); 

- prejudice reduction (i.e., helping students develop positive attitudes towards different 
racial and ethnic groups); 

- equity pedagogy (i.e., facilitating the achievement of students of low-status, namely 
through cooperative learning); 

- and empowering school culture and social structure.  

Banks (1991) further identified four major multicultural approaches to curriculum:   

- the contributions approach that involves the inclusion of ethnic heroes to the 
curriculum;  

- the additive approach consisting of adding ethnic contents (concepts, themes, and 
perspectives) while keeping the curriculum basic structure and purposes;  

- the transformation approach that requires changing the basic assumptions of the 
curriculum and enabling students to take several ethnic perspectives and points of 
view;  

- and the personal, social, and civic action approach that builds on the transformation 
approach and call students to make decisions and take actions related to the 
contents that have been addressed in class.  

1 Inclusion is chosen based on the principles of the Salamanca Statement, which is built on diversity as a value and 
views schools as responsible for ensuring that the needs of all students are met. 

2  Some authors prefer “intercultural education”, emphasizing dialogue and interaction (Hadjisoterioua, Faasb, & 
Angelides, 2015). 
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The effective implementation of multicultural education requires educators to shift from the 
contributions and additive approaches to the implementation of the transformation and social 
action approaches (Banks, 1995). Also according to Banks (1995), the successful 
implementation of multicultural education requires the design of holistic, multi-factor, 
interventions to reform the school environment. To this end, Bank’s (1993) Multicultural School 
Environment model identifies eight key variables that should be targeted by such interventions, 
namely:  

(1) the school norms and values towards ethnic and cultural diversity;  

(2) the school norms and values towards language pluralism and diversity;  

(3) the attitudes and values of the school staff;  

(4) the status of different student social and cultural groups within the school;  

(5) the content of the curriculum and teaching materials;  

(6) the adequacy of the teaching and motivational styles to students’ social and cultural 
characteristics;  

(7) the impact of assessment and testing procedures on social and cultural equality; and  

(8) teachers and students’ skills and perspectives to recognize various forms of racism 
and actions to eliminate them.  

We know multicultural education approaches vary considerably across countries and schools 
within countries. A useful resource for a critical discussion of such approaches is Sleeter and 
Grant’s (1987, 2006) taxonomy, which identified five approaches to multicultural education, 
representing diverse curriculum and pedagogical perspectives as well as social goals:  

(1) teaching the culturally different;  

(2) human relations;  

(3) single group studies;  

(4) multicultural education;  

(5) and education that is multicultural and social reconstructionist. 

Multiculturalism is a complex concept, used in many different ways, for many different 
purposes and has several meanings. It can refer to a demographic fact, that is, pluralism 
which refers to the presence of cultural diversity in schools, organizations, countries. However, 
it can also refer to a policy, with the fundamental goals of enhancing mutual acceptance and 
improving the quality of intercultural relations among all cultural groups and communities. 
There are three main components of multiculturalism policies:  

a) cultural diversity – achieved by providing support and encouragement for cultural 
maintenance and development among all ethnocultural groups; 

b) social/intercultural component – sharing cultural expressions, providing opportunities 
for intergroup contact, and removing barriers to full and equitable participation in 
society; 

c) intercultural communication: promoting the learning of one or more official languages 
as means for all ethno-cultural groups to engage in contact and to participate in the 
national life of the larger society. 

Multiculturalism as a policy requires that both cultural diversity/maintenance and contact are 
legislated and acted upon. They are both necessary parts of multiculturalism. However, most 
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multiculturalism education programs do not focus on both diversity and contact dimensions. 
Instead, most approaches focus on what Banks defined as content integration (i.e., integrating 
ethnic and multicultural content across subjects), and less on reducing prejudice and 
discrimination by fostering contact between different cultural groups. The most common forms 
of multiculturalism in the educational setting focus on events celebrating ethnic groups’ history, 
culture, etc. What some authors refer to as focusing on “important differences” (Rosenthal & 
Levy, 2010) involves learning and drawing attention to cultural differences and foster 
understanding of different experiences and perspectives. Multiculturalism, however, can also 
take the form of “appreciate contributions”, that is, learning to appreciate and value different 
groups’ positive contributions to society. Finally, multiculturalism can also involve a focus on 
culture maintenance, focusing on the importance of non-dominant groups maintaining their 
culture and traditions.  

Note that most multicultural educational programs are not properly evaluated and its efficacy is 
sometimes confounded with other key variables, such as promoting intergroup contact 
(Stephan, Renfro, & Stephan, 2004; Zickel, 2008). It is important to disentangle the effects of 
each of these components: content related materials that rely on a more passive strategy and 
have been criticized (Biggler, 1999) and those who take a more active approach (cooperative 
learning tasks, intergroup contact). According to Stephan et al. (2004), multicultural education 
programs can be classified on the basis of four dimensions: direct and indirect and didactic 
and interactive. Direct approaches provide individuals with information about different groups 
and generally focus on their history, values, and norms (e.g., multicultural curriculum). Indirect 
approaches promote contact, under specific conditions between different groups (e.g., 
cooperative learning techniques). Didactic approaches are based on traditional teaching styles 
involving readings, lectures, and discussions. Interactive approaches involve role-playing, 
simulation games, and group exercises.  

Programs involving didactic techniques seem to produce less attitude change while indirect 
approaches based on contact with outgroup members seem to significantly change 
participants’ attitudes and behaviors (Stephan et al., 2004). Multicultural curriculum programs 
that make use of increased affective components, modeling of positive intergroup behavior, 
and development of in-group norms countering prejudice through “extended contact” materials 
might be advantageous. However, cooperative learning approaches and anti-bias 
curricula/social- cognitive skills training are likely to be more effective in reducing prejudice in 
schools (Pfeifer, Brown, & Juvonen, 2007). 

MULTICULTURAL CITIZENSHIP EDUCATION 
 
In a world transformed by migration and globalization, “multicultural citizenship education” is 
proposed as an innovative approach to develop and sustain culture-sensitive practices and 
inclusive social climates in ECEC and primary school as (Kratsborn, Jacott, & Pembecio˘glu 
Ocel, 2008; Oxfam, 2006; Schugurensky & Myers, 2003): 

- it is more than a course or a subject, an aspect of continuous education at all levels. 
The issue of novelty here lies in the fact that “multicultural citizenship education” can 
be used as an approach to develop a program of educational activities and practices 
that are relevant to all areas of curricula in preschool and primary school and to all 
abilities with an aim to help children to develop knowledge, skills and values to 
become critical multicultural citizens.  

- “it can integrate the best traditions of multicultural and intercultural education to 
develop political and pedagogical strategies that contribute to overcome 
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discrimination, racism and ethnocentrism, and to nurture genuine, inclusive dialogue 
among cultural groups” (Schugurensky & Myers, 2003).  

- it is about behavior and action, helping people learn to become active, informed and 
responsible and contributing to democratic life for all. Identity and citizenship require 
a vision for all members of society.  

- it can fully involve children in their own learning by using a wide range of active and 
participatory learning methods.  

- it promotes a sense of belonging, (to a group, school, setting, community … the 
world) with significant impact on identity formation, a crucial element for the well-
being of people and children in particular (Ben-Arieh & Broyer, 2005). However, it is 
reported that very few studies have considered young children’s perspectives and 
meanings of inclusion along with the implications that citizenship education may have 
for their lives and well-being, with emphasis on those belonging to at risk populations 
(Nutbrown & Clough, 2009).  

- it is re-thought to prepare students to function within as well across national borders 
(Banks, 2004). It is also argued that in multinational states citizenship education may 
function in two ways, promoting national identity and a transnational identity 
(Kymlicka, 2001). This means approaching citizenship not as a shared identity, within 
delimited boundaries, but as an open and shared membership within networks of 
interconnection and interdependence (Williams, 2003). By participating in cooperative 
projects using ICT and virtual learning environments students from different parts of 
Europe/the World may develop understandings and skills to bridge the gap between 
local, national and global. The duality is sometimes dubbed ‘glocalisation’: global 
values are localised, and local values are globalised.  

