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In this report we present the main findings of the three year NordFargk Rannigunded research
project Learning Spaces for Inclusion and Social Justice: Success ftariearhigrant Students and
School Communities in Four Nordic Countfiieg. project started in January 2013 and will conclude in
December 2015The report is primarily intended for prégoners and policy makers. In the report we
first introduce the mainaims of the project, the researchers and the methodology, followed by an
introduction of main findings from each country. Bdsm the findings, we conclude with a discussion
and some guidelines and recommendations for school development. The repomdllsdes definitions

of some of the main conceptppliedin our project. We hopehat the report will be interesting and
helpful for practitioners on all three school levels and policy makers in all four countries.
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Definitions of terms

Inclusion

Inclusive schools are intended to find ways to educate all their students successfully, thus working against
discrimination and leading to an inclusive just society where everyone is a valid part{@pnt2011; UNESCO,
1994) A broad definition of inclusion focuses on diversity and how satesplend to and value a diverse group of
students as well as other members of the school community. Inclusion is aimed at directing attention towards
inequalities presented in exclusion and discrimination against diversities such as social and etinétacioas,

religion, gender, and ability of students and their families. Inclusion is seen as an on going process focusing on
increased participation in education for everyone involBabth, 2010)

Social Justice &ghity

Equality is often mistakenly associated with social justice in the way difference is treated. According to the equality
perspective individuals andaips should be treated according to need; that is, they should be treated equitably.
Treating individuals equitably rather than equally provides the potential of counteracting existing unjust
differences. Those advocating for critical social justice seedrla that is fair and equitable, for everyone, not a
world where everyone gets the same to reach the same ¢Bskn & Rottmann, 2007)

Succes

In general, success is often described as achieving set personal, political or social goals and can as such be either
4dz0 2SOGABS 2N 202SO0GAGBSd {d2o2SO0GABS &dz00Saa Aa (GKS ai
the selffulfilling feeling of achievement based on personal goals, such as relating tbeimdl, family or agency.

Objective success relates to the pdditior societal success that h@sdo with education and employment, material

goods and status and is based on a stamlised or measurable view of what it takes to be successful as an
individual, a school or a communityopgfor, Layne, & Dervin, Forthcoming, 2016).

Immigrant

A definition of immigrant can be derived from OECD, referring to the febgignpopulationj.e. all persons who

have ever migrated from their country of birth to their current country of residence. The foreign population consists
of persons who still have the nationality of their home coud@®ECD, 2011)Given the different historical
conditions in the four countries, in the present research participants also include ggawrdtion immigrants,
referring to children and youth born of immigrtgparents.

Learning Spaces

Learning spaces refer to school communities as well as other learning environments and practices than schools,
GKAOK YIF@ 0SS AYLRNIIFY(d 2N AyadNHzySydlrt F2NJ GKS @&2dzy3a A
can be developed within the sadlcand in each classroom these spaces can be created or opened up both by
teachers and students. These learning spaces include social contexts, networks and resources that encourage,
develop and nurture learning, supporting students to become agents af lifedlong learning and active

participants in society. The concept of learning spaces allows us to explore how the issues of social justice and
equity are embedded in the learning procéBanks, 2007; Gee, 2004)

Critical rdagogy

Critical pedagogy is an approach through which students and teachers engage in learning as a mutual encounter
with the world. Critical pedagogy implies prais, developing the important social action predispositions and
attitudes that are the backbone of a democratic society, and learning to use them to help alter patterns of
domination and oppression. Critical pedagogy is a way of thinking more openlyitizadlg about learning, rather

than being a mechanistic strategy or a technical process. Critical pedagogy is not a standard set of practices, but
rather a particular stance wvigvis knowledge, the process of learning and teaching, and the educational
environment in which these take plafidieto, 2010)

Critical Multiculturalism

Critical multiculturalism has, over the recent years, challenged liberal agpredao multicultural education. By
combining and developing various critical theoretical threads such asaaigt education, critical race theory, and
critical pedagogy, critical multiculturalism has offered a more complete understanding of oppression a
institutionalization of unequal power relations in educatidmay & Sleeter, 2010 his field has examined many
challenges in modern societies, such as the cultights of minority groups and, on the other hand, educational
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development that serves largely the defined needs of a particular majority or majghites & Sleeter, 2010;
Parekh, 2006)

Leadership

Today leadership is defined as a social interaction among a certain group that is working toward a common goal

or purpose. The main objective of leadership is toteréalowership(Gardner, 2007; Sergiovanni, 2006)ne or

more persons providing leadership influence follEe Yy R £ SI R GKSY G2 F20dza 2y (K¢
objectives. An effective and fruitful leadership inspires followers to enthusiastically use their energy to achieve the
organizational mission and objectivB&/inston & Patterson, 2006The main focus of leadership in recent times is

to create consensus around organizational val{@&asrdner, 2007; Sergiovanni, 2006; Spillane, 2005)

Diversity

Dictionaries define diversity as the state or quality of beinfgmit or varied. Today the term is commonly
associated with the terms multicultural and immigralitsartmann, 2015)In school context diversity is a natural
characteristic of a school community, mirroring the wider community, and it can be explained as the range of
characteristics that result in a perception of difference among people. This perception of difference can elicit
responses in others that can either be favourable or unfavourable to the individuals in qestidry & Coleman,

2007) In this case we refer to dirgity in connection with ethnic, religious and/or linguistic background.



Introduction

The main objective of ththree-yearproject (January 20:tBecember2015)wasto draw lessons from
success stories of individual immigrant studeaind whole school communities at different levels that

have succeeded in developing learning contexts that are equitable and socialligasting spaces

refer to school communities as well ather learning environments and practices than schpalsich

may be important or instrumental for the young immigra@grticipation and success. In the project,
studentfsuccess is defined as social as well as academic. By identifying success stories and good
practicesour aim wago provide guidelines for teadhg and school reform based on these strategies.

Two main aims of the study are to 1) understand and learn from the experiences of immigrant students
who have succeeded academically and socially and 2) explore and understand how social justice is
implemerted in equitable and successful diverse Nordic school contexts and other learning §iaces.
project integrateghe followingfour subthemes and main research areas that are clearly interrelated

A. Students: Experiences and aspirations of immigrantiemnts.

The main aims of this research area are to identify and describe the experiences and aspirations of
children and young adults of immigrattackground in each country who have been successful
academically and sociallgey research questiormse:

What learning environments and practices (schools and other) seem to be instrumental for young
immigrantparticipation and success iteir schools and society and how do they describe their
situation, motivations as well as obstacle&/hat are the youngmmigrant€expectations of teachers

and curriculum?How do students experience belonging to different groups and what are their
aspirations in these settingsWhat are the immigrant childréd and young adulf2language
backgrounds, language learning environmeiatsgl attitudes towards their cultureof origin and their
majority Nordic culture and society?

B. TeachesQprofessional development, pedagogy and teaching practices: Teachers as agents and
facilitators of inclusion.

The main aim of this research area is to identify how schools engage with students and society to
promote, develop and sustain inclusiteaching practices based on social justice. Furthermore, to
explore how teachers create inclusive spaceathiw their classrooms that allovthem to identify,
respond to and build on the multiple experiences, linguistic and cultural background of their students
includingthe mainobstacleghe students faceKey research questiorsse:

What particular roles iad practices can be identified in teach@ngork with diverse groups of children
and parents®What sort of professional development do educational authorities aechersto help
them to work with children of multiple backgroun@sd how effectives it? What are the common
pedagogical characteristics of teachers who meet diverse stuflerpectations and actively promote
social justiceand equality’How do teachers of immigrant background identify their role in particular as
facilitators in empoweringmmigrant studentsHow does student diversity influence teach@krk?



VV
C. Leadership, collaboration and school cultures: Promotion of democratic participation and
collaboration of students, teacher&nd parents

The main aim of this research area dsdxplore how leadership promotes and sustains democratic
participation, inclusive practices awdllaboration of students, teachers and parents amddentify the
main obstacles for forming a collaborative school cultlfey research questiorzse:

Howdoes demaocratic participation and involvement of teachers, students and parents represent itself
in the schools and how is diversigflected in the school communitiesfow do teachers, students and
parents experience their school community in terms adrotes for involvement and accessdkecision
making?How is diversity regarded in their school community and how is it reflected in school policy,
curricula and practicesdow are the visions of leaders and the stated policies of the schools consistent
with and reflected in the experiences of the teach@arents and studentsPlow do the schools ensure

that adequate resources are available to students, so that equal opportunities for learning are created?

D. Policies and curricula: Main criteria relating equity, inclusion and social justice in educational
policy, national curriculum guidelinesschool policy and curricula.

The main aim of this research area is to identify the main criteria relating to equity, inclusion, democracy
and social justice ingdicy documentsof the participatingschools as well as in national educational
policies and national curriculum guidelindhe ley research questiois.

How are equity, inclusion, democracy and social justice reflected in policy documents and curricula o
national and school levels?

In this report we introduce and discuss the main findings within the four research areas frimurall
countries.



Researchers

Iceland

Hanna Ragnarsdottihannar@hi.isis the project leader. Shie Professor of Multicultural Studies at the

i . University of Iceland, School of Education. She completed a B.A. degree in
anthropology and history from the University of Iceland in 1984, an M.Sc.degree in
anthropology from the Lonah School of Economics and Political Science in 1986 and
a Dr.philos in education from the University of Oslo in 26@&t.research has mainly
focused on immigrants (children, adults and families) in Icelandietyamd schools,

: multicultural education aad school reform. She has published widely on these issues
in international and national journals.

Renata Emilsson Peskovepl@hi.isis a PhD student at the University of Iceland,
School of Education. Her research interest lies with plurilingual students and
heritage language learning in formal and informal settings. She has worked as a
language teacher for over fifteen years aiglcurrently chairing an NGO that
coordinates heritage language classes in Reykjavik.

Sue Gollifesusangollifer@yahoo.co.uls a doctoral student and teacher assistant at

the School of Education, University loeland. She has published on citizenship and
KdzYly NRARIKGA SRdAzOF GA2y > Ydzf GAOdzZ Gdz2NI f  SRe
success in overcoming political exclusion. She has worked on education and
development projects in Cambodia for over twenty y@and is currentlyvorking on

an EdD study that explores how human rights education in upper secondary schools

in Iceland is represented by ten teachers and their stories.

Anna Katarzyna Wozniczlkekwl1@hi.isis aPhD stident in educational sciences at the
University of Iceland witha background in education studies and international
relations from Poland, Spain and Iceland.

Anh-Dao Traradk3@hi.ist NI y Q& F A S fnRilticaltdral adiicdzBri v8th theh &
focus on upper secondary level. Her dissertation has the Ditiicient Foreigners or
Untapped Resources: Students of Viethamese Background in Icelandic Upper Schools.
Her MA was in teachingearingimpairedstudents. Shéeft her home country, VieNam

at the end of the war in 1975. She has fouhalt being able to work with other members
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of the team from different countries ithe Learning SpacProject has broadened her perspectivas
her field of studies

SusanRafik Hamarh2@hi.isisa PhD student at the School of Education, University
of Iceland. She completed her MEd in adult education and human resources
development from the University of Iceland,BA degree in Icelandic assecond
languagean 2011, anca teachingcertificatein 2008 from the sameniversity.She also
completed a BA in Englisirom Salahaddin Universitin 1997 anda diploma in
pedagogy from the Institute of Education in Suleimany in Iraqi Kurdista893

Samuel Lefevesamuel@hi.ids an AssociatBrofessor at the University of Iceland and

has taught English and language teaching methodology in the School of Education since

the year 2000. He has a MAEducatiorwith emphasis on Teaching English as a Second
Language from the University of Kansas, USA. He has done research on incidental
language learning and English skills of young children in Iceland and took part in
research conducted by the University of Icelaomd the changing status of English in

Iceland and its impact on the learning and teaching of English. He also works in the area

2T a4SO2yR fly3adza 3S ftSFENYAy3a FyR A& Odz2NNByidfe 221
in Icelandic schools drsociety.
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i Hildur Bléndal Sveinsdéttihildsvei@hi.isis a doctoral student (PhD) at the University

of Iceland, School of Education and a former Adjunct Lecturer. She has a MEd in
Multicultural education and her resesh has mainly focused on global mobility,
multicultural education and immigrant issues in Icelandic schools and society. She has
published both nationally and internationally on issues relating to multicultural
education,international education and empasyment.

Edda Oskarsdottiedo@bhi.isis a research assistant and currently pursuing her
doctorate at University of Iceland. She has 19 years of experience as a special
education teacher and coordinator of support servicetha compulsory school level

in Iceland. Her research is a sgtifidy of inclusive practices and how special needs
education can be inclusive practice.

Hafdis Gudjonsdottihafdgud@hi.isis a professor athe University of Iceland,
School of EducatiorPreviously ke worked for 25 years as a general classroom
teacher and special educator in compulsory schools. She completed her PhD at the
| University of Oregon in 2000. Hafdis has collaborated with colleaguesEtoope,

“ Australia ad United States onprojects focusing on inclusive practices and
multicultural education, teacher education, and sstifidy of teacher education practices. Her research
interests are in the area of inclusive and multicultural educatmactices, pedagogy, teacher
development and professionalism.
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Borkur Hanserborkur@hi.isis a professor at the School of Education, University of
Iceland. He finished a Badegree in education and psychology frahe University of
Iceland in 1982, and a PhD from the University of Alberta in 1987. His major research
interests are in the area of leadership, school management, school development and
educational governance.

Frida Jondottir frida.b.jonsdottir@reykjavik.isis a PhD student at the School of
Education, University of Iceland. She is also a project director and consultant for
multicultural preschool education dhe City of Re)jevikDepartment of Education and
Youth. Her main research interest lies within multicultural early childhood education with
a special focus on linguistic development of multilingual children and educational
partnership with parents. She graduated wih MEd in Multicultural Educatioim 2011.

