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Forum Proceedings 
 

 

The fourth policy forum of the OECD/EDU’s Strength through Diversity: Integrating 

Immigrants and Refugees in Education and Training Systems project, in partnership with the New 

Brunswick Department of Education and Early Childhood Development and the Council of Ministers 

of Education (Canada), took place at the Crowne Plaza Hotel, Fredericton, New Brunswick (Canada) on 

31 May-1 June 2018. Over 100 participants from seven OECD countries, several Canadian provinces 

and one non-OECD country, in addition to TUAC, the European Union, the Open Society Foundation 

and a number of academic institutions attended the forum. Presentations and background papers 

from the meeting can be found at http://www.oecd.org/edu/school/strength-through-diversity.htm 

OPENING SESSION 

St. Mary’s First Nation Elder Walter Paul opened the forum and prepared the space for the event. He 

offered traditional medicine in all four directions to promote sharing and understanding between the 

participants and the ability to reach decisions. Elder Walter also remembered his ancestors who had 

lived in this area and had travelled the river. He emphasised that there is strength in diversity.  

Mr. Brian Kenny, Minister of Education 

in New Brunswick, remarked that one in 

four 15-year old students in 2015 were 

foreign-born or had a foreign-born 

parent. In 2026, one in two Canadians 

could be an immigrant or a child of an 

immigrant. Classes in New Brunswick 

are already diverse and will become 

even more in the future. The ability to 

foster social cohesion depends on the capacity to effectively welcome newcomers. The influx of 

immigrants has resulted in people welcoming new families, as well as an increase in diversity and 

population. Teachers are important as they help students to overcome challenges. Some effective 

measures in integrating migrants into educational systems include the early assessment of language, 

teacher training for diversity, anti-bullying programmes, family engagement and extra-curricular 

activities.  

Ms. Chantal Beaulieu, Executive Director at the Council of Ministers of Education (Canada), welcomed 

participants on behalf of the 22 education ministers in Canada. The Council offers support to the 

provinces in serving immigrant students. She highlighted that the forum would offer many 

opportunities for participants to collaborate and share good practices. Finally, Ms. Francesca 

Borgonovi, Senior Analyst for Migration and Gender in the Directorate for Education and Skills at the 

OECD, welcomed participants on behalf of the OECD and explained that the goal of the fourth forum 

would be to identify common challenges for social emotional learning and sense of belonging among 

immigrants and refugees and to facilitate peer-learning between countries, provinces and schools in 

the areas of social integration, language development, teaching strategies and global competence.

Strength through Diversity 
4th Policy Forum, New Brunswick, 31 May/1 June 2018 
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MAIN LESSONS 

 As of 2015, one in every 200 children is a refugee, almost double the amount from a decade ago. Immigrant children are 

the fastest growing subpopulation of children in many countries. 

 Recent migrations are a challenge not only for individuals and their families but also sending, transit and receiving 

nations. Education systems have been put under strain to educate increasingly diverse student bodies.  Schools are 

attempting to educate on multiple fronts. They are working to instil 21st century skills and competencies while at the 

same time trying to foster cohesive social relations and to develop global citizens ready to engage as effective and 

transformative members of diverse societies.  

 Education needs to prepare young people to be globally competent. Students can benefit from encouragement to ask 

questions and take different perspectives. Learning should be focused on relevant issues which are deep, long-lasting, 

and inscribed in a narrative about the world.  

 Additionally, education needs to foster cohesive social relations in times when societal cohesion is under pressure with 

the large number of arrivals coinciding with increasing rise of extremist views. Ensuring that all young people have the 

necessary competencies for a fulfilling work life is necessary in enhancing integration and societal cohesion through 

education, including fostering common values.  

 Social emotional learning is often an essential component of educating immigrant children. Many of these children have 

experienced family separation, post-traumatic stress disorder and trauma.  Furthermore, they may lack a sense of 

belonging and rather feel rejected, excluded, anxious, depressed and lonely.  New arrivals can face barriers in making 

friends due to schools with previously solidified friendships or isolated welcome classes.  While specialised classes for 

new arrivals may be necessary, concrete efforts need to be made by school staff to nurture relationships between 

students. 