- it refers to the whole-child and the whole-school development (staff professional 
development, curriculum, decision-making processes, especially relationships 
between pupils, teachers, parents and the wider community).  

- it permits to articulate different aspects of school life with relevant issues in the 
surrounding community and promotes strategies that connect schools with other 
agencies and organizations (like museums, libraries, neighborhoods associations, 
social clubs, community centres, political representatives, local media, arts and crafts 
clubs, and the like). This strategy could help to integrate schools with out-of-school 
education, face-to-face interactions with electronic forums, and children with youth 
and adults and seniors in intergenerational projects, developing real learning 
communities. 

Basic objectives of such an approach are: 
- promoting children express their views and perspectives; 
- developing arguments (Nutbrown –Clough, 2009); 
- developing skills for problem solving and dealing with difficult situations selecting and 

using materials through ICT;  
- developing empathy (Millei-Imre, 2009; Phillips, 2010) and transformative social 

action to solve problems;  
- establishing collaboration with parents and other local agents. 

MULTILINGUALISM, PLURILINGUALISM, AND INTERCULTURAL COMMUNICATIVE COMPETENCE  
 
All Multilingual? Multilingualism (as social phenomenon of co-existence in one society of 
several languages) and plurilingualism (as individual competence in more than one language) 
are part of the human life from its origins, though they had different trends in historical periods. 
The modern and colonial age in Europe has almost halved the number of existing languages 
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due the nation-oriented ideology (Andersen, 1996): one nation, one language, one people. In 
the last decades, the massive influx of immigration from Asia, Africa, and Latin America to 
areas of Europe, North America, but also Australia, South-East Asia, and Japan are leading a 
new ethno-linguistic and ethno-cultural mixing. The languages brought by immigration in 
recent decades are numerous and you count that in most European cities there is a daily use 
between 100 and 200 languages (Arabic, Turkish, Kurdish, Hindi, Punjabi, Chinese…), and it 
is happening that speakers in some of these languages are becoming higher than the 
speakers of minority languages in the national territories of time (De Mauro, 2007). The 
Chinese and Arabic are now European languages in all respects. Romanian and Albanian 
languages are European languages and not tied to a single nation state. Sometimes described 
or perceived as a Babel threatening the integrity of states, linguistic diversity and vitality of 
languages, of all languages, are fundamental phenomena for individuals and society; the 
current reshuffle language, if intentionally enhanced, proves to be a crucial factor in the 
survival of the social systems and individuals. 

Each language is not only a system of signs (semiotic), rather a profound interweaving of 
references and integrations, as evidenced by many studies of linguistics, psychology, 
sociology and anthropology of language, pragmatic of language (Hymes, 1972; Breen, Candlin, 
1980; Kramsch, 2009; Levine, 2014). Language includes in itself the network of social and 
cultural-historical relations, within which it is located and lives. It is at the origins of the psychic 
life of the subject, as a chance to think about the real and themselves and is therefore an 
integral part of the story of self and the world, shared in the group and in the community. 
In the social, forces come into play, processes and criteria for which some languages are 
dying, while others have seen a transnational broadcasting. There is a linguistic hierarchy that 
affects the vitality of languages, their prestige and sometimes their own destiny. Many 
languages of minority groups of immigrant origin in Europe are not recognized and are then 
forgotten by the younger generation, or are kept secret for self-censorship (Beacco 2005). The 
place occupied by a language in the hierarchy depends on several factors: the evaluation of 
the social group that uses a certain language or a language variety (the prestige of a language 
is not for the language itself, but for the class and the status of the group that speaks that 
language); the “language market”, expression of Pierre Bourdieu (1982), meaning that 
language skills are forms of so-called "human capital", along with others, and infer their value 
from the value they have on the market. 
Many western European countries have a weak model of enhancement of multilingualism in 
the school system (Baker, 2006); weak because there is not a clear view of the political, 
cultural, and identity consequences generated by a context that favors a monolingualism with 
a few forays into foreign language (English). The school often leaves much to the student or 
the family work to think about the connections between the different languages, known and 
taught, and their value, and this creates a hierarchy between languages according to the order 
in which they are taught (or not taught or not even named), which reinforces representations 
on their utility (or futility). The representations and beliefs concerning languages (their 
usefulness, beauty, ease of learning, prestige, access road to well-being) and multilingualism 
(as a value, as dynamic learning) of children and families, teachers, and other actors of the 
education system is crucial. 

Multilingualism is promoted at international level from relatively recent times and its promotion 
is not always shared and enabled with sufficient competence and expertise. The value 
attributed to multilingualism is not even exempt from paradoxes (Coste et al., 2007): certain 
forms of multilingualism are considered "better" than others, "good" multilingualisms are 
opposed to 'problematic' multilingualisms , "lucky" or "to be rich" multilingualism to "poor "and 
"to be deprived" multilingualism (Coste et al., ibid). For instance, in the case of students with a 
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migrant background or from a language minority, teachers are not always convinced that it is 
important to preserve the mother tongue, or the ‘burden’ of learning multiple languages is 
perceived as problematic and excessive, which is why those students are sometimes excluded 
from learning a foreign language, while there is no question that many parents also pay very 
dearly for multilingualism of their children by resorting to international schools. 

Studies on the representations (beliefs, attitudes, pre/misconceptions) about languages, 
language learning and bi-multilingualism of educators and teachers in different school and 
university levels, represent today an expanding field internationally (Bresnahan et al., 2002; 
Gkaintartzi, Kiliari, Tsokalidou, 2014; Karabenich & Noda, 2010; Sinkkonen, Kyttala, 2014; 
Young, 2014), in recognition of the key role that ideas and ideologies play in the student-
teacher relationship and practices (educational, discursive, and communicative): a role of 
mediator, of filter in the observation of reality, in the teaching and educational relationship. In 
Italy, for instance, it is still common that educators and teachers do not take into account the 
multilingual skills of pupils - exceptions dedicated to English or French or German - and fear 
that bilingual students can learn the Italian language more slowly if they speak the origin 
language in their family; and therefore they ask families to stop using the language of origin in 
order to facilitate the learning of the dominant language. 

The Council of Europe (Language Policy Division of the Council of Europe,LPD; European 
Centre of Modern Languages, ECML)  has long encouraged (see 1992, 1995, 2001, 2005, 
2005-2012, 2007, 2008, 2010a, 2010b, 2013)  member states to adopt school policies aimed 
at enhancing and developing the assets and capabilities of multilingual individuals, not only to 
form effective citizens at a national and transnational level, but also looking at the social 
implications that a wrong attitude towards languages can generate in individuals and in 
society, in relation to social inclusion, right to citizenship and to education. And several tools 
have been also developed (e.g., Common European Framework of Reference for Languages, 
2001; European Language Portfolio, 2007; Autobiography of Intercultural Encounters, 2009). 
From multilingualism to a plurilingual education and curriculum. If until recently 
multilingualism was considered as a factor potentially compromising for the development of 
intelligence and proficiency in a language, due to various hypotheses on cognitive functioning 
and language learning (possibility of overload, impairment of speech, permanence of linguistic 
interference), is now shown as the development of multilingualism is a possible and positive 
experience, and this has been confirmed in studies even involving children with language 
learning challenges (Martin, 2009). Encouraging a multilingual-intercultural perspective is also 
the well-established knowledge of the capacity of the human being to develop multilingual and 
multicultural skills, through an ‘economy’ of cognitive processes. Languages and cultures are 
not classified into mental compartments strictly separated, linguistic knowledge and 
experience contribute to forming a single communicative competence, in which languages 
(and cultures) establish mutual relations and interact. Historically they opposed two models of 
bi-multilingual competence, the separate model (Separate Underlying Proficiency) and the 
common or unified model (Common Underlying Proficiency - Cummins, 1996). According to 
the second model - which has strong research and a collection of empirical evidence - a 
significant part of the core concepts and skills are transferred from one language to another in 
their deepest and general aspects, even when the surface manifestations appear to be 
different. The transfer of competence from one language to another must be valued in 
education, as proposed in particular by the plural approaches to language teaching (Council 
of Europe, Candelier et al., 2013) through a teaching that draws meta-cognitive and meta-
communicative capacity development. In turn, the growth of multilingual competence 
strengthens the cognitive, meta-cognitive, and meta-communicative abilities, in a virtuous 
circle: the expansion of working memory (the ability to focus, selection, concentration), the 
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development of mental schemes alternative and complementary to each other, with an 
increase in the ability to analyze, in abstract, creative and divergent thinking. 