Helgi borbjorn Svavarssdmths11@bhi.isis a D student at the school of Education,
University of Iceland. He is also a project manager at Eyjafjdifélong learning
centre (SIMEY) in Akureyri, Iceland. His main research interest is in educational
leadership in diverse schools with special focus on democracy and social justice. Helgi
has a background in music education and performs regularly asfasgional horn
player in orchestrs, ensembls and as a soloist.

Robert Bermarrobertb@hi.isis an Associate Professor at the University of Iceland. He
has an MA fronthe Ontario Institute for Studies in Education,itrsity of Torontaand

a PhD from the University of Lancaster in English: Linguisgesarch. He has taught at
every school level: Grades86on a Native Reserve in Canada; at a secondary school in
Iceland; at a community college in Toronto; and at arsities in Canada and Iceland. He
directed the English Language Program at the University of Alberta for eight years. He
has also worked as a taxi driver, an airplane navigator and a barman. Mulidanhd
intercultural educatiorhavelong been among his interests. However, it was only after joining the LSP
team that he began to research (languagdated questions) within the field, work he finds especially
rewarding.

Karen Rut Gisladoéttikarenmut@hi.isis an Assistanfrofessor in theSchool of Eucation at the
University of Iceland. She completed her PhD in Education in 2011 from the University
of Iceland. Her research interesshclude multicultural education, sociocultural research

on literagy and language teaching and learning and-selfly of teacher education
practices. Her research methsdre qualitative action research, teacher research and
selfstudy.
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Hnland

Fred Dervinis Professor of Multicultural Education at the University of Helsinki
(Finland). Dervin also holds several professorships in Canada, Luxembourg and Malaysia.
In May 2014 he was appointed Distinguished Professor at Baoji University of Arts and
Sciences (G@ma). Prof. Dervin specializes in intercultural education, the sociology of
multiculturalism and student and academic mobility. Dervin has widely published in
AYGSNYFGA2y Lt 22dNylfa 2y ARSydAdtezr GKS

Heidi Laynenheidi.layne@helsinki.fis a Research Assistant and Doctocahdidate at

the University of Helsinki, Department of Teacher Educatiter. lesearch interests
include critical pedagogy and postcolonial perspectwan intercultural education in
teacher education and internationalization of higher education, immigration and social
justice. She has work experienda teaching continuing education courses for
kindergarten teachers and elementary school teachers iangdl U®, and ona Finnsh
Namibian summer high schoptoject in Namibia. In Finland she has been involved with international
migration issues and developing methods for intercultural learning and career guidance for international
students.

Heini PaavolaPhD heini.paavola@helsinki.fis working as a university lecturer in
didactics, especially multicultural education, in the Department of Teacher Eduestion

the University of Helsinki. Her researfdtuses on multicultural education mteacher
education context as well as prand primary school contegt Paavola is an active
member inFinnish national development and evaluation projects as wetlnesteering
committees for multicultural educationand in some international research and
development projects. She also has over 20 years experience in working as a class teacher and special
education teacher ikompulsory schosl

Hille JanhonerAbruquahhille.janhonenabruquah@helsinki.fi PhD,is an university
lecturer at University of Helsinki, Department of Teacher Education. Current research
interest and teaching focuses on Consumer Education and Families in Multicultural

Society.

Rita Johnson LongfoPhD, Postloctoral researcher at the University of Helsinki, Finland. Her current
research and teaching focuses on language and intercultural education, student success, inclusion and

social justice.
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Lars Anders Kulbrandstadrs.kulbrandstad@hihm.nas a professor of Norwegian at
HedmarkUniversity College. His research interests include multilingualism, language
acquisition, language attitudes and education in a multilingual and multicultural
society, and in these areas he has published books and articles nationally and
internationally and led several research projects, alone or with others. Professor
Kulbrandstad isa member of the steering team for the strategic research area
Education and Diversigt his university college.

Joke Dewildgoke.dewilde@hihm.noholdsa position as Assate Professor in education at Hedmark
University College. She is particularly engaged in issues related to the fields of
m multilingualism and multilingual education. In her PhD dissertation, Dewilde is
” concerned with the opportunities and challenges biliabumigrant teachers
g encounter in Norwegian compulsory schools. In the research project Learning Spaces
e "B for Inclusion and Social Justice, she has particularly enjoyed working with young

immigrant people and studying their writings in school and spare time.
R
include intercultural education and educational philosophy. In his PhD dissertation
L Skrefsrud investigated the concept of intercultural dialogue in policy documents
for teacher education. In the resedr@roject Learning Spaces for Inclusion and Social Justice he has
particularly enjoyed working with teachers in primary schools and learning from their interactions with
immigrant students.

Thor-André Skrefsrudhor.skrefsrud@hinm.noworks as an Associatéofessor
in education at HedmarkJniversity College in Norway. His research interests

Kirsten LauritserKirsten.Lauritsen@hint.na@s aSenior Lecturer/Associate Professor at
Nord-Trondelag University College. Lauritsen is a social anthropologist and educator,
and has been a resedmer since 1995, with research topics related to immigration and
refugee refited issues (living conditions in asylum centres, repatriation, unaccompanied
minors and cultural diversity in schools and kindergartens). She leads several research
and development projects on intercultural competence in kindergartggagdeschool and ingrnally at

the university college and has published numerous research reports, books and articles in the field of
immigration.

12
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Sweden

Anette Hellmananette.hellman@ped.gu.sés a Senior Lecturer at the University of
Gothenburg, Degrtment of EducationCommunication and Learning. She completed

her PhD in Education in 2010 from the University of Gothenburg, Sweden by writing the

thesis Have you ever seen a pink Batmalegotiations about boyishness and normality

in Swedish Preschqaind a post doc from Gakugei University of Tokyo, Jap&013

where sheconduced a study about nationalism, class, age and gender in preschools and nurseries in
¢t21@2d | SNJI NBaSINOK KFa YIFAyfe FT20dzaSR 2ygayyS3az2ia
life, processes of inclusion and exclusion and on production of knowledge and meaning in preschool
among children, teachers and university students.

Johanned.unnebladjohannes.lunneblad@ped.gu.se Associate Professoat the
University of Gothenburg, Department of Educati@ommunication and Learning.

His main interests of researclinclude critical pedagogy, urban education and
multicultural education.He hasparticipated in both international anchational
research projects on learning, culture and identity in educational settings in-multi
ethnic communitiesdThe LSP project is important because it explores how education can make a
difference andgives mea great opportunity to work with other Noid scholars.

Ylva Odenbringylva.odenbring@gu.sePh.d.is Associate Professor of Education,
Department of Education, Communication and Learnuhgversity of Gothenburg.

Her main research interests are time fields of gender studies and social justice in
early childhood education and in primary and secondary school levels. She teaches
modules at undergraduate and postgraduate levaaid is supervising PhD students

in the field of child and youth studies.
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Methods

Mixed methodswere applied in theproject and each country research group colesttiata according
to the following research model:

Case studiewere conducted in schoolen three levelgpreschools, primary and secondary schools) in
urban and rural contexts irach of the four Nordic countrieSamplingwvas purposive in that althe
participatingschoolswere judged to be successfial implementing sociglistice and creating inclusive
learning spaces for all students. For sctamlectionindicators such as average gradest scoresand
drop out rateswere used, as well as evaluatisand judgement of school authorities. Focus groups,
semistructured interviews, participanibservationand questionnairesvere used for data collection in
the schools, using a framework created by the research team. Docusmnaiysis includegconversation
and discourse analysds. order to gain a deep understanding of inclusive practices,-sennturedin-
depth interviewswvere conducted witlieachers from each of the schooMl| the school principals were
interviewed individuallyThe participating teachenmwere purposefullyselectedaccording to themain
criteria that they teach students with immigrabackgroundsStzR S yexpériénces of successere
collected through irdepth interviews with student®f immigrant origin inschools in alcountries
Participantswere purposefully selected by asking school princigadd teachergo identify and select
studentswho were considered to be examples of succélse indepth study includd a variety of
researchmethods, such as serstructured irdepth interviews in adnguage of the studenfxhoice,
diaries (textual, pictorial or digitalxnd participantobservation (including shadowing), afledin order

to gain deep understanding of the different factors involved in the success of each indivichere
relevant, parents of the studestand childremwere selected for semstructured indepth interviewsn
alanguage of their choice.

National curriculum guides, lasvand regulations on education in each of the farountries were
analysed in addition to school policies and curricula developed in each schoalysistook place
concurrently through theasearch period using qualitative procedures of content analgeing and
constant comparison.

Finally, @ electronic questionnairevas sent to all staff ill participatingschoolsin the project The
survey covered issues of educational polEypport from politicians and educational authoritiegbe
school communityleadership staff, organization, students/children and parents.
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Findings

Survey

The survey was conducted in 20Besponse ratewere lowin all countriesso the outcomes must be
interpreted with cautionSome of thanterestingresults were as follows:

Finnish respondents are strikingly more satisfigth their national education policthan respondents
from the three other countries. Sweden is at the ettend, with less than 1/3 of the respondents being
content. Iceland and Norway are placed fairly close to each other in the middle

TheFinnish respondents are just as happy vattucationalpolicy at the regional and local level, while
the Swedish respafents are even less satisfiedth regional and local level policy than national palicy
The Icelandic respondentgave similarfeelings regarding policy at all levelwhile their Norwegian
colleagues are clearly more content with the local and regionktips

With regard to schodiunding, the Swedish respondents are massively dissatisfied, next comes Iceland
with a clear majority of unhappy respondents, while the Finnish respondentscaraly split between

the response optiondf satisfiedrespondents and respondesivho are neither discontent nor content

are grouped togetherNorwayand Finland ar¢ghe most satisfied; or perhaps least dissatisfiedf the

four countries.

Responses regarding provision efdagogical help or professionalgportto schools are similar to those
regarding fundingSwedish respondentare highly dissatifieda majority of Icelandic respondents are
dissatisfiedwhile responsedrom Finland and Norwagre moreevenly distributedand more positive

All in all, Fhnish school personnel give the most positive responses to items dealing with support from
politicians and educational authorities, while the results for Swestewa high degree of unease with

the state of affairsThe Swedish responses seem to indicGateidespread consensus that the Swedish
school system is in a state of crisis. In contrast, the figures from Finland are in harmony with the
impression that education in Finland, isverall, a success storyThe relative satisfaction ofhe
Norwegian respndents does not come as a surprie thereis little controversy over the education
policy at the moment anthe economy istrong.

Amore uniform picture of the four countrigs seen in the data regardiigsues at the school leyddut

here too thereare differences worth commenting on. Again the Swedish respondents often stand out
as an exception. In all countries, thrajority ofrespondentsagree thata policy for children or students

with foreign backgrounexistsin their schools (figuremngefrom 74% in Sweden to 94% in Norway)

and to a large extent this policy is agreed upon by the personnel in the schools (from 63% in Sweden to
90% in Norway). In Finland, Iceland and Norway the respondents report that there is a policy for
multicultural eduation in their schools (Iceland 73%, Finland 84%, Norway 90%) and that there is
agreement on this policy (Iceland 57%, Finland 67%, Norway 90%). The Swedish respondents tend to be
quite uncertain whether or not there is such a pol{®2% say there is on21%disagree andl7% are

in doubf). When it comes to a policy for inclusion, respondents in all the four countries say that there is
such a policy in their institutions (fro65% in Sweden to 90% in Norway) dhdre is agreement on the

policy (from 60% m Sweden to 92% in Norway). On the item concerning emphasis on continued
professional development in the area of multicultural educatitve countries form two quite distinct

poles In Finland and Norway, the respondents report that there is such an esiglinland 71%,
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Norway 75%); in Iceland and Sweden less than 40% give a positive response, and in Sweden as many as
50% say that this area is not emphasized while maglgndic respondents are uncertain (44%).

In all four countries, the respondents iiedte that school leaders are active participants in developing
the learning environment for children and students of a foreign background (from 54% in Sweden to
88% in Norway), that they emphasize the wading of all students (fror80 % in Sweden to 98%
Norway), and that they support the teachers and other staff in their work (form 76% in Iceland to 98%
in Norway).

On items dealing with the teacheé®swn work, a majority of respondents across the countries indicate
that they plan learning opportunitefor children and students of a foreign background (from 57% in
Iceland to 97% in Finland), support partnership between children and students with a foreign
background andther students (from 75% in Iceland to 94% in Finlaadyd emphasize equality and
participationof all students (from 91% in Finland to 96% in Norway). When it comes to using an adapted
curriculum for children and students with foreign background, there is a majority of affirmative
responses in all countries but Iceland, and Icelaralse at the bottom concerning cooperation with
parents of children and students with foreign background, although a majority of Icelandic respondents
(57%) answer positively

Case studies

Iceland

Country context

The languages, cultures and religions®8f | Y RQ& LJ2LJdzZ + GA2Y KI @S 06S02YS
decades as a result of immigration. According to Statistics Iceland, the immigrant population in Iceland
has grown considerably from 1996 to 2014: In 1996, 2% of the Icelandic populatiorirataad second
generation immigrantswith an increasdo 9.4% in the year 2014 and the numbers are still growing
(Statistics Iceland, 2015a). In 2013, 11% of all preschool children (Statistics Iceland, 2015b) and 6.5% of
all compulsory school children had mother languages other than Icelandic (Statidtesj@D15c).

Equal access to education is defined by OBEDG KS LINB&aSy O0S 27F SljdzZ £ 2 LILI2 NJ
I £ ¢Séhraadlischler & Azahaf, 2011, p..7yhe Republic of Iceland ratified the United Nation
Convention on the Rights of the Childl®2 and adopted the Education for All Declaration in 2008.

right to education for all persons is clearly statiedicelandic policylcelandiclaw guarantees equal

access to education for all children until they are 18 years(Miicistry of Education &cience and

Culture, 2008h)

The Icelandic educational system is divided into four levels: preschool, compulsory (primary), upper
secondary, and tertiary. The local municipalities are responsible for opesatimogplsand implementing

the laws at the preshool and compulsorgchool levelgMinistry of Education & Science and Cultural,
2008) Education at theupper secondary schoalnd university levels on the other handis underthe
responsibility of the Ministry of Education, Science and Culture (Mynast Education & Science and
Culture, 2008b).

The three separate acts that were stipulated in 2008 acted as the guiding policies for the development
and implementation of the national curricula at each school level; preschool, compulsory, and upper
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secandary. In 2011, the National Curriculum Guides and the curricula for the three school levels were
enacted. As specified in these documentd)et role of schools is to facilitate the consistency and
continuity of education for students as they progress tlgbuhese levels in accordance with each
AYRADGARIzZE t Qa FoAfAGe | yR Virfe§& GrdamerkaSpillabsatahalyO dzf | |
sustainability, health and welfare, democracy and human rights, equality, and creatiwitgchool

activitiesand studies.

In municipalities where therare high numbers of students of immigrant background, educational
policiesensure an education that is equitable and inclusive for this student population. They emphasize

open communication androrking closelyvith parents (translating information into different languages

FYR dzaAy3 AYGSNIINBGSNEOI LINRPY2GAY3 | YR dsiog 2 NI A
multiple forms of pedagogical practices, encouraging interactive communication, and providing
ingtruction inIcelandic as a second language.

PreschoolgP)

P1is a preschool located in the northern part of Icelang
in a municipality with around 4% immigrant populatio
The school was established in the 1950s
accommodates 90 children, thereof 18 with immigra
background. The group of professionals includis
women and 2 men, most of whom have a univers
degree in pedagogy and early childhood education.
of them have an immigrant background. Staff retentio™
rate is high. The preschd@®lcoreprinciple is Learning
through play The preschool is organizeidito four
divisions where children are grouped by age. All divisions share a central open space, where most of the
children have their meals and meet and communicate in different activities such as art and free play.
Each division is independent and commizates information about activities to the parents through daily
communication andhe schoohomepage.

P2 is located in a part of the capital area with around 18% immigrant population. The preschool was
founded in 1975 and has specialized in workindnwhildren with special needsom its inception Out

of a total of 86 children, apprimately 30 % are of nothicelandic or mixed background. The preschool

has an exceptionally diverse staff composition. The group of 29 includes 8 men and 21 womenh of whic

T KFE@GS Yy AYYAINIyld oF Ol 3INRdzyR® ¢KS |3S NIy3asS 27
preschool. The school specializes in inclusive education and emphasizes democracy, equality and social
justice. It hasalsorecently responded to ineasing cultural and linguistic diversity by emphasizing
culturally responsive practices. Everyday activities evolve around free and organized play both indoors
and outdoors, organized assignmerdasddaily routines aroundest andmeatimes.

P3 is situated in a part of the capital area with around 25% immigrant population. The preschool was
founded in 1980 and is organized into three divisibased orage.One third ofthe staffhaveimmigrant
background. Out of a total of 57 children, 46 (amximately 80%) have immigrant backgrosnd@he
preschool Y2062y Q@& ¥SIcmbReMSINERGE O2NB Ol f 48§, | NBY
language, democracy, play and creativity. The preschool strives to make both parents and children feel
weloome andthat they arevaluable members of the school communitye preschogbrovidesmother
tongue support as well as Icelandic language classes for parents. The preschool has been awarded
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several grants for development projects sapport mother tongueteaching, to promote democratic
participation within the preschoolto foster preschool¢ parent collaboration, to strengthen ties
between different school levelgpieschool/primary school) antb facilitate cooperation with a local
sports team.

Policies and curricula

The policies in all preschools arkild-centred. Child initiated play is an approach that works well for
children thatare able to participate in the communicativeocial and cultural norms of the preschool

and have fluency in thianguage of instructiomppropriate linguistic scaffolding benefits the Icelandic
second language learners in the group. Creating a community for children, parents and staff is another
common emphasis in the preschools. One of the preschools emphasizes positive communication and
322R O022LISNI A2y ¢ A G KethoskoBthisGéhaatefRdtsoyen@ss &nd frexidility S & @ ¢
and for the last 10 yeardt has activelyparticipated in developmental projectsn the areas of
multicultural education,nature and the environmentand international cooperation. The school
frequently cooperates with a university in various projects and research. The te@bkéefs ofself
efficacyarea prominent trait that permetes the whole school. The sta$fvery proud of the school, its

policy and curriculum and engagig impromptu discussions about it during our visits and observations.
The staff believein the ideology and practicesf the schoal

In another preschool, the ethos and everyday practices reflect equality, diversity anucdmey and it
has attracted parents from various neighbourhoods because they want to give their children this unique
educational opportunity.

One of the preschoshhas a curriculum with five main aims whicéin be saiég@xemplify all the schools.

Theairmd NBY (2 ¢2N] F2N) G§KS SljdzrtAde 2F ff OKAfRN
O22LISNY A2y 2F Fff LINRFTSaairzyaT (02 &adNBy3adaKSy GK
and empathy for othersandi 2 & 0 NBy 30 K Sy dé&oprieRt il thOsipregh yhEnNbr €

fAFS Ay | NBalLRyairotS gred ¢KS LINBaOK22f Aa 2NHI
work plan also state that the teachers and staff understand equality in a broad sense: human rights are
emphasted, and multicultural and equal validity of viewpoiate implemented in daily activities. The

preschool emphasizes collaboration with parents based on respect and whith is highly valued by

the parents Various methods are used to achieve this ancensure that all parents are reached.
Interpretersare present at all meetingsith immigrant parentsand aids such as visual communication

books are used on a daily basis. Individual curriculéhchildren aredeveloped in cooperatiowith

parents Information to parentss disseminatedh Icelandiand additional languages whighone of the

keys to good cooperation with immigrant parents.

The school ethos of one of the schools is reflected in active communication with parents and children
across languages and cultures. Both in interviews with parents and in observations the transnational
competence of teacherwasobvious. The leadesf the schoolconscientiously reaches out to parents

to offer them assistance with different matters regarding their children and themselves. Our interviews
with parents gave a clear message of parents sensing trust, acceptance, understanding and respect
when canmunicating with the leader. Teachers atie rest of thestaff develop a deeper knowledge

and understanding by reflecting on everyday practices, and simultaneously creating a true learning
community. The school conducts an internal assessment every geapart of its annual report that it

sends to the municipal school authorities. This is carried out with input from all divisions as well as
individual teachers anthe rest of thestaff. This school has developed its own ambitious language and
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literacy mlicy inspired by the municipal®literacy policy which focuses on emergent literacy and active

bilingualism. Policy and practice in this school are under revision and no stone is left unturned in the
guest to create a e learning environment wheradividual needs are met.

Leadership

The structure and organization of the preschools does not differentiate immigrant children. They are
fully integratedin the schoolSorganization. In all the schools the leadership regards diversity as a
precious assethat needs to be cultivated and nurtured. The leaders focus on chi@reeltbeing and

go an extra mile to accommodate the immigrant families because of their lack of social network. This is
expressed by a parent who notes that it is not enough to haaehers speaking heritage languages if
the attitudes of staff and ethos of the schoate not supportive of bilingualism and diverse cultural
backgrounds.

The leadership in the preschools is also supportive and participatiitiative takingby staff, diildren

and parents is encouraged and all members of the school community are encouraged to influence school
policy. Parents and staff express how their voices are heard and how they are encouraged to develop
new ideas and share with othens their schoolcommunity, although the level of participation differs
between schools. In one of the schools, the s&fkery involved in all major decisions, such as revisions

of school policy, planning events and project development. This results in a strong amaersng the

staff because the leadership allocates enough time fateépth discussions. The children are involved

in projects where they can have a voice in influencing the project process. Other examples of inclusive
and democratic practices are in o the schools where the staf§ encouraged to put their ideas
forward and argue for their importance. ttie majority agrees on thjghe ideas are put into practice

and often the person that came up with the idea is made responsible for its implemamtati

In one of the schools the democratic participation of all children appears clearly in the way diversity is
integrated in the school culture. All the children participate in all aspects of school life, regardless of
their language abilities or physicdisabilities. Support is available for all children in all activities to
ensure no child is inactive.

The leaders in all schools strive to build a learning environment for diverse children and their families
centring on respect and devotion. Soteaders although working in stressful conditions, go out of their
way to meet the need of children and their families.

Teachers

Although everyday activities in the three schools differ, educational practiceshalicecentred and
generally based on diversityith the aim of involving all children in active participation. Chidtred
approaches appear for example in child initiated @ag curiositybeing the driving forcein one of the
schools, where everyday activities evolve around free and organizgdpth indoors and outdoors,
organizedactivities anddaily routines aroundest andmeatimes ¢ all with the focus on offering the
children diverse opportunities to learn through discovery and-egfflorations but with assistance as
needed. Thectivitiesare thus based on the interests of children, but adseexpertise of the stafthat
strive to support the childreandshae theirknowledge with th& colleagues.

The children base their choices during group work on their strengths and interestéogeatly guided
into challenging themselves with new subje@shooltime observations showeldow capable the staff
isin encouraging the children to make autonomous decisions and becomeropeted members of
the school community. An example of this frahe observationsvas a discussion between staff
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member and a child aboutO K A f Ri@eyitCQahilities and how some children need specialized
equipment to be able to use the computer.

In one of the preschools a calm and nurturing environment is ceceéte all childreng with staff
members present at all times and even in chaotic situations the children seem to be active and thriving
participants regardless of ability. For example, teachers used calm suggestions oto lsmive
disagreemend by givingthe children options and asking them if they could help them find a common
ground.

In some of the schools the linguistic and intercultural knowledge of teachers with immigrant
background are shared in daily communication with children and parents, bygisiiverse language
skills Many of the immigrant parents feel more confident talking to a member of gthif sharestheir
experience of moving between countries and beingleelandic language learner. However, these
individuals are not responsible fordaehing the children their heritage languages or interpreting very
sensitive or emotional matters between parents ahd preschool. Rather, these teachers are active in
initiating support for the children. In all three preschools, the effects of divemitythe everyday
practices of the teachers are visible to some extent.

Children (parents)

The parents in all the preschools share the view that preschools should be open and flexible and develop
a feeling of security and competence in their children. Tpeafer teachers with personal, open and
relaxed attitudes. Parents in all preschools are generally satisfied with their clfigrezschools. Most

of the parents emphasize that they feel welcome and content with the preschools.

During the transition ira the preschool, communication with the immigrant parents and support for
their children is vital. Most of the preschools can be described as learning communitiesahiiidren

of diversebackgroundhrive in an environment that supports and facilitaté®ir learning and personal
growth. Emphasis is put on active communication with the parents and involving thé¢hne ischool
community.

Challenges

Some challenges appear in the data from the preschools. One is that the leaders are working in very
demandingconditions. Some of the schools suffer from low staff retention afav percentage doftaff

with degrees in education or child development. It is often very tooasuming for the leaders to go

the extra mile in working with and supporting parents arnmldren with diverse needsShortages of

staff and resource also present challeng@sother challenge has to do witbhild-initiated play.
Although thisfocus seems to be suitable for most of the children, Icelandic second language learners
could be inclded more actively with conscious scaffolding and support. We observed missed learning
opportunities for some of the immigrant children due to this fact. There are also causes for concern in
relation to some of the immigrant childr&social position in #gapeer group and the marginalization of
some children, especially those that have not mastered the language of instrudtioone of the
preschoolsthere wasevidence of hindered communication with parent;formation on the school
website and lettersd parentswere only availablein Icelandic Although this school had a politiyat
emphasied democracy, it lacked initiative in reaching out to the immigrant parents. Lack of knowledge
and confidence among the teachers on how to communicate with divarsdiéswith otherlanguages

as the teachers could be one of the reasons.
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Compulsory schooléC)

Cl is situated outside of the capital anarea with over
10% immigrant population. The school was establisl &=
around 1900In 20132014 there were 53 employees il
the school (39 women and 14 men), 34vdiom were
teachers. None of teachers had a foreign backgrout
According to thed O K 2 éxfer@iad report, the staff
turnover rate is relatively low. There were 302 studenimg
enrolledin 16 classes in gradeslD; 23% of thestudents '
were of a foreign origin. The school runs iesmmigrant
dzy A G Ol iftdrntiRnalcdépkrénent with 53 students in attendance. The performance of 4th
grade student®nthe national standardized téswas above national average in 20TBe samean be

said about 7th gradeutcomesin math, but7th grade outcomes itcelandic vere below the national
average. The performance of students in grade 10 was similar to the national average in mathematics,
a bit below average in Icelandic and well above tgtionalaverage in EnglisiCl is considered to be
inclusive in all areas. Particular emphasis is on respect for diversity. All students are encouraged to
participate in school activities apds an exanlp, special emphasis is placed on including all students

in the annual school celebration.

Q2 is located inthe capital aregwith around 20% immigrant population) and was established in the
early years of last century. In 202814 there were 46 teachers employed in the schoot, including

the headmasteydeputy headmasterthe head ofthe immigrantgunit and supervisors afrades 15 and
6-10. Seventeen percendf all school employees were of foreign origin. There were 472 students in
grades 110, 27% of Wwom had an immigrant background, representing 30 ethnicithscording to the
nationalstandardized teststhe average erformance of students in grades 4, 7 and 10 in Icelandic and
mathematics in 2012 was above average when comparetther schools in Reykjavik and across the
country. The school scored well in the parent survey wheexternal evaluation was done and ttee
was general satisfaction of parents with the schd@@.is an inclusive and multicultural school where
school activities are tailored to the needs of all students. It is considered a pioneer in multicultural
education and plays a leading role in thisldiin the capital area. Emphasis is on stud&warning,
respectfor diversity and cooperative learning.