Today we also recognize many ways of being multilingual, there is no longer the only 
restrictive form of multilingual individual who demonstrates in two or more languages the same 
level of competence of the native speaker. The diversification of multilingual skills profiles, 
regarding the mastery of several languages, refers to the fact that every competence, even 
partial, is a linguistic and cognitive resource available to the subject. And the multilingual 
competence refers to the biography and repertoire of all the languages that the person knows 
more or less complete (the language of schooling, regional language, minority language or 
language of origin, modern foreign languages or classical languages). The introduction of a 
perspective of education and teaching that values and promotes multilingualism requires a 
major change of teaching, of its aims, the relationship between what children learn and 
experience inside and outside the school.  

In the area of language teaching, the multilingual perspective proposes that all the languages 
of education - meaning by this expression all languages entering the path of socialization of a 
child (home languages of national and regional, foreign languages, but also languages of 
disciplines such as of science, history, and so on) contribute, each in different ways, to his/her 
cognitive, affective, social, cultural, and therefore its identity construction and to his/her 
knowledge. All languages present in the school are not automatically the language of the 
school, because the school can not take officially in its programs all languages of linguistic 
repertoires of students. The educational project of the school and ECEC, however, can 
mobilize, even if partially, adjust and extend existing repertoires, to the benefit of the first 
language of schooling that is the vehicle of all education, acknowledging the social and identity 
value of the whole linguistic repertoire (possessed by the children and families) and of inter-
linguistic connections. A special place occupies the first language of the child, of his family and 
community socialization. 

Mutilingualism as a key-entry door to intercultural communication competence. Studies 
and researches distinguish and relate multilingual competence, intercultural competence and 
intercultural communicative competence. Since the seventies (Hymes, 1972), foreign 
language learning was addressed as a key-entry door to develop attitudes of openness and 
interest towards differences and to acquire a competence in communicating within intercultural 
situations. 

A better understanding of linguistic repertoires should promote sensitivity to other linguistic 
and cultural attitudes of mutual respect, inclusion and availability of language (respect the 
languages of the other, make the effort to learn and to use, even partially; Beacco, Byram et 
al., 2010). The notion of intercultural communicative competence belongs specifically to 
language teaching theories. In these studies, the model centered on language proficiency has 
been switched to a model in which the central communicative competence weaves knowledge 
of psychology of language, sociology and anthropology of language related to changes and 
social and cultural norms concerning the use of languages, and pragmatics of language, 
regarding the action exerted through communicative acts and the use of language (Pastori 
2015)  

Multilingualism as a key entry-door to multicultural minds. Individuals with a ‘multicultural 
mind’ – as second generation youth can become - are more likely to acquire multilingual and 
multicultural skills and, the other way round, multilingualism can represent a key entry-door to 
develop a multicultural mind.  
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The construct of multicultural mind was first elaborated in the late nineties (Hong et al., 2000), 
within a paradigm shift from structure (culture as a coherent system of meanings and practices 
that are shared among a group over a period of time) to process (culture as fragmented, 
fluctuating, and context-specific) models in the psychological inquiry on culture. It representes 
an innovative field of research, promising in enlarging the spectrum of activities aimed at 
promote cultural and socio-emotional skills in dealing with diversity. 

Through enduring exposure to at least two cultures, there are individuals who come to 
possess systems of meaning and practices of both cultures (thus defined biculturals) (Hong, 
Morris, Chiu, & Benet-Martinez, 2000; Nguyen, & Benet-Martinez, 2007). They can switch 
between such cultural orientations alternating them depending on the cultural cues (cultural 
primers) available in the immediate context (cultural frame switching). 

Within the situated cognition model on culture (Oyserman & Sorensen, 2009), culture is 
considered as a loosely defined network of patterned beliefs, attitudes, and mind sets named 
cultural syndromes. Alternating the different cultural syndromes entails that individuals switch 
between the different cultural syndromes depending on the context cues (cultural frame 
switching; Hong et al. 2000, Matsumoto & Yoo, 2006) that are made salient in the contingent 
situation. The bicultural mind is therefore a situated mind in that its cognitive functioning refers 
to contingent aspects of experience, and rooted in the immediate context (extensive mind; 
Menary, 2010). The appropriation of culture takes place (Boyd & Richerson, 2005) mainly 
through social learning, an experience-based learning where individuals are in turn experts 
and novices of the practices and interpretative frames of both cultures (Rogoff, 2003). 
Differently from culture internalization, participatory appropriation entails that both experts and 
novices are actively engaged in the process, and, as they are part of, they transform practices 
in the same time in which they are engaged in them. The learning of culture therefore requires 
doing structured sequences of actions in groups of (at least) two individuals that conjunctively 
make sense of them. It is therefore a process that does not move from knowledge to action. 
Rather, it roots in actions shared by experts and novices that, in their being part of the same 
practice, conjunctively make sense of it. Just as cultural learning, bicultural learning needs 
repeated experiences in both cultures so as to be able to activate the expert-novice dynamics 
in univocal and coherent contexts of learning.  

ICT as a powerful support. How to deal with and to promote inclusion and multilingualism is 
an open field for research, especially in reference to ECEC services and primary school, 
where it is possible to support children and families at an early stage. A promising and key 
area of study is the use of ICT in promoting multilingualism and intercultural 
competences/multicultural minds, since the early stages in ECEC and primary school. 

LANGUAGE SUPPORT  
 
Language support is a cornerstone of classroom/school interventions aiming to reduce gaps 
between immigrant and native students. In this regard, the OECD (2010) argues for coherent 
language-centric policies for achieving such goals. Some policy examples are illustrative of the 
different approaches currently in place in different countries. Being among the countries with 
the most pronounced differences in reading comprehension between immigrant students and 
students from native families (Marx & Stanat, 2012), Germany has implemented continuous 
language support interventions across all levels of education - the FörMig project - with 
positive results. Two key elements to the success of this program are (a) the fact that it 
pursues a holistic approach, in which language development is not only the task of individual 
teachers, but of the school as an organization and of the students' environment as a whole, 
including parents and the local community; (b) continuous language support is aimed at 
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immigrant as well as native children. In contrast, Norway and Sweden have developed specific 
curricula for language acquisition (OECD, 2010) and designed interventions to stimulating 
early language learning and home support.  

The focus of language supports in the classroom, avoiding pull-out interventions, is consistent 
with current trends in early childhood intervention and early childhood special education, 
based on routines-based intervention in natural environments, aiming to increase the dosage 
(i.e., quantity of proximal processes) and meaningfulness of interventions (McWilliam, 2010). 
Furthermore, evidence suggests language and mainstream subject (i.e., content) learning 
should be integrated early on (OECD, 2015a). The OECD (2010) has also previously 
highlighted the importance of whole-school approaches, providing support for immigrant 
students not only in specialized courses but integrated across the curriculum and throughout 
all-school and after-school activities. Educational systems have, indeed, tested several 
solutions for addressing the needs of low-achieving students including after school or summer 
programs, which have demonstrated positive statistically significant effects in reading and 
mathematics, especially if tutoring is involved (e.g., Lauer et al., 2007), and are associated 
with increased academic performance and motivational attributes for disadvantaged students 
when compared to alternative patterns of care (e.g., parental and sibling care) (Mahoney, Lord, 
& Carryl, 2005). 