C3 is situated in the capital area with around 7% immigrant population. It is a rather new school,
established in 2010 when two existing schooldweatdiverse group of students and staff wenerged

In 20132014 there were five peoplen the management team, the principal and four department
heads. There were 75 teachers and 44 other staff, with nmalglsing uparound 20% of the staff. Nine
teachersand three teacher assistants had an immigrant background. There were 700 students in the
school speaking 21 languages, 18% with an immigrant backgrobede were81 students in their first

or second year in the international unit. According to repomsstandardized testinghe outcome for

the school for the pst fewyears was above average or average in 4th, 7th and 10th giadeelandic,
mathematics and Englisito A& |y Ay Of dzaA @S & OK-Rehd, créa®vi§y deddA y 3
diversete® KAy 3 &a0NI GS3IASad ¢KS al0OK22ftQa 20SNXff LkRf
of staff, parents and students.
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Policies and curricula

The three schools have a clear and documented structure and framework for working with students with

I F2NBA3IYy oF O13INRdzyRd adzZ GAOdz GdzNF f AaY Aa LI NIAO
Yy2UGAO0SIofS y2G 2yt 2yin evedddy adivities. @15 ervjhadi§ia an 6 dzi |
Icelandic only both in teaching through the subjects and in communication, but in the other two

schools students are encouraged to use their first language as well as Icelandic. All three mahools
emphasis ond G dzZRSyYy G4 Q I OF RS Ybeify, cortrdl bEyh&iypebgress/drd odliddoration

with parents.Each of the schools runs an immigrant unit or international department for children whose

native language is other than Icelandic. These uniteetin common thagll the students belong to a

regular classvith a supervisory teacheand their participation in the immigrant unitepends on their

needs and pace of learninghe more theybecomeproficient in Icelandic, the more time they spend in

their regular classrooms. There are several differences in how these units are organized and managed.

In C3,the unit admits students from other schohtchment area in the town and the students go back

to their home schools when they graduate from the uwith adequate Icelandic proficiency. In the
2U0KSNJ (ig2 aoOKzz2fa addzRSyda KIFI@S O2yySOGAzya G2
homework assistance and social supporpaactisingreading in their home language.

An important factor that characterizes the personméio work in these units is their commitment to

FYR adzLJL2 NI 2F KS aGdzRSyiaQ FlrYAtASad Ly StkOK 27
assisted parents who are new to the Icelandideyswith translations, making phone calls aoither

types of assistance

The schools emphasize diversity and inclusion in their official policies, as well as collaboration between
teachers and cooperative teaching methods. The policy of multiculturalagiducin C2is aimed at
learning to appreciate diversity and use it in a positive way. In order to reach those aims, the school is
developing teaching strategies thaighlightO2 f € F 6 2 NI} G A2y Ay GKS Ofl aaNp?2
strength that can be wed for the benefit of the group, and that each and everyone should be respected
on their own terms. Furthermore, the teachers are expected to use diverse teaching methods with the
goal of actively engaging students in lessons through their strengths.s@hi®l has developed a
website to support cooperation between parents, class representatives and supervisory teachers when
providing information about class related activities to/from those parents who have not achieved
fluency in Icelandic. These formsalso available in Icelandic, so that foreign parents can use them in
order to e.g. invitea child®@ peers to a birthday party arttiereby held the child témprove his or her
Icelandic vocabularyC3has developed a policy focusing on working creatiusing diverse teaching
methods, where studies are tailored to individaadbilitieswithout regard for cultural differences. The
policy of bridge building between languages, cultugas] experiences and between talents and skills

of both students and teghers is strongly emphasized. The school further emphasizes independence,
initiative, and responsibility in students and that they set realistic aims. The school ethos is characterized
by enjoyment, play and welleing and it has a whole school reading ipplstressing reading
comprehension. Furthermore, this school has a policyagsigninghomework thatis suitable for the
student and equally dispersed through the week according to a predetermined homework schedule. In
Clthe explicit aim of the unit iso support multilingualism and multiculturalisnto teach children
cultural skills, develop knowledge, stimulate learning and promote-besiig of students while the
acquisition of Icelandic takes place. Thus, the department aims to assist studentsistirgdjo new
customs, traditions and to the new school system and, at the same time, to maintain the culture of their
homeland. Icelandic language is taught through other subjects, such as history and geography.
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Leadership

The structure and organizatioof the schoolssupports diversity and social justice. The schools are
organized in two different ways. Two of the scho@&l and C2use an integration model where
immigrant children are in regular classes with focus on social inclusion. The schootie [mpecial
lessons in Icelandic as a second language for the immigtments based on their age and
competences. The third scho@3has reception classeshere the focus is on helping tletudentsgain
academicsucess, which the school believieghe foundation for a successful integration. The expertise

in the matters of immigrargtliesnot with the principal of the school, but with a lead teacher or head of
department overseeinghe program for immigrant studest The principals all investigatedschools
respect thelead teachersand give them every support they possibly can. Interviewed employees of all
three schools represented a high level of professional standards that were visible in their interactions
with students, parents, colleagues andinmainistrators. The leadership in all the schoolakes a
democratic approach and can be characterised as participative and supportive. The leaders encourage
the participation of studerst, parents and teachers in having influence on school policy. Therseade
apprecide any initiative taken by studegf staff or parents in matters regarding school improvement.
Active participation among the teachers and somtedentsin the process oflecisionmakingwas
observed Including parents is more problematic butetHeadership in the schools have seen an
increased involvement of parents in school matters. The leaders trust the professionalism of the
teachers and are supportive and aim providingan optimal work and learning environment in the
schoos.

Teachers

Although the structure of the schools arbeir policies in relation to multiculturalism warcommon
emphasesand educational practices were recognized among teachers across schools as contributing
FIOG2NAR (2 &ddzRSy i a QuelbéingRSOAgVIsich taGDddiiturd-agdRell-d 2 OA | §
0SAYy3 gta SOARSYyl Ay (GSFOKSNBERQ ¢62NRA |yR I OGAz2ya
envision what they wanted to do in the future and engaghdm in discussions and activities that

allowed stidents to explore their possibilities for the future and what they needed to do to get there.

This kind of work was important for teachers and students to make their learning meaningful for the
future. In all the schod teachers talked about the importarcof buildinga strong foundation in
Icelandido enablestudents to become active participants in the school and society in geiSapdort

for student<learning of Icelandic varied from creating learning environre@micouraging the use of

Icelandic only within the school conte(€1)to fostering student€first language while building a
foundation for Icelandic as a second langué@2 and C3)Teachers highlighted that teaching Icelandic

as a second language was macthan just teaching a language. Students brought their cultural
background and language to the classroom and were also exposed to cultural skills of communication.
Teacher@mphasizedhe importance of teaching Icelandic cultural skills and Icelandgukzge through

all subjects.

All the teachers spoke about the importance of creating a welcoming and trusting learning environment

for students and thisvas experienced duringhe observations. The schools used different ways to

promote that welcoming envonment. Within all the schools there was either a specific department or

a homeroom for newly arrived students. This space was seen as important for stQdeltseing. First,

it allowed them to get to know other students that were going through the samperience of

negotiating a new culture and learning a new language. Second, the space was thought of as a place of

security and support if students needed it. It was common that students kept visiting these homerooms
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to get help with homework and disciis LISNE 2y f Y| G GSNAR 2y Jbetomal SNI (i K &
full participantsin the regular classroom.Teachers worked atleveloping teaching strategies that
emphasizedollaboration, in whiclstudents(strengthswere recognized and used for the benedit the

group. The learning spaces created or developed varied between schools and teachers, but what
characterizedhem wascreativity, respect and motivatiod. (i dzR fnguistic @nd cultural background

as well agi S| O pe®onEl &nd professional resrces were used in various ways, including art, story

writing, presentations, individual and cooperative learnigthin all the schools teachers talked about

GKS AYLRNIFYOS 2F RS@GSt2LIAYy3I | I22R NBffanilizs2 y a KA LI
had moved to Iceland for different reasons and they, as well as the students, needed time, space and
support to learn about the Icelandic school system and adjust to the society. Families often came to
GKSANI OKAf RNBy Qa ihe idieabidddiic wibrk involdedl in AdviNg toka®éwicoustry G

or to seek assistance for different matters. In some cases the teacher had created after school classes

for the parents to learn Icelandic and meet Icelanders. The teachers talked about howttiaEnt<

well-being was closely connected to the wieding of the family and they made the effort to work as

closely with the families as they could.

Students

All interviewed students with a foreign background, ag&58 had positive experiences with the
immigrant unit or international department. Some of the children have already graduated from the unit,
andthey all felt that they were always welcome there, evtever they needed assistance with Icelandic

or other subjects. Students agreet the importance of gettingime to understand things, especially
when they were newcomers. They talked about different wayteafning the new languages.g. by
writing downwords in both mother tongue and Icelandic, using computer translatorsaving a peer

or an adultwho couldspeak the same language to help them out. They also stressed the importance of
having a person show them around and help them during theirfiestks at school. When discussing
favourite teachers, most of the students named teachers from the international unit and used adjectives
including:c0 I NAF AZABME St LIFdzf a6 {2YS 2F GKS a0dzRSydGa o SNJ
fact that their tachers were willing to learn studesnother tongues in order to facilitate
communication with them and their familie®bservations showed studeriisngagement in class, as

well as a warm and rather informal relationship between students and teacBaudents knew what

their role and responsibilities werendthey were able to work at their own pace and to incorporate
different techniquessuch asbooks and computers or working in pairs, according to their needs and
preferences. Moreover, they coutthoose to sit separately if they needed to work on a project on their
own. They were aither afraid to ask questions and share their opinions, nor to use their mother
tongues.When asked about their academic achievement, all students admitted that theg dang

well andgetting high gradesThe najority of themmentioned difficultieswith learning English and/or
Danish. All students had a positive attitude towards Icelandic, although almost none of them was using
it at home, e.g. with younger siblingssiepparents They stressed the importance lkafowinglcelandic

for communicating with peers. Only some of them attended regular mother tongue classes (in person
or virtually) or studied it at homéhe majorityof the students attended after school actiei$, including

judo, football, dance or music classes. They were still unsure about their $@ndeolder studentsiad

not chosen a secondary school yet, but in general they wanted to continue their schooling in Iceland.
The sudentssaid that they had mde friendswith other childrenin the immigrant unitand also with

peers from regular classes. Thegdnot experienced oseen examples axclusion in their schools and
talked positively about them.
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Challenges

Two of the municipalities have changed thei
policy of immigrant education by moving
away from the model o& reception school
02 | WELISOA I f y S
neighborhood schools. This has influencd
the way immigrant students are supportecg
The teaches working in the units 4
nonetheless still emphasiz & (i dzR S
linguistic and cultural backgrousdnd their
integration into the Icelandic culture
However, the change in policy has affected the structure and management of the Aindther big
challenge he three compulsory schools faced was a lack of funding that, combined with the change in
policy, affectedC1 and C2They have been forced to downsize their immigration programs by decreasing
the administrativerole of the lead teachers, giving thefewer opportunities to evolve, seek further
education and manage the immigration programs. This downsizing has resulted in frustration among the
leaders of the schools and concerns that they were not meeting the needs of the immigrant children
sufficiently. Thdinancial cut seems to have had less effect on@3eue to the fact that it is aeception

school for the whole municipalitgnd hasa largenumber of immigrant children. In all of the schools
sustainable leadership is a critigesueand frequent chamges in the leadership can produce insecurity

as well as instability in the management of the immigrant units. Thisse=sas a challenge along with
concerns foimminentchanges in policy and organizatiddn ongoing challenge for teachers is finding
ways tomake students profit from their prior knowledge and capacities, thus building onrésssiurces,
althoughthis challenge was not considered a burden tather an endless project that kept them on

their toes.Finally, there is a need of strengthenicgpperation and of creating a space that would allow
teachers and school leaders from different educational settings to exchange ideas and experiences and
to discuss practicethat empower all students.

LY}
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Upper secondary schoold))

Ulis anupper secondary school the capital area pviding both vocational and specialized programs.

It is subdivided into 13 trade and vocational schablat collectively make up one of the largest
secondary schools in the country. Ul has a very diverse student body and the largest number and
percentage of students with foreign background in the country (over 4.5%). In January 2013, 119 foreign
born students representig 38 nationalities were enrolled in the school. The majority of them are
enrolled in a special program intended for recent immigrants who want to learn Icelandic and increase
their knowledge of English, mathematics and computer skills in order to meetetii@rements of
Icelandic upper secondary school$hus, the school teaches students of immigrant background
separately until their Icelandic proficiency allows them to enroll in other academic subjects. Many
students continue their education in one ohd various vocational programs on offer, such as
hairdressing, information technology or multimedia.

U2 is located inthe capital areaand offers preparation for the metulation exam, preparing studest

for various academic university level studies.ddition, the school offers vocational training and is one

of the leading upper secondary schools in Iceland in Information Techndlogyumber of students in

the school in 2011 exceeded 2000 and 3.3% of the student body were of foreign background. The school
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has a long history of educating students with immigrant background and has developed a multicultural
policy and reception plan foimmigrant students. Teachers and students in the school have often
participated in projects with other European schools, funded by Leonardo, Comenius, Nordplus and EEA
grants. Although the normal period of study is four years, students aecelerate the@ studies and
graduate in three years. There is also flexibility in the other directitrdents may extend their studies

a year and a half beyond the normal four years.

U3 is a school witta long tradition and it was the first comprehensive secondatyost of its kind in
Iceland.The school is located e capital arealt has a diverse student body and stafhe school
offers a day school, an evening school asdmmerprogram The number of students in the day school
has beerfrom 1300- 1500 and800- 900 in the evening school. What makes this school interesting for
our project is the fact that it is the largest upper secondary school in Iceland, with over 2000 students
and employs 120 teachers.

In addition to preparingstudents for various academ university level studies, this school offers
gualifications in specializedreas such aa Business Diploma (2 years), and state recognizgehB
programs in Licensed Practical Nursing, Carpentry, Electrical Studies, and Cosmé&tmygpiso have
a pecially designed program for students with immigrant background, ay®as program with special
emphasis on learning Icelandic as a second language (ISA).

Policies and curricula

The Upper Secondary School Curriculum Guide is
framed by the 2008 UppeiSecondary School Act.
Therefore, the general policies and curricula of the
three upper secondary schoolgX, U2, 3, where
LSP conducted the research) respond to the
particulars of the ActThe Curriculum Guidedheres

to the six fundamental pillarsf educationwhich are:
literacy; sustainability; democracy and human rights;
equality; health and welfare; and creativity. The end
goal is for students to be well rounded and to acquire
knowledge to be able to think independently and
critically so that theyam actively participate in Icelandic democratic society. The pedagogy includes
offering a wide range aicademic and vocationabursesand the use ofariedteaching and assessment
methods. The schools focus on cultivating a positive, healthy learningoement where respect,
tolerance, and equality are the key words. They havedbiectiveof meeting students at their ability
level,beingaware of the different needs of each individual student, amduringthe welfare, overall
development, and educatn of all students

Two of the three schoolkave specificeceptionprogramsfor immigrant students (in accordance with
Regulation No. 654). One of the schools has a separate curriculum for teaching Icelandic as the second
language with clear missions agdals. The schools emphasize providing these students with the tools

to facilitate their integration process both inside and outside of school. They teach them Icelandic as a
second language and practical knowledge about Icelandic society. To provideudleats with equal

opportunity in their learning, the schools provide them with tutors and counselling. Pavéntsidren

under 18 yearsfageOl y NB OSA GBS Ay T2 NNI (A 2ngin their Bedzige languadgeNJ OK A f
through the use of intergeters. One of the schoolsses a mentor system to assist immigrant students
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with their language learning and social integratibnportant goals with regard to students of immigrant
background includedoosting their selesteem, promoting mutual understaling and encouraging

positive attitudes to breach prejudice betweerstudents of different backgrounds arichmigrant
students and their teachers.

Leadership

In order to createsuccessfulearning environments for immigrant students, all the schools ltagated
organizational structures in the form of independent units or departments for teaching Icelandic as a
second language. The programs for immigrant students are led by heads of departments that either
have knowledge or interest in the matter of immégt studentsPrimaryS Y LK aAa Aa LJX I OSR
language learning rather than their participation and involvement in the school environment. In one of
the schools the program for immigrant students is organized as a separate school whose primary
purpose is to teach Icelandic as a second language. Students are generally not allowed to take part in
mainstream courses until they have gained sufficient skills in Icelandic. Howleer is an increased

effort made in all the schosto integrateimmigrant students in mainstream courses soonkr allthe

schools the leaders areoncerned aboutthe social isolation of immigrant students. In two upper
secondary schools, the school leaders have widenedothjectivesof the programs for immigrant
students b include the aim of decreasing social isolation of students. In these cases, a wider variety of
courses are offered to immigrant studenihe leadership in all the schools attempts to accommodate

the different needs of immigrant students in order to f#ate their learningand prevent dropoutAs

an example of thimne of the schools hasorganizd the structure tomake it easier for immigrant
students tocombine work and studylhe upper secondary schools have faced a reduction in funding
since the eonomic collapse in 2008. This has resulted in fewer resources for supporting immigrant
students. One of the schools has been seriously affected by cutbacks and feglsi longeservice

the immigrant studentadequately

Teachers

Despite differencesni the organizational structure of the teaching programs in the um@mondary
a0K22fasx 02YY2y GKNBIFR& ¢6SNB F2dzyR ¢AGK NBIFNR &
and relationships with students. Many of the teachers had lived, studiddranelled abroad and have

first hand experience of living in a new country with limited language knowledge. The varied background

and experience of the teachers contributed to better understanding and insight into multicultural issues.
Several of the teehers had a strong vision for teaching with regard to immigrant students. They
SYLKI&aAT SR GKS ySSR G2 0StAS@®S Ay adGdzRSydaQ OF Lk
continue with their studies and be successful in their future work lives. Takyit was their
responsibility to serve as advocates for immigrant students if needeelteachers had varying opinions

Fo2dzi SFFSOGAGS GSIFOKAY3I LINFOGAOSad {2YS LINAR2NA .
language instruction, while o#rs had a more holistic view towards student needs and were concerned
o2dzi adGdzRSydaQ LISNBR2YFE FyR a20Alf RS@St2LISyi
were well aware of utilizing culturally responsive teaching methods. They saw the tanperof

recognizing studenf3cultural and linguistic backgrounds and personal strengths and had high
expectations for their students, while at the same time trying to create for them a supportive and
learning environment. In addition, teachers were aetivnn helping immigrant students adjust and
participate in society by teaching them about Icelandic culture and society in a variety of ways,
sometimes even outside of school time or school walls. This included instruction in life skills, critical
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thinking and awareness building. Another common thread exhibited by the teachers in the upper
secondary schools was that of building supportive relationships with students. The teachers showed
empathy for students and were willing to take extra steps to assistsapgport students, with both
schoolwork and issues in their personal lives. It was also characteristic of teachers to show a genuine
interest in the students and in some cases form personal relationships with the students that were giving
for both studentsand teachers. Generallyeachers saw the centrality of Icelandic, rather than the
heritage language and identities of the students themselves, in their vision of effective education.

Students

Overall, the upper secondary school students whom imterviewed appeared positive about their
schools and many of their teachers. Generdhgy compared their schools favourably with those from
their home countries. They liked many of their teachers and seemed to benefit from those who took a
personal inerest in them and their educational and language needs, and those who were able to show
their human side in addition to their teaching role. Some students also commented on the usefulness of
having to complete demanding (as opposed to too easy) acadenilg aad of the benefits of working

with Icelandic classmate$Ve had purposefully selected students who wérdieved to bedoing well
academically and socially. Most of these students showed determination and had clearly defined goals,
both for the immedate and distant future. Most worked alongside their studies, and they all planned to
graduate andin most cases plamuto enter tertiaryprofessionabr academic programs of studgome
students had Icelandic friends, although most of their friends hadigrant backgrounds. Perhaps even
more important than friendships, however, were their close relations with their families, who provided
a history of stable financial and moral support. Generatydents tried to maintain their heritage
language and iddities and remained interested in their heritage culture, albeit with no school support.

Norway

Country context

With the economic upturn during the 1960s, Norway became a country with net immigration. The Halt
of Immigration Act was passed by Parliameni975, but an influx of refugees and asylum seekers in
the following decades, together with family reunifications, brought a steady increase in the immigrant
population. Since Norway joined the European Economic Area in 1994, there has been considerable
migration to the country, first of all from areas that have been hit particularly hard by the financial crisis.
Over the past ten years, the number of immigrants and children of immigrants has more than doubled.
By January 1, 2015, 15.6% of the total pagion of approximately 5.2 million had either themselves
immigrated (12.9%) or were born in Norway of immigrnaatents (2.6%) (Statistiésorway, 2015). Close

to 10% had foreign citizenship. The largest group by country of origin comes from Ralams$t
100,000, 12.5% of the immigrant population). They are followed by immigrants from Sweden and
Lithuania, groups which are almost equal in size (39,000). The Somali (37,500), Pakistani (35,000) and
Iragi (30,000) communities are important groups witmonEuropean background. All together it is
estimated that up to 300 different languages are spoken by immigrants, most of them admittedly having
a small number of speakers (Wilhelmsen et al, 2013). There are people with an immigrant background
in all Norwegian municipalities, but there is great variation in the percentage they constitute of the
inhabitants, with Oslo at 32% being at the top. The average percentage is 14.3% and the standard
deviation is high, at 10.4.

The official policy adopted for éiincorporation of immigrants into Norwegian society is integration,
understood as giving the new citizens equal possibilities, rights and obligations to the rest of the
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population while granting them the opportunity to preserve their language, cultureveand of life to

the extent they desireo do so (Ministry of Children, Equality and Social Inclusion, 2012). In the
education system, approximately 12% of the children attending kindergarten and preschool are
considered to be language minority children igving a mother tongue different from Norwegian or
Sami. The Norwegian Kindergarten Act states that these children have the right to receive support for
the use of the mother tongue in kindergarten and to develop competence in Norwegian. The section of
the! OG SYGAlGft SR GYAYRSNEINISY Fa | OdzZ GdzNE | NBy | €
support in developing their dual cultural identity (Ministry of Education, 2006). For the school system,
which comprises primary and lower secondary (geadeto 10; ages 6 to 16) and upper secondary
(grades 11 to 13), there are no official statistics on language minority students, but a reasonable
estimate is that some 15% and 12% respectively of students in these two parts for the system speak a
language ther than than Norwegian or Sami as their mother tongue. However, the Education Act does
not afford any special treatment to students according to language background per se. To be eligible for
special tuition, tests have to indicate that the student hasuificient Norwegian skills to follow normal
teaching in school. In such case, he or she is entitled to adapted instruction in Norwegian, and if needed
mother tongue teaching and/or bilingual subject teaching. Students may also attend an introductory
program of up to two years before they are referred to an ordinary school or class.

The local communities and even the individual kindergartens and schools have considerable freedom in
how they organize the teaching and learning activities for minority dagg children and students,
accounting for why there is much variation in this area across the country.

Preschools(P)

Both preschools (P1 and P2) in the Norwegian study
located in the central part of Norway, in municipalitigg
with  15¢20,000 inhaliants, and an immigrant
population of around 6%. Both present themselves a
communicate with parents on goals and aites
through their homepage.

P1is a municipal preschool, built in 1942, with thre:
departments accommodating 50 children agéxd6,
thereof 15 of immigrant background. Two departmen
have children agedd® and one has children from¢d ¢
years of age. The preschool has seven employees in permanent positions; one of them has an immigrant
background. In each department one or two staff leAdiniversity degree as a preschool teacher. There

Aa | LXF@3aANRdzyR I NRPdzyR KS LINBKaoOKz22f |yR | LI NJ |
value isFriendship and safe relations for children and adaitel it has a focus on early intemgon,

language, social skills and playhe preschool has established a special room with toys, games, artefacts

and other equipment for language training that all departments may use.

P2is a modern, newly built municipal preschool, with four departments with up to 100 children in total,
whereof around ten have an immigrant background. Of the 27 employees with different expertise and
professional experience, two have an immigrant backgobun addition, they employ temporary staff
and practice students. It is a preschool especially constructed to accommodate children with disabilities
and they have emergency places for child welfare. The core value of this presdiodot ian arena for
creativity and diversity, with special focus on music and outdoors activiliess goal is that children in
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this preschool learn to enjoy walks and outdoor life through all seasons and in all kinds of weather.

Through music and outdoor life they amto¥stizf F 6 S G KS OKAf RNByQa f I y3dz 3§

their selfconfidence and identity, and their knowledge of different cultures and traditions.

Policies and curricula

In both the preschools, leaders and employees see working with children of alutnd linguistic
diversity as a positive element, strengthening the environment in the preschools for all children, parents
and employees. They are among the preschools with the longest experience of working with children
with an immigrant background, anghe of them with diversity in a wider sense, too. Both are also
engaged in network groups with other preschools on issues connected to cultural and linguistic diversity
in the preschools, sharing ideas and cooperating to improve on these areas. Fgllowincreased
cultural diversity of the children and parents in the preschools in the area, both preschools also have
taken part in competence development projects on cultural and linguistic diversity, to strengthen their
educational work with these grogp Two to three employees from each preschool were attending
gatherings at the local university college four or five times a year for a period of two years. Some hold
degrees in special pedagogics, social work, childcare or other related areas. Thareanployees

with a formal education on cultural or linguistic diversity in either preschool.

The educational platform in one of the preschools presents a holistic view of learning that focuses on
care, play and formation, that learning and developmenpens in interaction with others, and that
children are active initiators in their own learning processes. Developing positive social relations, giving
time to ponder, explore and philosophize are seen as important. Sdwol ethos in the second
preschoolis to create a learning environment characterized by Avelhg and happiness, as well as to
promote positive interactions with other children and adults, in and outside the nursery. This preschool
also engages in a project where children learn to putdsointo feelings, to develop strategies to
recognize and manage emotions, to give and receive compliments and to build relationships
(friendships). They celebrate United Nations Day, a multicultural week connected to Thanksgiving,
carnival, andthe SamfIRA 3Sy 2dza t S2LJ SQa Rl &o

Both preschools highlight generosity, positivity and an inclusive culture as values that permeate the
schools, both towards children and parents, and among the employees. Observations confirm that these
are indeed values that areupinto practice, inasmuch as temporary staff members are counted in and
included in decisions about daily activities and that children are seen and their needs and demands are
taken seriously. Both preschools host students from high school and univesiége, and persons on

work prectice through social serviceShese are seen as welcome additions to the staff although they
are not fully qualified as educators. There are of course conflict areas as well, for instance on cooperation
across departments aen there is staff absent.

The preschools emphasize collaboration with parents and children. All parents are met in the hall when
they deliver their children in the morning and collect them in the afternoon. All employees communicate
with parents, and emourage those that have the time to join the children for breakfast or just sit and
chat for a while. The parents express gratitude and satisfaction with the way they and their children are
received and taken care of in both preschools. Some immigrant aoemmunicate in Norwegian or
English. When there is no shared language, the staff pis¢ures, Google Translate and illlustrations.

In some cases, an employee speaks the same language as the parents and children of immigrant
background.
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Leadership

In both preschools, the fairly new leaders are described as democratic, giving space to each teacher to
develop her department according to her views and the school ethos and curriculum. The leaders are
very much present in the daily work in the preschoaid take interest and an active part in developing

the aims and guiding principles of the work in the preschools. They are both experienced preschool
teachers with leadership experience, but have limited experience or education in cultural and linguistic
diversity. They are supportive of a diversity focus, and support the teachers who are more experienced
in this field in their initiatives. Immigrant children are placed in the department appropriate to their age,
like all other children. In one of the presadis the leader attended network meetings whenever cultural
diversity was a focus, in order to strengthen her cultural competence. In the other, the leader promoted
sharing language training experience among the staff by making time in a staff meetingréotise
competence in using the special room that this preschool had set aside for language training.