Research conducted in Germany suggests immigrant children benefit from combined implicit 
and explicit language support (but not implicit support alone) when considering reading 
performance (Stanat, Becker, Baumert, Lüdtke, & Eckhardt, 2012). Reviewing research on 
the reading comprehension of immigrant students, Marx and Stanat (2012) suggest older 
second-language learners may benefit from more explicit approaches to vocabulary and 
comprehension skills, including approaches that explicitly highlight similarities between 
students’ first and second language. They advise, however, that simple drill is unlikely to be 
effective in building second language vocabulary, suggesting that repeatedly presenting 
lexicon in meaningful contexts for meaningful purposes is advantageous.  

Note that pedagogical innovation in primary school (OECD, 2014) has focused on relating 
lessons to real life, higher order skills, data and text interpretation, and individualization. 
However, active pedagogies do not seem to be at the core of educational change, with 
lecture-style presentations remaining prevalent, among other practices that place teachers at 
the center of instruction. 

Because performance gaps persist after accounting for language proficiency, a larger equity 
scheme seems to be needed, where attention is paid to providing supports for teachers in 
dealing with students with multi-cultural, bilingual, and diverse learning needs, etc. (OECD, 
2010). Note that where school evaluations and teacher appraisals take place, they rarely focus 
on linguistic and cultural diversity issues (OECD, 2010). In TALIS, school principals and 
teachers were asked which criteria were considered with high or moderate importance in 
school evaluations and teacher appraisals; of the 17 proposed criteria, “teaching in a 
multicultural setting” was the lowest rated criterion (OECD, 2009). However, TALIS indicates 
that when “teaching in a multicultural setting” is given a focus, then teachers report that it has 
an impact on them and their teaching (Jensen, 2010). This seems to indicate that the inclusion 
of diversity issues in teacher appraisal and school evaluation could help schools improve their 
practice in this area. 
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POSITIVE SOCIAL CLIMATE 
 

The OECD (2010) systematizes several initiatives in different countries aiming at supporting 
schools and teachers to create inclusive school environments and improve teaching and 
learning in socially, culturally, and linguistically diverse schools. For instance, some countries 
(e.g., Norway, Sweden) have focused on the initial training for teachers, and have introduced 
multicultural education and cultural diversity as part of initial teacher education programs.  

Other measures have focused on fostering a positive school climate (OECD, 2010). For 
instance, in the UK, a guide was created for school leaders to follow, highlighting several key 
equality and diversity actions, and providing case studies and examples. In Ireland, a toolkit 
aiming at providing guidelines to the whole school team was prepared following a whole-
school, cross-curricular approach. Another measure that has been placed in some countries is 
the organization of opportunities for collaboration among schools (e.g., UK, Netherlands). 
Nevertheless, although several initiatives seem promising, their effectiveness has not been 
systematically examined. In addition, the same report highlights that teachers and schools 
have little access to guidelines and advice related to migrant education, as well as lack of 
access to relevant research and evidence on effective practices. It seems thus important to 
provide a scientific basis for sharing of good, effective practices between schools across 
European countries. 

Ensuring positive learning environments is instrumental in ensuring children’s social and 
emotional skills and behavioral regulation. However, accumulating findings suggest preschool 
classrooms serving disadvantaged children, the classroom level behavioral socialization 
practices may be negative or reactive, and generally unsupportive of positive social 
development (Degol & Backman, 2015). In one study conducted in the early grades in 
Portugal, results showed that the emotional climate was lower in schools with larger 
proportions of disadvantaged children, although the association was no longer statistically 
significant when controlling for school sector and school size (Cadima et al., 2013). 

Regarding school climate, despite the potential of schools to teach children positive attitudes 
toward immigrant, minority, or disadvantaged peers, researchers and stakeholders in general 
struggle with how to best reduce negative sentiments and behaviors toward peers of different 
racial or ethnic backgrounds. Use of cooperative learning approaches, based on contact 
theory (Allport, 1954), in multiethnic schools and classrooms, seems to benefit interracial 
relationships but also academic outcomes (e.g., Roseth, Johnson, & Johnson, 2008). 
Cooperative learning models are consistent with inclusive education principles that build on 
diversity as a value and aims to benefit all learners, not only targeting children who may be 
struggling (UNESCO, 2005). Treating diversity as a value and a resource rather that a barrier 
for successful teaching and learning is the basis for building positive school and classroom 
climates where immigrant students develop a sense of belonging (OECD, 2010). In 
homogenous schools, where contact with minority or immigrant peers is limited, activities that 
incorporate social-cognitive skills training or anti-bias curricula are strongly advised if 
multicultural curricula are to be used (Pfeifer, Brown, & Juvonen, 2007). Such activities may 
include role-playing activities that promote perspective-taking and empathy, or discussions of 
prejudice and discrimination. 

TARGETING BOTH COGNITIVE AND NON COGNITIVE SKILLS 
 
Central to ISOTIS goals and research approach is the growing acknowledgement of the need 
for ensuring that all children develop a balanced set of cognitive, academic, and socio-
emotional skills that support individual lifetime success. Cognitive, language, social, and 
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emotional skills are interdependent and all contribute to success in life and to social progress 
(Heckman, 2006). Cognitive skills matter, but social and emotional skills, such as 
perseverance, self-control, and resilience are just as important (OECD, 2015c). For many 
outcomes, such as health, experience of anti-social behavior and subjective well-being (OECD, 
2015c), non-cognitive skills’ predictive power is actually similar to or exceeds that of cognitive 
skills (Kautz, Heckman, Diris, Weel, & Borghans, 2014). However, gaps in both cognitive skills 
(i.e., those measures by IQ or achievement tests) and non-cognitive skills (such as motivation, 
perseverance, and tenacity) emerge early and persist over time. For example, Becker, Klein, 
and Biedinger (2013) found that Turkish-origin children start with lower test scores at the age 
of 3 regarding German language skills and cultural knowledge (but not cognitive skills). 
Research suggests early interventions targeted toward disadvantaged children have much 
higher returns than later interventions (Heckman, 2006). The early years are instrumental in 
building competencies, with both cognitive and non-cognitive skills being highly malleable. 
Such plasticity decreases in adolescence, particularly for cognitive skills (Kautz et al., 2014).  

OECD (2015c) has focused on social and emotional skills, as skills necessary for well-being 
and social progress, establishing there are considerable differences across countries in 
policies and availability of programs designed to enhance social and emotional skills such as 
perseverance, self-esteem, and sociability. Research findings suggest "skills beget skills", with 
social and emotional skills not only driving future development of social and emotional skills 
but also enhancing cognitive skills (OECD, 2015c).  

Positive effects of integrated approaches which build on interdependence of different 
competencies can be illustrated by the outcomes of a preschool program developed in 
Germany. The KiDZ has shown that integrating academic content within the normal course of 
life in preschool can actually foster the development of socio-emotional skills (Kluczniok, 
Anders, Sechtig, & Rossbach, 2014), suggesting that concerns that preschool curricula 
focused more on cognitive stimulation rather than on socio-emotional skills might neglect the 
socio-emotional development of children are not warranted. Interventions embedded in natural 
daily routines - as opposed to teaching in specified planned hours, outside the classroom and 
away from the peer group, doing “strange” things, sometimes with “strange” adults - are also 
recommended practice in early childhood intervention, a field that may share important 
lessons to the reduction of education inequalities.  