Teachers

The teachers in both preschools see it as important that the children are surrounded by genuinely
interested adults, with a focus on individiyabased care and learning, implying that they emphasize
diversity, in order to provide justice and equality to each individual child. Teachers in both preschools
value outdoor life throughout the year, going for walks in the forest, to a river, orde sl snow in a

Aa0SSL) KAff ySINbed ¢KSAS OGUAGAGASAE FNB aidAaydzZ i
social bonding through activities that value other abilities than language. These activities are also used

to promote the leamnin ¥ yS¢g 02y OSLJia 2y I+ LI NI AOdzZ | NJ (2LIAOZ
or to create belonging and pride in the local community, by walking to the homes of the children within

reach of the preschool. Many projects are attached to such wgdksl give inspiration to activities such

as drawing, painting, telling stories, and creating buildings from a variety of collected trash materials.

Many of these activities are not dependent upon faultless Norwegian language, but may still support
languagedarning and create pride and admiration from other children over a beautiful drawing or a

nicely constructed building.

In one of the preschools they have engaged teachers with a particular competence in music. They aim
to be an arena for creativity and\dirsity, focusing on giving the children varied experiences both in
music and outdoor life. Through music, they stimulate children's language and physical development,
seltesteem and identity, and they use music to become familiar with different culamddraditions.

Both preschools have teachers with a particular interest in working with immigrant children. In one, a
teacher heads networks, both within the preschool and with employees in the other municipal
preschools, to promote and share competerared experience. This preschool had experiences with
several cases of children and parents of refugee background who had had extreme life experiences of
violence and abuse, demanding the full attention of the entire staff in order to develop trust and a
feeling of safety for these children. They went far beyond what is usually the responsibility of a preschool
staff. These experiences contributed to the development of a competence and a dedication among the
employees that nurture work with other childreregardless of nationality.

In one preschool there is one temporary employee of African descent in a regular position, one Arabic
speaking and one Russian and Petippaking. These individuals are valued among the staff as sources
of information and expeénce in matters relating to parents or children with different languages and
cultures. In the other preschool, having hired one Aralgieaking employee on a regular basis gave the
Norwegian staff a positive experience, opening up collaboration that stinengd their cooperation
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with immigrant parents by having someone to ask whenever the Norwegian employees felt insecure in
their own practice.

Children (parents)
Observations in both preschools show children
immigrants as WeII as the group as a whqlesho thrive

frustration or withdrawing from some activities part of th A
time. A few chilren known to have experienced difficul
times as refugees also at times may express frustratior."® % :
aggression. The parents interviewed in our research are generally satisfied with how the preschools take
care of and provide a safe and good learning emwirent for their children. They regard the staff as
open and interested in all parents and children, and express that they always feel included and made to
feel welcome. They feel that the staff encourages parents and children to share words from their firs
language, in songs, numbers, letters or fairy tales. Most of the parents have however not had an
interpreter when they attend meetings in the kindergarten. Some communicate in English or Norwegian
to a certain level, but not all.

Challenges

ThereisdJr NI A Odzf  NJ ySSR Ay (GKS SRdzOIFGA2Y 2F YAYy2NA(e
fly3dzZ 3Se |1 26SOSNE | 00Saa (2 LIS2LX S ogK2 alLISIF] GF¢
random.There are posters on the walls with some woldgiers or numbers in different languages, and

they use some songs and stories from different countries. Systematic development of the Norwegian
language is also lacking in generairtRermore,there was little or no use of interpreters in meetings

with parents. This reduces the chances of democratic participation, in both the general work and the
particular education of their children.

20K LINBaokz22fa ySSR (2 &adNBy3adkKSy GKS adal¥fQa
interpretation and commuication across linguistic and cultural differences and refugdmted

guestions. All staff members are language teaclteasd an increased awareness and competence in

these areas may strengthen the use of everyday situations to improve second langaagied and

language ability for all children in general.

Compulsory schools

The compulsory schools in Norway are altogether four, divided into two separate levels, elementary
(age 6 to 13) and secondary (age 13 to 16).

Elementary level (E)

Elis situated in a medium sized town in South Bdstway. The school has 430 studeftom grade 1

to 7 (age 6 to 13) and approximately 100 employees. Ninety students have another mother tongue than
Norwegian, and 39 different languages are representethatschool. Thirteen bilingual teachers are

employed part time. E1 is a walled focus school linked to the National Centre for Multicultural
Education (NAFO3J. KS ONA GSNARF &S0 dzZLJ 6@ b! Ch F2NJ 200FAYyAYy:

longwayvk 0 K GKS STF2NIa (2 0S02YS |+ Ydzf GAOdzZ (GdzNIF £ & C
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in the area, both internally and in special municipal and/orzegil f Yy S 62NJ] 8¢ O0FNRY (K.
, our translation)

The school is one of two schools in the municipality that offers introductory classes for newly arrived
dlidzRSytiaod Cc2fft2oAy3d {K2NIQa 6HnnuL ad0dzRASA Ay (K.
the model can be described as a separsitte malel for introduction. This means that the introductory

class gathers students from the whole of the municipality, even though the school is different from the

one they administratively belong to. In the introductory class the newly arrived students aneadff

special Norwegian language training and Social Science, as well as instruction in other subjects, like
mathematics. At the time of the fieldwork, 15 students attended the reception class.

E2is located in a rural area in South Eldstrway. The schodlas 560 studerst (ages 6 to 13, grades 1 to

7) and approximately 100 employees. Two bilingual teachers are employed full time, and eight are
employed part time. E2 is also a focus school linked to the National Centre for Multicultural Education
(NAFO). Quently the school hosts 34 different nationalities and 27 languages are represented. In 2012
the school was awarded H.M. Queen Sonja's School Award, an annual national prize that is awarded to
a school that has demonstrated excellence in its efforts tmmmte inclusion and equality. The school
integrates newly arrived students directly into mainstream education. Schooling is organised so that
each grade level has its own teacher providing special Norwegian language training for the newly arrived
immigrans. This teacher (who at E1 is the reception class teacher) is part of the team and cooperates
with the other teachers at the grade level. This teacher has special training within multicultural pedagogy
and/or and Norwgian as a second language.

Observatios and interviewsit Elunderline the possibilitiethat the reception class gives for academic
support and learning development for the newly arrived students. Because the introductory class is
smaller in size than the regular class, teacher follows tle students closelylt seems easier for the
newly arrived students to practice the Norwegian language in a smallercciaissless frightening and

gives a better opportunity to learn the language by trying and failing. The model offers a supporting and
comforting learning environment which makes the students feel safe and gives them opportunities to
form positive relationships in a smaller group of learners. Furthermore, the school leaders and teachers
are aware of the potential weaknesses of the intrathry model and address them actively, for example

in staff meetings. This seakflection seems to be a key to success.

E2 practices direct integration into mainstream. This model seems to have several advantages. More
teachersappearto feel more resposible for all students. The informants have also experienced a higher

F LILINBOALFGA2Y 2F (GKS &ALISOAFE b2NBSIAlLY I y3Adza 3S
that they see this as an interesting position and would be willing to qualify theesébr such work.

Thirdly, the model seems to facilitate access to social resources for the immigrant students in the sense
that they establish friendshipelations with the other children, and express the sense of belonging to a
larger group of studentszinally, E2 seems also to be aware that their choice of direct integration into
mainstreammodel has advantages, but also disadvantages. Newly arrived students win something
within one modelthat they lose within another model and vice versa. E2 thusgdanuch effort in
addressing the potential weaknesses as part of the pedagogical development among the staff.

(et

33


http://nafo.hioa.no/

Policies and curricula

In E1 the assistant principal has the main responsiblity for the schooling of newly arrived students. The
teachers who wik in the introductory classes are all qualified in the area of multicultural education

and/or Norwegian as a second language. In E2 one of the special Norwegian language teachers has the
main responsiblity for the education of newly arrived students. Th8 F OKSNJ A& LI NI 27

f SFRSNEKALI G4SFY® Ly NBOSyild &SIFNaRX 020K 9m FyR 9
g NBySaa 2F GKS ySSRa 2F AYYAIANIyd addzRSyitaz F2
Both E1 and E2 wordtosely together with the parents, by e.g. organising an international week, setting

aside the regular timetable and putting issues of globalization, internationalization and diversity on the
agenda, highlighted from a variety of didactical perspectives.

Leadership

In E1 and E2 the school leaders have worked systematically with multicultural perspectives among the
staff. Both schools participate in networks (NAFO), which means that they share their experiences with
other schools in the county. Participation the network also includes access to resource persons from
NAFO who work actively together with the schools in developing projects, for example orsobios
cooperation. In 2014, both schools initiated a project together with the County Councliriversity
College and two kindergartens on how to improve the interaction between minority parents and
school/preschool. The school leaders also aim to employ teachers with competencies within
multicultural pedagogy and/or Norwegian as a second language.

Teachers

Observations and interviews with teachers in E1 and E2 document how the teachers engage with newly

I NNA PGSR aGdzRRSytaQ ARSyGAdGe g2N) Ay gl e&a GKIG ONB
school and society. This includes the understanding of linguistic diversity as a resource inlzagsdct

teaching, in opposition to a modAmnguisticd & 02 dzZNB S ¢ KA OK NBRdzOS& f | y3dz 3¢
4 02dzyRSR SyGAdGAS&as FyR &iGdzRSyiaQ SELSNASyOSa 27
the teacher, who allows for a wider conception of identity in opposition to ways of restrittieag
a0dzRSytaQ Odzt GdzNF £ o6 O]l ANRPdzyR® ¢KS FTASEtRG2N] KI a
02y OSLJia IyR FOFRSYAO 1y2¢6t SRIS Ay | OO2NRI yOS gAi
Students

Interviews have been conducted with former sards in E1 and E2 who look back on their experiences

as newly arrived students. Additionally, newly arrived students in E1 and E2 have been observed, with a
focus on teachestudent interactions.

The students in the study are between 6 and 16 years of @geir time of residence in Norway varies
between one and five years and they come from countries such as Iraq, Iran, Japan, Somalia, Iceland,
Poland, Romania and Vietnam. Some of them came to Norway due to family reunification, others due
to work immigraion and others as refugees.

The students emphasise the school and their teachers as reasons for their success. They describe their
teachers as caring, kind, and genuine concerned with their sociabeiely) and academic success. All

of the students reort that they like going to school. The interviewed students see themselves as both
academically and socially successful. They have many friends, participate in sports, like football, and
some express the importance religiqmn particular Islang as anmportant factor for their success in a

new country. For some of the students the Norwegian school system is very different from schooling in
their home countries in terms of discipline, teackstudent interaction, and access to learning material

34



like bodks and computers. However, all take pride in their home countries, and describe Norway as their
second home country.

Challenges

A remaining challenge for E1 and E2 is to involve all teachers in the schooling of newly arrived students.
However, E1 has takeseveral measures in order to make the ordinary teachers take responsibility for
GKS aidzRSyitaqQ GNlyaixidrazya o0SisSSy AyiaNRRdzOG2 NE
within this issue by the reorganisation of separate introductory clagsdsect integration.

A related challenge is the identification of weaknesses of the two models and to find ways of
counteracting the disadvantages. For some of the students within the reception model, segregation into
introductory classes makes it modifficult to relate and make friendships with other children in the
regular class. For some of the students within the model of direct integration, attending mainstream
might be an overwhelming experience that makes the students feel unsafe and contribuéss use

of the language and less subjemriented activity.

Secondary level (S)

S1 is a large mainstream lower secondary school
approximately 320 students from grades 8 to 10 (ages 1
16). In total, more than fifte¢g LISNJ OSy i 2
students speak another language than Norwegian at hong
Many of them were speakers of Somali, whereas oth
spoke Amharic, Arabic, Dari, Slovenian, Tigrinya and Tu
at home. It is situated in a medium sized town in South H
Norway. S1 is known fatis work in the field of education fo
students from linguistic minorities. They are acadled focus

school linked to the National Centre for Multicultural Education (NAFO). In this connection, they
participate in a network that focuses on multicultusahools in general, and in several developmental
projects that centre round newly arrived young people with little schooling prior to arrival. The school
has a receptionlass for all newly arrived studenbetween the ages of 13 and 16 in the municipality

In addition, the school is respsible for the education of studedit FNBY GKS (G26y Qa | aéf c

and asylum seekers from several housing establishments for unaccompanied minors between the ages
of 13 and 18 in the town.

The students recruited for the study all attended S1 when they were new to Norway. They were
suggested by their teachers. At the time of the study, the students all attended the same upper
secondary school. In the early stages of the study the researdeelrto recruit a second school, but

was unable to find one in the area with the right profile. For this reason the researcher prioritized to
study S1 in greater detail, as well as the young people, both in and outside of school (see in greater detalil
below).

Policies and curricula

The assistant principal is responsible for the education of newly arrived students. The teachers who work
in the reception class are all qualified in the area of multicultural education and/or Norwegian as a
second language. §ether they cover all school subjects, which means that they are able to adapt these
subjects to the needs of the newly arrived students. When the students athieg normally spend all

their time in the reception class. Dependent on their previous stthgpthey are graduallyansferred
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to the mainstream. During this phase, one of the teachers in the reception class assists them in language

f SENYAY3I AY RAFFSNBYylU &adzoeSoitaod ! O2YY2y $2N] Ay3
(begrepsak). Subject teachers are responsible to pick out central concepts for each teaching period. The
language teacher goes through the concepts in advance and helps the students write an explanation in
b2NBSAALY |yYyR TFAYR (KS Sl dzhgddgd, $he¢ latterh sometimésSin & i dzR S
collaboration with the bilingual teacher/parents. Sometimes the language teacher also finds
illustrations.

Ly NBOSyil &SINAXI GKS aOKz22f KI& KIR YdzOK ¥F20dza =z
needs of newlyf NNA @SR addzRRSydas aLISOATFAOIfte 2F (G(K2aS g
OAf Ay3Adzrf GSI OKSNAR KI @S 0SSy OSyiuNlf Ay GKAA ¢2NJ
were for example invited to talk about school systefs i il KS & (i dzRSydaQ K2YS O2dz
school), and about their work with this particular group during bilingual subject teaching/mother tongue
lessons.

The school works closely together with the parents, by e.g. organising language homogeneougsneetin
with parents from war countries who have very little schooling themselves.