Non-cognitive skills are sometimes designated as “soft skills”, defined by Oxford Dictionaries, 
as “personal attribute that enable someone to interact effectively and harmoniously with other 
people”. Defining soft skills as a broad set of skills, competencies, behaviors, attitudes, and 
personal qualities that enable people to effectively navigate their environment, work well with 
others, perform well, and achieve their goals, Lippman, Ryberg, Carney, & Moore (2015) 
identified five key “soft skills” that foster youth workforce success: social skills, communication, 
and higher-order thinking skills (including problem solving, critical thinking, and decision-
making); supported by the intrapersonal skills of self-control and positive self-concept. 
Similarly, Finegold and Notabartolo’s (2008) review of 21st-century competencies considers 
five groups of skills: (1) analytic skills (i.e., critical thinking, problem solving, decision making, 
research and inquiry), (2) interpersonal skills (i.e., communication, collaboration, leadership 
and responsibility), (3) ability to execute (i.e., initiative and self-direction, productivity); (4) 
information processing (i.e., information literacy, media literacy, digital citizenship, ICT 
operations and concepts), and (5) capacity for change (i.e., creativity / innovation, adaptive 
learning / learning to learn, and flexibility). These competency frameworks may be 
instrumental in ISOTIS study of educational programs, projects, and interventions aiming to 
reducing educational inequalities. 
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The potential of education for enhancing a variety of skills, including the “soft” skills needed for 
success in the 21st century is undeniable. We now know the most effective programs for social 
and emotional learning incorporate sequenced training and active learning practices, are 
focused, and driven by explicit learning objectives (OECD, 2015c). Interventions designed to 
increase non-cognitive skills among disadvantaged children, such as the Perry Preschool 
Program and the Abecedarian Program, have shown to have long term effects (see Kautz, 
2014). These early childhood interventions involve both children and parents, which has been 
shown to be a key feature to success. School-based interventions aiming to enhance 
children’s social and emotional learning, across different age groups, such as Tools of the 
Mind (a program focused on self-regulation) and “Mindset” interventions (teaching the 
incremental theory of intelligence) have also shown positive short term effects (OECD, 2015c; 
Kautz et al., 2014) but long-term evaluations are still lacking.  

Recently, Sorensen, Dodge, and the Conduct Problems Prevention Research Group (2015), 
assessed the mechanisms through which the Fast Track project, serving high-risk children, 
reduced delinquency and arrests between ages 12-20. Findings suggested about a third of the 
program impact on such outcomes can be accounted for by improvements in social and self-
regulation skills during childhood (ages 6–11), such as prosocial behavior, emotion regulation, 
and problem solving. Furthermore, a recent meta-analysis has shown that for early childhood 
education program to be most effective, programs should intensively and specifically address 
children’s social and emotional development (Schindler et al., 2015). However, not only 
curricular activities or interventions foster social and emotional skills. Extracurricular activities 
such as sports, arts clubs, student councils and voluntary work have been shown to foster 
social and emotional “soft skills” (OECD, 2015).  

Concluding, the existent knowledge base suggests reducing educational inequalities and 
challenges faced by immigrant, low-income, and/or minority students requires multilevel 
interventions. Even at the classroom/school microsystem level, a complex array of dimensions 
should be targeted in order respond to the complex needs of such students, including 
curriculum, pedagogy, and school climate. Different countries have addressed these issues in 
different ways, even when addressing the same target groups (e.g., Turkish immigrants, native 
low-income, Romani children, etc.), with different outcomes and progress over time. Through 
the critical lengths of multicultural education, WP4 will identify and compare promising 
solutions related to curriculum, pedagogy, and social climate, aiming to propose curriculum 
innovations transferable across countries and settings, particularly addressing multilingualism 
and plurilingualism. 

 

3. BRIEF NOTE ON CHILDREN’S DEVELOPMENT 
Young children may already exhibit prejudice in preschool. One interpretation is that these 
attitudes and behaviors in part reflect children’s cognitive limitations and lack of social 
sophistication (Levy, Rosenthal, Herrera, & Alcazar, 2009; Pfeifer, Brown, & Juvonen, 2007). 
Doyle and Aboud (1995) conducted a longitudinal study to examine the changes in prejudice 
between ages 6 and 9, and found that age-related decreases in prejudice are associated with 
children’s socio-cognitive development. However, this socio-cognitive developmental view 
may not account for differences in prejudice among children with similar cognitive skill levels 
(Levy, Rosenthal, Herrera, & Alcazar, 2009). 

Nevertheless, it seems important to know how socio-cognitive skills develop during early and 
middle childhood, since these skills are likely to impact the effectiveness of interventions to 
reduce prejudice and social inequalities. Social cognition can be defined as “thinking about 
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people” (Hala, 1997, p. 3) and “the understanding of the social world” (DeHart, Sroufe, & 
Cooper, 2004, p. 232), thus entailing our attempts to make sense of human action.  

Lack of cognitive and socio-cognitive skills such as conservation, classification, moral 
judgment, and perspective/role taking may be associated with the development of prejudice. 
For instance, children who have mastered conservation skills have found to be less prejudiced 
(Doyle & Aboud, 1995). Conservation means “the psychological criterion of the presence of 
reversible operations” (Piaget, 1964), also conceived in a more restricted sense as “the idea 
that the amount of something remains the same despite change in its form, shape, or 
appearance” (DeHart, Sroufe, & Cooper, 2004, p. 309). Classification is the “ability to group 
things by shared characteristics” (DeHart, Sroufe, & Cooper, 2004, p. 315). These skills have 
been addressed in Piaget’s seminal theory, which encompassed four main stages of cognitive 
development: sensory-motor/pre-verbal (until 2 years approximately), pre-operational (around 
2 to 7 years), concrete-operational (from 7 to 11 years), and formal operational (from 11 years 
onwards). Piaget argued that in pre-operational stage there were yet no conservation skills, 
and classification skills are only developed in the concrete-operational stage (Piaget, 1964). 
Moral judgment concerns how the children decide whether a particular course of action is right 
or wrong (Hala, 1997). Perspective taking can be considered as the ability to understand and 
conciliate different perspectives (Carpendale, 1997). Piaget saw age 7 as a major transition 
point from preoperational to concrete operational thought, however more contemporary 
research suggests the major cognitive developments of middle childhood involves the 
maturation of primitive skills that already existed during preschool age (DeHart, Sroufe, & 
Cooper, 2004). 

Overall, preschoolers begin to understand causation, understand some concepts related to 
quantity, start to understand classification relations, make distinctions between living and 
nonliving things, and the cognitive egocentrism (this is, the inability to understand other’s 
perspective) starts to decline. Notwithstanding preschoolers’ socio-cognitive development, 
some cognitive constraints remain: preschoolers find difficult to integrate multiple pieces of 
information, they sometimes struggle to distinguish between appearance and reality, and they 
also have a relative lack of attention and memory strategies (DeHart, Sroufe, & Cooper, 2004). 

Regarding primary school children, some concepts of conservation emerging during the 
preschool years are now more developed and children can think logically about many 
quantitative issues. Children begin to classify objects very early in life, but only in middle 
childhood they are able to make effective use of classification to organize information. Their 
thinking is logical and systematic and use multiple pieces of information. They now distinguish 
more clearly appearance and reality. Primary-school children also have more control over their 
attentional and memory skills (DeHart, Sroufe & Cooper, 2004). 

Based on cognitive-developmental theories, Bigler (1999) proposed that direct didactic 
approaches to multicultural education (i.e., multicultural curriculum) typically do not take into 
account children’s cognitive characteristics. Children are not passive absorbers of information 
and because they tend to focus on concrete rather than abstract aspects, when exposed to 
complex multicultural stimuli children are likely to develop more simplistic stereotypes of the 
target groups (Bigler, 1999). Conversely, Pfeifer et al. (2007) advise careful use of 
multicultural curricula with children under 8 years old, on the basis of cognitive limitations that 
may prevent learning counter-stereotypical information. Because older children are likely to 
have foundational cognitive abilities like multiple classification or conservation skills, 
multicultural curricula may be more successful from 8 years onwards.  
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4. GLOSSARY OF KEY CONCEPTS/CONSTRUCTS RELEVANT FOR WP4 

INCLUSIVE EDUCATION 
 
“Inclusive education can be seen as a cross-cutting principle in the organization and 
functioning of education systems that facilitates and diversifies the teaching and learning 
processes” (UNESCO International Bureau of Education, 2015). Inclusive education is one of 
the 17 principles from the UNESCO 2030 Agenda for Sustainable Development, which aims to 
“ensure inclusive and equitable quality education and promote lifelong learning opportunities 
for all” (UNESCO, 2016). 