Leadership

The leadership at S1 prioritises networks and developmental projects in the area of multicultural and
multilingual education. They are supported by the municipatityhis work. They also regularly send
teachers to courses and conferences connected to this field. S1 as a multicultural school is part of their
policy and vision, and it is regularly put on the agenda.

Teachers

{2YS 2F GKS GSI OKSNBR RXSH atOSly SR dg A NJ 2WSS Ol &S
an apprenticeship, according to the teachers because of his fesgignding name. One of thedehers

used one of his contactg, KA OK NB & dz GSR Ay Fy | LIWINBYGAOSaKALD ¢
help.

[atN

{2YS 2F GKS (0SIFIOKSNE ¢SNB LI NGAOdzZ F NI & 3JF22R +aG o
and cultural background when e.g. giving feedback in school assigame

Students

The young people in the study are between 16 and 20 years of age. They were selected on the basis of
being previous students in the compulsory schools in the study. They have been in Norway for
approximately five years and come from couesrsuch as Afghanistan, Eritrea, Iraq and Somalia. Some

of them came to Norway on the basis of family reunification, whereas others arrived with their family
after having been on the run for several years.

The researcher aimed at developing participaensitive methods together with the young people,
GKAOK g2dzAZ R Ffft2¢g KSNI G2 w3aSad G2 (1y2¢6 0GKSYQI | &
process of negotiation, one of the students suggested that he could write reflective texts at the end of

the interviews, whereas others invited her as her Facebook friend, which in both cases allowed her to
study identity negotiations in their writings. The researcher also attended soccer practice, went to the
beach with sme of the student and conducted home \vis.

During interviews, the young people gave a somewhat glossy picture of their (successful) lives. In
FRRAGAZY G2 Llaarofe o0SAy3a Ay NBalLkRyaS G2 GKS Tl

da0dzRSy i aQx GKSANI ai2nyik Galogué ith wideSschHoof an& JedishiRliscBuRsed: & 0 S
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GKAOK KIF@S | GSYyRSyOeé (2 NBLR2NI 2y RAFFAOdZ GASE (
writings nuanced the positive picture as they showed traces of struggle for equity and justice.
The students like going to school, and they emphasise the importance of their teachers for their success.

Moreover, they describe their teachers as kind, caring and knowledgeable. They describe school in their
home countries as different, certainly in tesnof discipline and access to computers and books.

The ultimate goal of the Learning Spaces project it to develop guidelines and school reform based on
gKFEG A& €SFENYyG FNRBY Wadz00SaaTdzZ AYYAINIyYyd aiddzRSy
cil AOFf LISNRLISOGAPSE G(GKS NBaSHNOKSN ySSRa (2 Sy3
knowledges, understandings, languages, and ways of being at the centre of their actions. This involves
0SAY3a GNBALRYAAOBS | YR NB&LWRY &ADAARAYAS O2 K BINH2DF @& |
(Cannella & Lincoln, 2011, p. 83).

The students see themselves as socially successful. They have many friends, both in and outside of
a0K22f® b2yS 2F GKSYIX K246SOSNE KIg@NBSHIYRRIG K2 N
they think this is a problem as they do work and interact with students from different backgrounds in

class.

Some of the students help each other to find books and texts in their home language as a supplement
to the Norwegian languagesool literature.

Challenges

A remaining challenge for the school is to involve all teachers in the schooling of newly arrived students.
¢tKS aoOKz22ftQa YIylF3aSySyd GNxRSa G2 YSSG GKAa OKIff
(across gradesmal subjects) and having the teachers discuss common challenges and opportunities. In
addition, each grade has a leader. This leader has a particular responsibility to make sure that this group
receives special attention during the weekly team meetings.

FAnland

Country context

CAYyYyAaK aitdzRSyiGaqQ &adz00Saa Ay AYOGSNYyFrdAzylf O2YLN} |

decade has been celebrated at the national level and remained a topic of interest internationally. Finnish

d0GdzZRSy U & Q haiSbeéeh 2amMirg tyed&st in all the domains in each PISA cycle, albeit on the

decline in the latest one (Finnish Ministry of Education and Culture, 2013). According to the Finnish

National Board of Education (FNBE), education is seen as a key to corapesisvand welbbeing of the

society. Education has long had a reputation as a basic right of all citizens and in this context is provided

free of charge. The right to education and culture is also recorded in the constitution. Quality, efficiency,

equity and internalisation stand out as key terms in the Finnish education policy. In spite of all the fame

that Finnish education has recently received, it does not mean that there is no room or need for

development. &cording to recent studies by Finnish resémrs Bernelius (2013), Riitaoja (2013) and

Kalalahti & Varjo (2012), among others, educational equality in Finland has weakened due to increasingly

nec-liberal policies Studies also show that Finland has been facing threats of youth marginalization

(FNBE2014), lower performance of boys, Swedggheakers, and immigrants (Kilpakonen 2011), and

reduced weHlbeing at comprehensive schools (Harinen & Halme, 2012). Migration to Finland is

constantly growing; as the immigrant population grows we need mofernmation for monitoring

AYGSaANFrdA2y FyR adz00Saa Ay (K Smnagahth Rddat WO®a G Q SF
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people.At the end of 2012, a total of 195,511 foreign nationals were residing in Finla®é per cent

of the whole population.n 2012, Finnish citizenship was granted to 9,518 people (Ministry of the
Interior, 2014) Elina Kilpdakonershows that, regardless of current policies and measurkeiidren of
immigrants tend to have lower levels of school achievement at the end of @mpsive school than

the majority and that their lower parental resources are partly the reason. Refugees have the lowest
levels of achievement overall. But there seem to be exceptions: Asian immigrants outperform the
majority, while children of one Firstiborn and one foreigtborn parent do not differ from the majority
(KilptJakonen, 2012Multiculturalism and discussion around diversities in education are fairly recent in
Finland. This is particularly relevant in times like ours when Finland isisgffike most countries in
Europe from repeated economic crises that have led to-mmtnigrant, xenophobic and racist discourses

in the media and on the street. Dealing with diversities of any kind in schools often produces
differentiation and hierarchiza A 2y Ay &aLIAGS 2F (S OKSNEQ LINPFSaanh?z
fairly and equally. Teachers seem to lack tools to analyse and detect discourses that create othering.

Preschools (P)

P1, a part of a daycare centeis located in the capital area

with around 25% immigrant population. The daycare center
was established in 1993, with 40% of the children of
immigrant backgroundThe center is organized into five
divisions by age. Each division has a team of diverse
professionals working with the children. In 202814 there

were 75 children. 49 spoke other languages than Finnish or
Swedish as their mother tongue and two had Finnish plus
another language as home language. This means that 68%
were multilingual children. Aere was one special education
kindergarten teacher; five qualified kindergarten teachers; and nine nurses (one of thersadlesb
Finnish as a second language nurse); one day care assistant; and one director working in the day care
center. The corevalues of the daycare center as well as in the preschool group are: safe learning
environment and every day life, arscial justice and trustworthy eoperation with parentsBecause

of the large number of multilingual children, language abilities are takinaiccount in daily activities.

The peschool staff encourages parents to keep their mother tongue alive in the families. Finnish as a
second language tuition is provided in everyday situations and in separate grbl@se were 22
children in the preschal group in the fall of 2013, two fulime kindergarten teachers and one
nurse/assistant. As an extra resource in that team, there was another nurse who was working with two
groups and one special education kindergarten teacher. 19 of the 22 childites gmoup spoke Finnish

as a second or third language. Most of them were born in Finland. The preschool group has a large class
space, which could be divided into two rooms. All divisions share a bigger space, where the preschool
children eat their mealsThe space can also be used in different activities, such as art and free play and
be divided for small group activities. Everyday activities included free and organized play both indoors
and outdoors, organized activities and learning situations, and dailynes around meals and rest.

P2 a part of a daycare center, is located in the capital area with around 25% immigrant population. The
daycare center was founded in 1992 and has from the beginning specialized inlspgets activities

both indoors andbutdoors. The daycare center is organized into six divisions by age, and each division
has a team of diverse professionals. In 2@034 there were 66 children in the daycare center. 16 spoke

a language other than Finnish or Swedish as their mother tolagdel3 were from families with two
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mother tongues (where the other language was Finnish). There were four qualified kindergarten
teachers, five nurses (one of them of immigrant background), one student (studying to be an assistant)
and one principal. Theore values in this daycare center as well as in preschool group are openness,
flexibility, honesty, sense of community and changleere were 21 children in the preschool group in
the fall of 2013, two full time kindergarten teachers and one nurse. @Rl children in the group
spoke Finnish as a second or third language. Most of them were born in Finland. The preschool group
has a small class space for meetings in the morning and rooms for small group activities during the day.
Daily activitiesarefpl Y Y SR o0 &SR 2y (GKS OKAf RNByaQ RAOGSNES ol
are taken into account. Everyday activities include free and organized play, both indoors and outdoors,
organized activities and learning situations, and daily routinearad meals and rest.

Curriculum

In P1the curriculum as a part of early childhood education curriculum is based on the idea that each
child is encountered as an individual with her/his needs and skills. The preschool education focuses on
developing practies towards justice and human rights. Each child has equal rights to access care,
1y26tSR3IS |yR (GSIFIOKAYy3ad ¢KS OKAfRNBYyQa Y20iKSNJ
planning activities and learning situations. Finnish as a second langwsdfgzesd to the children.

[atN
NY

In P2the curriculum as a part of early childhood education curriculum is based on the idea that each
OKAfR &aK2dzZ R 3SG tSIENYyAy3I SELISNASyOS&ad ¢KS OKAf
account and Finnish as a sedotanguage is offered to the children. Spebtssed activities are
emphasized in the preschool curriculum so sports and field trips to nature are in focus.

Organization and leadership

The structure and organization of the day care centres or preschooipgrdoes not differentiate
AYYAIANI yi OKAfRNBY® ¢KSe& | NB Fdzf f & -0ASYAlySIONT I/ SKRA IR
needs and backgrounds are taken into account in everyday life in the day care as well as in
teaching/learning situations. Thwas also strongly expressed by the parents. Each child is seen as an
AYVRAGARIzZE f | a GKS t NA FaOhchit it anandlividickh@ a repidSehtalike2o2 f M &
a2YS Odz G dz2NB ¢ o

The leadership in both preschools is supportive and paédidip. Principals are innovative themselves,

but they are encouraging and give space for the staff to create new ways and methods in education.
Principals are also supporting staff to educate themselves. All members of the day care community are
encouragedo influence preschool policy. Parents and staff express how their voices are heard and how

they are encouraged to develop new ideas and share with others.

Leaders of both preschool groups are qualified kindergarten teachers. The head teacher in theqres
team is responsible for planning the contents in preschool education together with the other team
members, but the goals of the national Core Curriculum forHmmary Education are guiding the
education of the preschool group.

The principals in bbb day care centres strive to build a learning environment for diverse children and
their families together with the staff. Goperation between community and staff is also strong.

Teachers

Two kindergarten teachers in Preschool 1 and three teachers gtRwel 2 were interviewed as well as

the principals in both daycare centers. The teachers were very motivated in relation to their work and
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the principals were motivators and also innovators. Each teacher emphasized openness between
parents and staff andagual education as a starting point to their work. It was-seiflent to the teachers

that each child is an individual and should have different goals and contents in education based on
her/his needs and skills. Overall the atmosphere among the teachersest good and relaxed. Both
principals were motivated to lead their day care center and were eager to find new ways to see
education. In daily teachinigarning situationgdifferentiation and learning by doingroved to be
crucial. Active learning and leang by doing were key ideas in both preschools. The children often
worked in small groups. Different kinds of grouping were used depending on the learning goal. One main
idea in the grouping was that children should get experiences of success evergataers emphasized

joint values and goals, professional skills and expertise and strong teamwork as main factors in
successful education. All the teachers had quite a long career but they were eager to take part in in
service training and educate themsetveBecause both day care centers were placed in areas with a
large number on immigrants, teachers already had a lot of experience in working with immigrant
children.

Challenges

One challenge appeared in the data from the preschools. More competencieadhing Finnish as a
second language in the group are needed because of the large number of children who speak Finnish as
a second or third language. The specialized teacher of Finnish as a second language was able to work in
Preschool 1 one day per wedit in Preschool 2 Finnish as a second language is mainly included in
other daily activities as it is also in Preschool 1. It seemed to work fine but guidance and professional
skills in language teaching are needed when there are many children learnig Emguage in the

group.
Compulsory schools (C)

C1lwas founded in 1915, so it is old and monumentBthere are currently g
about 200 students in first through sixth grade and the number of sta
around 20 with class teachers, subject teachers, speeids teachers and
school assistants. The demographic structure of the population in the §
has changed a lot during the last twenty years. There is for instance «
Somali minority. Around 25% of the students speak Somali as their mo
tongue. Amog other languages spoken at school are Arabic, Turk
Kurdish, Russian, Estonian, Pasto, Bengali, Lingala, French, and Portus= 4
The school year that the data was collected, a little over 50% of the stud’, 3\
spoke a language other than Finnish as tfiest language. There were als@# "/" '

many students that had Finnish as a third language. The number of bilir

families was also higher in this school than the average in Helsinki. This school has a French immersion
classroom and all the children have thepoptunity to be taught in French. This is very special and has
KStLISR (G2 ONBFGS | a0OKz22f gAGK | I22R NBLIziF GA2Y
curriculum is based on the idea of a learning community where each student has anigluia belong

to the school community. The school focuses on developing practices towards justice and human rights.
Each child has an equal right to access knowledge and teaching. The teaching of the Finnish language,
mother tongue languages and religimoffered to all the children with immigrant backgrounds. Another
emphasis in the curriculum is nature and sustainable development.
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C2is a teacher training school, which means that the student teachers practise teaching in this school,
and it is part othe University of Turku, Department of Teacher Education (Seett Finland). The
school is independent from the city school system. It has 900 students with 25% students whose first
language is other than the school language. It is both an elementarjoarer secondary level school.
LG A&a f20F0SR Ay | ySAIKOoO2NK22R gAGK | f1 NBS L}LJ
o O]l ANRdzyRaé¢s IfGK2dza3K Ylye FlIYAfASa KIF@S tADSR
Finland. This is alconsidered to be a challenging neighbourhood in a secamomic sense, as it has a
large area of city housing. The principal of the basic education mentioned in an interview that it is very
important to them to be a school for the whole district. A s@frihis is that they keep the school doors
open during school days. The main aim of the basic education in this school is to support and take care
2F SIOK &addzRSyiQa | OKAS@SYSyia Ay GKSANI aidzRASa
god is that each student gets the best possible school report at the completion of compulsory education
and continues education further. The fact that the university school is in the middle of this neighborhood
adds value to the area. The schoolwants i@ @rA f S G2 o6S GKFG 2F al &a0K22f
They are also working on the issues such as school dropouts by organizing hobbies and after school
activities.