According to the UNESCO International Bureau of Education (2016, p. 13), the definition of 
inclusive education entails four key elements: (1) inclusion is a process that entails a 
continuous search to find better answers for student diversity; (2) inclusion is concerned with 
the identification and removal of barriers of several types (e.g., schools organization, 
pedagogic practices, children’s assessment); (3) inclusion is about the presence, participation 
and achievement of all students; (4) inclusion involves a particular emphasis on those groups 
of learners who may be at risk of marginalization, exclusion and underachievement. In the 
view of inclusive education, each student is a unique learner that should have access to 
personalized learning opportunities. 

CURRICULUM / INCLUSIVE CURRICULUM 
 
Curriculum can be defined as “the knowledge, skills and values that children are meant to 
acquire in educational establishments” (Sylva, Pastori, Lerkkanen, Ekery-Stevens, & Slot, 
2016). 

“A national Early Childhood Education and Care (ECEC) curriculum describes the aspirations 
of a country for services that will enhance children's development and support families and 
communities. An ‘implemented’ ECEC curriculum (which includes those aspects which are 
implicit rather than explicit) also covers developmental care, interactions, children’s learning 
experiences and supportive assessment. The implemented curriculum is rarely set out in 
formal documentation. However, it is the implemented curriculum that describes the ECEC 
provision that advances all young children’s personal and social development, their learning 
and prepares them for life and citizenship in their society” (CARE consortium, 2016). 

The formal curriculum of schools encompasses the planned teaching and learning 
opportunities for the classroom (UNESCO-IBE, 2016). It has to serve at least two purposes: (i) 
it has to embody all the knowledge, skills and values which a country wishes its young people 
to acquire; and (ii) it has to provide quality education for students, both in terms of the level of 
engagement it generates and the outcomes it produces” (p. 22). 

An inclusive curriculum is adapted to the various needs of the learners and has embedded the 
universal human right to education for all (European Commission, 2016).  

According to UNESCO-IBE (2016), “the curriculum is the central means through which the 
principle of inclusion is put into action within an education system” (p. 23). UNESCO-IBE 
stresses that an inclusive curriculum needs to be: “(i) structured and yet capable of being 
taught in such a way that all students can participate; (ii) underpinned by a model of learning 
which itself is inclusive - therefore, it needs to accommodate a range of learning styles and to 
emphasize skills and knowledge that are relevant to students; (iii) sufficiently flexible for 
responding to the needs of particular students, communities and religious, linguistic, ethnic or 
other groups - it cannot be rigidly prescribed at national or central level; (iv) structured around 
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varying levels of entry skills, so that progress can be assessed in ways that allow all students 
to experience success.” 

PEDAGOGY / INCLUSIVE PEDAGOGY 
 
“Pedagogy can be defined in the narrow sense as the practice (or the art, the science or the 
craft) of teaching” (European Commission, 2016). Here the term pedagogy refers to all 
intentional techniques and strategies which enable learning to take place, including interactive 
processes between educators and learners, as well as the provision of a rich physical and 
social environment.  

In a broader sense, pedagogy is the theoretical foundation of an approach and set principles 
and values for defining specific methods (e.g., Montessori), that it is the reflection on the 
nature of childhood (on the values and aims of early childhood education and care), define 
educational goals which are implemented in the teaching approach, through planned actions 
(teaching actions or didactics). Therefore pedagogy inspires rather than supports curriculum 
and is spelled out in the general objectives (e.g., the pedagogy can be made explicit in 
defining goals - autonomy, strengthening of identity, development of competences and 
citizenship – and in the choice of terms like ’field of experience’ rather than ’developmental 
goal’” (CARE Consortium, 2016). 

A culturally responsive pedagogy addresses the needs and promotes the achievement of all 
learners, and comprises three dimensions: (i) the institutional dimension reflects the 
administration’s policies and values; (ii) the personal dimension concerns the cognitive and 
emotional processes teachers must engage in to become culturally responsive; (iii) the 
instructional dimension includes materials, strategies, and activities that form the basis of 
instruction (Center for Culturally Responsive Educational Systems from the United States of 
America, 2004).  

INNOVATIVE PEDAGOGIES 
 
The concept of innovative pedagogies can be understood as “something ‘new’ to a given 
context in terms of teaching practice with an emphasis, whenever possible, on identifying 
those which have proven to be effective. Innovation can be based on the adoption of 
pedagogies which are more or less available in another context whether it is a country, region, 
school or to a particular teacher or can refer to the introduction of something completely new.” 
(European Commission report on Policies promoting innovative pedagogies that are effective 
in tackling low achievement in basic skills, 2014). 

Teaching practices, such as dialogic teaching (interactive groups that promote cooperation 
between students and teachers and sometimes involve other adults), peer networks and 
cooperative learning (peers cooperation in the learning process and reliance on sharing 
different capacities), and use of ICT. “Working with diverse classrooms requires applying 
innovative teaching techniques for which teacher preparedness and attitudes are particularly 
relevant. Research has suggested that teachers’ responses to diverse student populations are 
very different depending on whether they use innovative creative pedagogies or are informed 
by traditional teaching methods based on the teacher’s authority.” (Budginaitė, Siarova, 
Sternadel, Mackonytė, & Spurga, 2016, 2016, p. 53) 
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SCHOOL SOCIAL CLIMATE 
 
“School climate is based on norms, relationships, goals, values, methods, and organizational 
structures (Cohen & Geier, 2010). Key dimensions of school climate include interpersonal 
relationships among adults and children within the school and behavioral norms that engender 
feelings of safety” (Hopson, Schiller, & Lawson, 2014, p. 199). 

Thapa, Cohen, Guffey, & Higgins-D’Alessandro (2013) identify five dimensions of school 
climate that are relevant for WP4: safety (both physical and socioemotional), relationships 
(e.g., respect for diversity, school connectedness and engagement, social support), teaching 
and learning (e.g., support for both academic and social-emotional, ethical, and civic learning), 
institutional environment (e.g., resources), and the school improvement process.  

LANGUAGE SUPPORT 
 
Classroom support from teachers, specialist teaching assistants, specialist language teachers 
for migrant children, and volunteers for children without the language of instruction to acquire 
and improve language skills and reach their potential (adapted from European Commission 
report on Language teaching and learning in multilingual classrooms, 2015) 

“Children without the language of instruction should be quickly moved to having targeted and 
continued language support provided in mainstream classrooms (immersion) rather than in 
separate classes” (European Commission report on Language teaching and learning in 
multilingual classrooms, 2015, p. 10). “Immersion provides greater opportunities for children 
without the language of instruction to learn from peers, develop the academic language 
required for assessment, and increase their cultural education.” (European Commission report 
on Language teaching and learning in multilingual classrooms, 2015, p. 42). 

21ST CENTURY SKILLS / KEY COMPETENCES 
 
21st century skills include basic skills such as literacy, numeracy, science and foreign 
languages, as well as transversal skills and key competences such as digital competences, 
entrepreneurship, critical thinking, problem solving or learning to learn, and financial literacy. 
Early acquisition of these skills is the foundation for further learning (European Commission’s 
New Skills Agenda for Europe, 2016). 

“The key competences are all considered equally important, because each of them can 
contribute to a successful life in a knowledge society. (…) There are a number of themes that 
are applied throughout the Reference Framework: critical thinking, creativity, initiative, 
problem-solving, risk assessment, decision-taking, and constructive management of feelings 
play a role in all eight key competences” (European Commission Key competences for lifelong 
learning - European Reference Framework, 2007). 

Some of these competences already have an established place in educational systems, but 
others not (e.g., transversal skills). According to the Global Education First Initiative of 
UNESCO (2016), there is a mismatch between the competencies needed in today’s world and 
those acquired through the current education system. The European Commission is reviewing 
the key competences framework in order to help more people acquire a core set of skills, 
including entrepreneurship and digital competences. 
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MULTICULTURAL EDUCATION 
 
Multicultural education aims to reform schools so that students with diverse racial, ethnic, 
cultural, linguistic, and social class backgrounds experience educational equality (Banks, 
2015).  