C3is a Primary school (preschool and gradeéd) located in the heart of the city. The school building is

one of the oldest in the city and has a prestigious reputation. Besides the Finnish classes, it runs a
bilingual Frenckrinnish programme. Along withehFinnish students and a wide variety of immigrant
background students there is a vast number of expatriate families. As one of the mothers described the
aldzRSyiday agAldK (GKSasS {ARaz AlG A& 2dzad tblly,y 2 NYI §
/| KAYl 2N a2NRr002¢ o

Cdis a Comprehensive school (grades)Tocated in a suburb of the city. The area is characterised with

high unemployment figures. The school has shown special interest in developing various support
adaidtsSvya Ay 2NRSNJ (2 0SS Wheprificipdl Aas Geenia$iNdect @ é cityitalzR S v
RSOSE 2L AYYAINI Y OKAfRNBYQa SRdzOF A2y ®

G5 A Comprehensive school (gradeS)llocated in a suburb having the highest percentage of foreign
citizens living in the city. The area is also characterised witacéive educational campus hosting the
university, the university of applied sciences and vocational education establishments. The number of
immigrant background children has grown steadily over the years and now one quarter of the students
have an immigant background and over 20 different mother tongues are spoken.

Ly ¢KIG F2it26a ¢S LINBaSyd GKNBS OFrasa 2F w3izz2R

Case 1: Second gradénclusion as a good practice

The class is an inclusion class that we consider assamel of inclusion. It is collaboratively taught
between a class teacher and a special needs teacher. There are three special needs students in the class,
and 25 children altogether. Half of the students in the class speak Finnish as second or thiedjéan

Most of them were born in Finland. One third have parents with different mother tongues. The teachers
have two classrooms at their disposal so they can flexibly divide the group or work altogether in the
same classroom. In this classroom each studerspecial, similar, different, Finnish or immigrant in
diverse ways.
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When the class starts in the morning they begin by greetings Hge&& huomenta! Bonjour! Good
Morning! Salam alaikum! Sabah-lghair! Glnaydin! Kim jaa! Strastuitze! Bon dia! Ténedm the start

the teachers have been making a big issue in the class about how great it is that they speak so many
languages. They also discuss a lot about different kind of families. Some families in the class have many
children. The teaching in the clasom is flexible and they work a lot in small groups.

Case 2: Supportive measures in action

The basic initiatives that are targeted to students with diverse cultural backgrounds like Finnish as a
second language, Home/Native language teaching, preparalass / year and teaching about different

NBf A3A2ya 6SNB LIWLX ASR Ay Fff aO0OK22ftad LyGSINI GAy
be challenging. At the time it appeared that these important support mechanisms brought some
unnecess NB RAGAaAz2y o0SG6SSy adtddzRSyida Soe3aed aikKz2asS ai
GK2aS y2i¢éd ¢2 | @2AR (GKAAI Ay aoOKz22f / o0¢l YLISNBO
to be able to move students in a flexible way between home ré&@mnish classes and Finnish as second
language classes. In school B (Tampere) the flexibility of the core curriculum was taken the furthest by
giving students the possibility to pass courses more in an individual order without needing to repeat the
wholeyear again if they failed one ore two subjedtokaton yldkoulun Finnish). This was done in order

to give students more time to learn the Finnish language.

Case 3: Teacher with an immigrant background as a role model

In Turku we found teachers with ammigrant background working during the school hours, and not
only as mother tongue teachers outside the normal school hours, which is typical in the other schools.
One good example is Samran, who at the time of the interview was about to finish his bwin MS NI &
degree studies at the University of Tampere. During his teaching experience he started wondering why
some young people with a similar background to his own (immigrant/refugee background) succeed and
a2YS R2 y20d ¢KSNBT 2réldes Vel tnuch tb guiiNerlidEpiiojedt tdsk asiis study? LIA O
focuses on why some students succeed and some do not, in this case for those students who have the
immigrant background. His results show that: 1) language is one very important factor; 2) fapiytsu

is also mentioned among his research participants; and 3) the fact that successful young people know
who they are and where they come from, and why they for example have been refugees. For the parent
involvement he states that even if the parents dot have an academic background they can offer
support by being interested in their children, provide food, etc.

Samran has also observed for many years the struggle for some students to study in the Finnish school
system without sufficient skills in theinnish language. To him these students are too often placed in
special education classes, not because of any learning disability, but more because they for some years
KIS 0SSy O02YLX SiSte aGa2dziaARSe 2F gKIG #idLIISY &
enough. According to him, six months of preparatory class is not enough. Also the learning materials for
Y2G0KSNJ 02y 3dzS GSFOKAYy3 FINBE @OSNE 2ftRX FyR R2 y204 N
he has developed his own materials wldre has produced explanations for difficult Finnish terms in

math, history, geography etc. He has noticed that if the students do not understand these terms, they
lag behind in learning. In the university school they can actually give mother tonguerngacipiport as
coteaching during the normal classes, which he finds to be the best way of delivering mother tongue
teaching at school.

Teachers
Teachers were mainly very motivated to do their work as teachers. Overall the atmosphere among the
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teachers semed good and relaxed in each school. The way in which they worked with immigrant
children varied. It was also easy to identify teachers who were interested in promoting justice in their
work. There were teachers who were more involved and interestedeifié of children with immigrant
backgrounds, while other teachers showed some kind of ignorance towards them. The words
collaboration,ce?2 LISNJ G A2y | yR FfSEAOAfAGE OKINF¥OGSNARAS (K
new ways of learning and aagising their work in order to meet the needs of students. They worked in

multi-professional teams e.g. subject teacher, transition class teacher and Finnish as a second language
teacher in order to develop their teaching.

Students/children/parents

A good studentteacherparent relationship is valuable. It was touching to hear students talking
affectionately about their teachers. Students were comparing how school life had been in their previous
schools, and how it was now. Parents play an important rokk the parents who were interviewed

were satisfied with the schools. In one of the schools they organised breakfast events for parents every
now and then to encourage parents to visit the school and meet with the teachers and other parents.

Challenges

The principal has changed in one school during the project so it is difficult to know how sustainable the
ideologies that were emphasized during her long leadership period were. Also one concern that we
researchers identified is that some teachers tookamost alone the responsibility to develop the

practices towards more just schools. These types of visionaries may burn themselves out, and the
practices may fade away if that one teacher leaves the school. Also there was a difference in how gender
diversty and equality were considered among the teachers. One of the major challenges is to continue
developing a comprehensive school that can cater for a growing mixture of differences but still be able

to host a strong sense of belonging. How to make us&Kadt GSNE I GAf S OdzZ Gdz2NI £ Ol
families possess is a challenge.

Upper secondary schools (U)

U1 Founded in 1869, this school is one of the oldest in Finl
and the first Finnistspeaking school for girls. Since 1924 it
been training fture teachers, and in 1969 the school became
educational. In 1974 it became part of tkeachertraining unit g
of the Department of Teacher Education of the University
Helsinki, and along with that role the school has also provig
further education or in-service teachers. The school consists
the 10year comprehensive school (ages 6 to 15), including pre
school, primary school and lower secondary school levels (Basic Education), and the upper secondary
school (ages 16 to 18). In 2003 the school ewbto eastern Helsinki (8 km. from the centre), where a

modern school building was built as an integral part of the Helsinki University Campus at Viikki. Students

(ca 940; 250 in upper secondary), teachers (approximately 100) and teacher trainees (apfatyxim

250) from the preschool level to the upper secondary school level now operate in the same school
0dZAf RAY3Ad ¢KS ydzYoSNI 2F WOIlLy2yAOlIfQ AYYAIANI YO o0l
secondary (less than 10%). This is probably rBlateli 2 (G KS WSt AGSQ adl ddza 2F
selection based on grades. The school does have many foreign-aatidsial students from somewhat

privileged backgrounds. The school provides a safe and-opeded environment for all. The

43




educatianal philosophy of the school is to teach its students the skills and knowledge needed in the
future. Traditions are respected and observed, but the school also emphasises the importance of
experimentation and research in a natural school context. Consdtyl¢ngether with the National
Board of Education and other development organizations, the school participates in many local, national
and international projects including projects in teacher education.

Leadership

The upper secondary section of the schbas its own principal whose role is to make sure that every
upper secondary student feels included. The issue of bullying is taken seriously and the school follows
the equality and social justice plan of the University of Helsinki. The principal maisesgleefforts to

include discussions around these two topics as much as possible and to make sure that these are
respected values by all. Problems are thus discussed and solutions found in cooperation with all the
people involved. The principal is respdnle with her colleagues for several webtablished
programmes that have been set up in the upper secondary school and the school in general. One
example is the PARKKI room (2908& place where students can come to talk about their feelings and
discusspotential bullying. The PARKKI room also offers school support for those in need. This can be
short or long term. Another example is VERSO (00éhich aims at reducing bullying and finding
solutions for it. Two older studentsin connection with the gncipal¢ try to solve the issues together

with the people involved. A system of tutoring in upper secondary also helps to create a sense of
community and belonging and to support those in need. Finally the principal, as well as the shared
leadership repesented by teachers, works closely with parents by meeting them regularly or by being
in contact through the parent association. In general the principal felt that there were very few issues
02y OSNY Ay D IO YAYNRIKA- RA &  dzR S y (séhook tfie réakos beom thaGhiey a SO2 y
had been competitively selected to enter the school and thus quite successful. Some of the immigrant
students had done an extra year of compulsory school to make sure that e.g. their Finnish was at a very
high level.

Teachers

We interviewed two language teachers who teach upper secondary school students, one working as vice
principal at the upper secondary level. Along with these, we interviewed two school counsellors, one
psychologist, and one special education teachiey all felt the same as the principal above and argued
that immigration was not really an issue at upper secondary level. Again the few immigrant background
students who study at the school were well prepared to face the competitive stress of the upper
secondary years.

Challenges

The main challenge in terms of general upper secondary school, not only at the school under review but
in general in Finland, is the minimal number of immigrant background students who enter this level of
education. The criteritb enter some upper secondary schools are very strict, which reduces the chances
of many immigrant students. This is a significant challenge as this level is the key to enter higher
education. Very few students of immigrant background are able to conmpiit enter Finnish
universities. One solution could be to impose positively discriminatory principles for such students, to
YI1S adaNB GKIFIG GKS LI GK G2 KAIKSNI SRAzOF A2y A& ¥y
that upper secondary sclots in Finland do not share the same prestige and there seems to be a relation
between lower prestige schools and a larger number of immigrants. That is a trend that municipalities
such as Helsinki are currently trying to reverse.
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Sweden

Country context

SWSRSYy A& G2RlIe& O2yaARSNBR | Qadz GAOdzZ GdzNIF £ {2 0A S
related immigration and continued with the numerous groups of political refugiegtshave arrived in

Sweden during the past three decades.

The Swediskducational policy has since the beginning of the 70s been part of immigration politics, and

since the 90s part of integration politics in Sweden (Prop. 1975:26; Prop. 1997/98:16). In 1975 Sweden

got its first official policy act directed at immigrants aethnic minorities, an act that was based on
multicultural principles. Resources and support were extended to ethnic groups to preserve their
language and culture. In the 1990s this multicultural policy was strongly criticized. The argument was
thatamulh Odzt G dzNF £ L2t A0& O2y(iNARO6dziSa G2 ONBIGS Fy | (
AYYAIANIyiGaéd YR KAYRSNBR (KS AyGSaNI A2y 2F AYYA-:Z
policy in 1996. In the integration policy there is a gredteus on diversity and universal principles. In

public discourse, media, debates, etc. diversity is still often associated with immigration from outside
G2SaidSNYy 9dz2NRPLISE¢ o[ dzyySoflR g9 W2KIyaazy HAMHO® |
broad definition, as the aim of the Swedish integration policy is to give general support to the whole
population rather than to specific groups. The educational act is in line with this policy. The one
exception here is children with another mother tonguathSwedish. Children in peehool, students

in compulsory school and students in upper secondary school are all entitled to mother tongue teaching,

if the language is used in the family addition to this, students in upper secondary schools need to

haed @S NE 32 2 Rof thefdther t8ngu2 Busguage in the family context in order to be entitled

02 &adzLIR2 NI @ Ly G2RIFI&@Qa& SRdzOFGA2ylFf LRfAOE FO0hax
and cultural interactions, aimed to prepare the comigenerations for a life in an increasingly
internationalised society. However, since the 199&re has also been a growing awareness of the

ethnic and cultural differences and racism in Swedish society. The past 10 years have seen a growing
debate abait the relation between immigration and internal national problems related to segregation

and xenophobia (Lunneblad & Johansson 2012).

Preschools (P)

P1,the City Preschoois a preschool situated in an urba
area of Sweden, in a city with around 20%niigrant
population in 2010.The City preschoolis part of City
School (case 3poth established in 1980. The school is
so-called dfree schodd. The schoolsin the project in
Sweden are run by the municipalities.fi®e school is
controlled by centrahnd local governments by means ¢
the national curriculum, financial funding and schop
inspections, while at the same time educational qual
is seen as something achieved through competiti
between schoolsThe schools get paid for each studen
that attends the school and if the student chooses to start at another school the fuolisw the
student. This hacreated what has leen described as a quasiarket of municipal and free schools
where parents and students choose their schodlse City preschd@and school is located in a suburb
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