“A reform movement designed to change the total educational environment so that students 
from diverse racial and ethnic groups, students of both genders, exceptional students, and 
students from each social-class group will experience equal educational opportunities in 
schools, colleges, and universities.” (Banks & Banks, 2010, p. 446) 

MULTICULTURALISM  
 
“A philosophical position and movement that assumes that the gender, ethnic, racial, and 
cultural diversity of a pluralistic society should be reflected in all of the institutionalized 
structures of educational institutions, including the staff, the norms and values, the curriculum, 
and the student body” (Banks & Banks, 2010, p. 447). 

PLURILINGUAL AND PLURICULTURAL COMPETENCE 
 
‘Plurilingual and pluricultural competence refers to the ability to use languages for the 
purposes of communication and to take part in intercultural interaction, where a person, 
viewed as a social actor has proficiency, of varying degrees, in several languages and 
experience of several cultures. This is not seen as the superposition or juxtaposition of distinct 
competences, but rather as the existence of a complex or even composite competence on 
which the social actor may draw’ (Coste, Moore & Zarate, 2009, p.V). 

The concept of a plurilingual and pluricultural competence involved important paradigmatic 
shifts): 

- it developed a holistic and multiple, rather than segmented vision, of language skills 
and of language, identity and culture; 

- it insisted on disequilibrium and partial competence, rather than on balance of skills; 
- it insisted on potential linkages, rather than on separateness of its various 

components; 
- it developed a dynamic vision of competence, situated, contextualized, and changing 

over time and circumstances; 
- it included circulations, mediations and passages between languages and between 

cultures; 
- it considered competence as highly individualized, and dependent on life paths and 

personal biographies, and as such, subject to evolution and change, whether in or out 
of school. (ivi).  

PLURALISTIC APPROACHES TO LANGUAGE TEACHING 
 
The term pluralistic approaches to languages and cultures refers to didactic approaches which 
involve the use of several (or at least more than one) variety of languages or cultures 
simultaneously during the teaching process. By abandoning the compartmentalised view of an 
individual’s linguistic and cultural competence/s (Candelier et al., 2013) Language teaching 
methodology has seen the emergence of four pluralistic approaches over the past thirty years: 
awakening of languages (ìéveil aux langues, language awareness); Intercomprehension 
between related languages; Intercultural approach; Integrated Didactic approach. Among the 
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pluralistic approaches, they can be also considered: Content and Language Integrated 
Learning (CLIL) and Translaguaging.  

ACCULTURATION 
 
The classic definition of acculturation was defined by Redfield, Linton, and Herskovits (1936) 
and viewed acculturation as comprehending those phenomena which result when groups of 
individuals having different cultures come into continuous first-hand contact, with subsequent 
changes in the original culture patterns of either or both groups. The contemporary consensual 
definition (Berry, 2005), however, conceives acculturation as a bi-dimensional construct: the 
dual process of cultural and psychological change that takes place as a result of contact 
between two or more cultural groups and their individual members. At the group level, it 
involves changes in social structures and institutions, and in cultural practices. At the 
individual level, it involves changes in a person’s behavioral repertoire – psychological 
acculturation. 

Acculturation encompasses two orthogonal dimensions: the desire to preserve aspects of 
one’s cultural heritage (desire for culture maintenance), and the desire to interact with 
members of another group (desire for contact). Four strategies results from the combination of 
these dimensions: Integration (high desire for culture maintenance and high desire for contact), 
Assimilation (low desire for culture maintenance, high desire for contact), Separation (high 
desire for culture maintenance, low desire for contact), and Marginalization (low desire for 
culture maintenance and contact). Recently Brown and Zagefka (2011) proposed that 
acculturation is a mutual, dynamic intergroup process, and elaborated upon Bourhis et al. 
(1997) Interactive Acculturation Model to highlight the importance of majority and minority 
groups’ perceived acculturations preferences in determining acculturation attitudes and their 
outcomes.  

CONTACT 
 
According to the contact hypothesis (Allport, 1954), intergroup contact promotes mutual 
acceptance under certain conditions: equal social and economic status; voluntary rather than 
imposed; and support by society, through norms and laws promoting contact and prohibiting 
discrimination. There is strong evidence that promoting positive intergroup contact (i.e., 
greater level and quality of intergroup contact) is associated with less prejudice, less 
discrimination, and more positive intergroup relations (Pettigrew & Tropp, 2011, 2006). Meta-
analytic findings on field interventions that used contact based approaches (direct and 
extended) showed that intergroup contact is an effective strategy to reduce prejudice (Lemmer 
& Wagner, 2015). 

Different forms of contact can be considered: direct (e.g., a cross-group friendship has 
emerged as a particularly effective form of intergroup contact among children); and indirect 
(i.e., interventions based on the principles of intergroup contact, but which do not involve a 
face-to-face intergroup interaction - extended contact - knowing that a member of the ingroup 
has a close relationship with a member of an outgroup results in improved attitudes toward the 
respective outgroup, Vezzali et al., 2014, for a review). 
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5. TOPICS3 AND USEFUL MEASURES FOR WP2 INTERVIEWS WITH PARENTS AND 
CHILDREN AND/OR WP5 SURVEY WITH TEACHERS 
 

MULTICULTURAL EDUCATION, MULTICULTURALISM, MULTICULTURAL COMPETENCE 
 

 Perceptions of school support for multiculturalism 

 Multicultural efficacy 

 Perceptions of the multicultural school climate 

 Perceptions of racism 

 Antiracist classroom practices 

 Attitudes towards multiculturalism: Multicultural Attitude Scale (Breugelmans & 
Vijver, 2004; van de Vijver, Breugelmans, & Schalk-Soekar, 2008)  

 Teachers' attitudes toward multicultural education 

 School wide cultural competence 

 Perceived competence in intercultural communication. 

 Teacher Cultural Beliefs Scale (Hachfeld, Hahn, Schroeder, Anders, & Stanat, 
2011): This scale assesses teacher’s multicultural and egalitarian beliefs about 
diversity. The multiculturalism subscale (six items) measures how strongly 
participants endorse the belief that the cultural background of students and their 
parents should be taken into consideration in teaching (e.g., “In the classroom, it is 
important to be responsive to differences between cultures”). The egalitarianism 
subscale (four items) measures how strongly participants focus on cultural 
similarities and endorse the belief that all students should be treated equally, 
regardless of their cultural background (e.g., “In the classroom, it is important that 
students of different origins recognize the similarities that exist between them”). 

 

SCHOOL CLIMATE 
 

 Perceptions of classroom environment: The ClassMaps Survey (CMS) includes 
indices of classroom relationships (teacher–student, peer, and home–school) and 
supports for self-regulation (self-efficacy, self-determination, and self-control). 

 Comprehensive School Climate Inventory (National School Climate Center, 2002): 
The CSCI has versions for students, school staff, and parents, and it measures 13 
different dimensions of school climate: safety; teaching and learning; interpersonal 
relationships; institutional environment; leadership and professional relationships; and 
social media. 

 Delaware School Climate Survey – Student (Bear, Gaskins, Blank, & Chen, 2011): 
The DSCS—S was developed to provide schools with a brief and psychometrically 
student survey for assessing school climate. It encompasses five factors represented 
in five subscales: teacher–student relations, student–student relations, fairness of 
rules, liking of school, and school safety. 

3 Hyperlinks to relevant measures or studies are included, whenever available. 
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 Inventory of School Climate – Student (Brand, Felner, Shim, Seitsinger, & Dumas, 
2003): ISC-S is a 50-item measure of students' experience of the following climate 
dimensions: teacher support, consistency and clarity of rules and expectations, 
student commitment and achievement orientation, negative peer interactions, positive 
peer interactions, disciplinary harshness, student input in decision-making, 
instructional innovation/relevance, support for cultural pluralism, and safety problems. 

 Inventory of School Climate – Teacher (Brand, Felner, Seitsinger, Burns, & Bolton, 
2008): ICS-T is a 29-item scale intended to measure the teachers’ experiences of 
school climate. The scale comprises the following climate dimensions: peer sensitivity, 
disruptiveness, positive student-teacher interactions, achievement orientation, cultural 
pluralism, and safety problems. Examples of items from the dimension support for 
cultural pluralism: “Staff show that they think it is important for students of different 
races and cultures to get along with each other”; “Students of different races and 
cultures are given equal opportunities to participate in important school activities”; 
“Students do things which help them learn about students of different races and 
cultures”. 

 The Pedagogical and Social Climate in School Questionnaire (Grosin, 2004; Hultin, 
Ferrer-Wreder, Eichas, Karlberg, Grosin, & Galanti, 2016): It is a Swedish school 
climate instrument (school-level measure), which consists of 95 items covering 
cultural, structural, and social factors (Grosin, 2014). The teacher version of PESOC 
comprises 11 sub-scales (Hultin, Ferrer-Wreder, Eichas, Karlberg, Grosin, & Galanti, 
2016): teacher’s expectations for students’ behaviour and academic performance 
(e.g., “There is a norm among staff in this school that all pupils have the ability to 
reach the curriculum goals concerning basic knowledge and skills”); perceived 
teacher agreement about school goals, norms, and rules (e.g., “If a pupil requires 
extra teaching teachers in this school are generally willing to help”); student focus 
(e.g., “Social relationships between teachers and pupils are good in this school”); 
basic assumptions about students’ ability to learn (e.g., “In this school it is well 
understood that pupils can learn what is required of them even if they have less 
favourable home environments for learning”); communication between school and 
home (e.g., “It is a well-established policy in this school that parents participate in 
discussions concerning measures for pupils who risk not reaching knowledge goals”); 
teacher interaction and cooperation (e.g., I have the support of my colleagues in 
selecting teaching content and methods); teachers’ confidence and professional 
development (e.g., “The absolute majority of teachers in this school are enthusiastic 
and committed to their work”); teaching activities (e.g., “In this school all pupils gain 
knowledge and skills despite their social or ethnic background”); evaluation of 
students’ academic progress (e.g., “Regular evaluation of pupil results is used as the 
basis for planning teaching in this school”); principal’s pedagogical leadership (e.g., 
“The principal actively participates in teachers’ professional development”; Teachers’ 
perception of the school managements’ involvement and support (e.g., “There is 
always a member of school management accessible to discuss and give advice on 
issues regarding teaching and education”). 

 School Climate Survey (Kelley, Glover, Keefe, Halderson, Sorenson, & Speth, 1986; 
Lee & Horn, 2003): A modified version (van Horn, 2003) of the original SCS (Kelley et 
al., 1986) was developed to measure school climate dimensions in elementary school. 
The survey has a version for teachers and principals, which encompasses nine 
dimensions: teacher-student relationships, security, maintenance, administration, 
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academic orientation, student behavioural values, student-peer relationships, 
community-school relations, instructional management. The version for families 
comprises five dimensions: teacher-student relationships, security, maintenance, 
academic orientation, and student-peer relationships. 

 

LANGUAGE SUPPORT 
 

 The child’s language competences were assessed when he/she entered the 
school? 

 Do the teacher and the school staff help your children learn the language of 
instruction? How? 

 Is language support provided in or/and out of the classroom? 
 Does your child use the mother tongue in school? 
 Does your child have the opportunity to further develop his/her mother tongue 

competences? Where? How? 
 How is the language in tests? Is it simplified? 
 Does the teacher provide academic vocabulary in the child’s mother tongue? 
 Did you (father/mother) receive support to develop your language competences?  

 

ATTITUDES TOWARD ICT 
 

 Attitude scale towards using instructional technologies for pre-service teachers (Metin, 
Yilmaz, Coşkun, & Birişçi, 2012): Subscale designed for pre-service teachers 
encompassing five subscales: beliefs regarding usage of instructional technology, 
appreciation of usage of instructional technology, inclination to make use of 
instructional technology, beliefs regarding usefulness of instructional technology. 

 Perceptions towards ICTs in teaching-learning process scale (Bas, Kubiatko, & 
Sünbül, 2016): 25-item scale with three subscales regarding teachers’ attitudes (e.g., 
“The use of ICTs in teaching-learning process is important”), usage (e.g., “I try to use 
ICTs in teaching-learning process in the classroom”), and beliefs (e.g., “I consider 
ICTs as valuable tools in students' learning in the classroom”). 

 Survey of factors affecting teachers teaching with technology (Papanastasiou & 
Angeli, 2008): 10 subscales: knowledge of common software applications, knowledge 
of specialized software applications, use of common applications, use of specialized 
applications, computer confidence, encouragement by colleagues, computer anxiety, 
beliefs about the computer’s value, the computer as an agent for change, and 
technology infrastructure. 

ACCULTURATION 
 "Own acculturation preferences: Participants indicated how much they wanted the 

XXXX to maintain their original culture and how much they wanted the XXXX to have 
contact with non-indigenous XXXX (1 = low preference to 5 = high preference, on all 
items).  

 “Preference for culture maintenance was measured with a three-item scale: ‘it is 
important to me that the XXXX maintain their original culture’; ‘it is important to me 
that the XXXX maintain their original religion, language, and costumes’; and ‘it is 
important to me that the XXXX maintain their original way of living’”. 

27 
  

http://ec.europa.eu/dgs/education_culture/repository/languages/library/studies/multilingual-classroom_en.pdf
http://journals.sagepub.com/doi/abs/10.1177/0016549203654006
http://files.eric.ed.gov/fulltext/EJ976568.pdf
http://files.eric.ed.gov/fulltext/EJ976568.pdf
http://www.sciencedirect.com/science/article/pii/S0747563216301832
http://www.sciencedirect.com/science/article/pii/S0747563216301832
http://www.ifets.info/journals/11_1/6.pdf
http://www.ifets.info/journals/11_1/6.pdf
https://www.researchgate.net/profile/Hanna_Zagefka/publication/51101050_How_minority_members%27_perceptions_of_majority_members%27_acculturation_preferences_shape_minority_members%27_own_acculturation_preferences_Evidence_from_Chile/links/0f31752e7914e03be


 
 

 “Preference for contact was measured with a two-item scale: ‘it is important to me that 
the XXXX have Non-Indigenous friends’; and ‘it is important to me that the XXXX 
spend their spare time also with Non-Indigenous people’” 

 “perceived acculturation preferences – that is, participants’ perceptions of non-
indigenous majority members’ acculturation preferences – were measured by asking 
the same questions as above but, instead of indicating their own preference, 
participants indicated what they thought non-indigenous XXXX found desirable. 

 

CONTACT 
 

 Frequency and quality of direct contact 
 

 Extended contact (see also Cameron & Rutland, 2006; Cameron, Rutland, Brown, 
& Douch, 2006). 

"Extended contact was measured with a single item, adapted from Turner et al. 
(2007a). Participants were asked to report “How many of the Italian people you 
know have friends who are immigrants?” on a scale ranging from 0 (none) to 4 (a 
lot)." 

 Personal discrimination and group perceived discrimination 

“Perceived discrimination was measured using items adopted from Mays and 
Cochran (2001) and Garstka, Schmitt, Branscombe, and Hummert (2004). Four 
items measured group discrimination (α1a = .75, α1b = .83): “XXXX people as a 
group have been victimized by society”, “Historically, XXXX people have been 
discriminated against more than XXXX people” (1 = strongly disagree, 7 = strongly 
agree), “To what extent does discrimination interfere with XXXX people's pursuit of 
a full and productive life?”, and “To what extent does discrimination make the life of 
XXXX people harder?” (1 = not at all, 4 = a lot)." 

“personal discrimination: “I feel like I am personally a victim of society because of 
my XXXX”, “I consider myself a person who has been deprived of opportunities that 
are available to others because of my XXXXX” (1 = strongly disagree, 7 = strongly 
agree), and “To what extent has discrimination made your life harder?” (1 = not at 
all, 4 = a lot).“ 
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