 Immigrant and native students benefit from mutual opportunities to learn from one another.  To do this, policies can be 

developed for existing students to learn the importance of welcoming and supporting newcomer students.  Additionally, 

policies and programmes that are centred on specific interests of students (e.g. sports, arts, music, theatre, chess, 

volunteering) can help students develop socio-emotional links in a comfortable and familiar environment.  

 Teachers should be empowered to adapt their classrooms to their specific students – by using students’ cultural bases.  

To do this, negotiable elements of curriculum can be altered so that learning resonates with all students.  Additionally, 

teachers should be encouraged to reflect on their own culture.  This includes their own journey and life up until they 

entered the classroom. Culturally sensitive professional development and initial teacher training are also important in 

preparing teachers for diverse classrooms.  Cultural biases, which include personal beliefs and values, can be broken 

down within teacher education.   

 Leadership is crucial in accommodating new arrivals. This includes principals and other leaders that implement a school-

wide approach to integration and have a clear vision of how to support students. Making connections with immigrant 

families can also help them to remain close in cultural, linguistic and socio-emotional ways. 

 Language is a powerful tool for social cohesion. While it is important for immigrant children to learn the host country 

language, education should also provide opportunities for these children to maintain their native languages. 

Furthermore, schools could work to promote social cohesion by encouraging bilingualism, additional language learning, 

translanguaging and the use of intercultural mediators and translators. Such schools celebrate the linguistic differences 

of newcomers rather than thinking of them as a barrier. Through this encouragement and celebration, schools create an 

inclusive and welcoming environment for newcomers.   

 To better accommodate and retain newcomers, schools and communities can prepare well in advance.  A person 

welcomed on a daily basis, rather than just the first few weeks, will be more likely to stay and be part of the community.  
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PROMOTING INCLUSIVE EDUCATION AND COMMON VALUES 

Mr. Stefaan Hermans, Director of Policy Strategy and Evaluation, DG Education, Youth, Sport and 

Culture at the European Commission, remarked that societal cohesion is being tested by the high 

number of immigrants. While the most recent 

wave of immigrants has begun integrating, 

previous waves are also in the midst of 

integration. In Europe, migrant backgrounds are 

still often linked with low socio-economic status, 

poor educational attainment and a weak sense 

of belonging. Although shared values, 

democratic cooperation, freedom and respect 

for the rule of law give structure to the social 

fabric of the European Union, these core ideas 

are under increasing pressure in an age of falling 

social trust, rising populism, fake news and 

polarisation. European institutions need to 

address these important issues through, for 

example, the European Pillar of Social Rights, endorsed in 2017, which in, its first principle, explains 

the importance of access to quality education, training and life-long learning. 

Ensuring that all young people in Europe have the necessary competencies for a fulfilling work life is 

necessary in enhancing integration and societal cohesion through education, including fostering 

common values.  

While education is the responsibility of member states, the EU is tasked with complementing national 

policies and providing incentive measures. For example, the EU’s Education and Training 2020 

Strategic Framework is a forum for the exchange of good practices, mutual learning, gathering and 

dissemination of information and evidence, policy advice, and support to member states.  

Beyond guidance and cooperation, there are various sources of European funding, which support 

policy reform for inclusive education, such as the European Social Fund, a new Reform Support 

Programme and Erasmus+. A number of projects such as the Hand-in-Hand project or the e-twinning 

online platform bring together policy makers, practitioners and stakeholders to pilot new measures 

within member states.  

KEYNOTE ADDRESS 

Marcelo Suárez-Orozco, Wassermann Dean, University of California – Los Angeles, gave the keynote 

address entitled: “Making Migration Work for All Children”. Dean Suárez-Orozco started his 

presentation by emphasising that in the 21st century, mass migration is the human face of 

globalisation—the sounds, colours and aromas of an interconnected and fragile world.  

He noted that modern humans are the children of immigration. Migrations escape simple models of 

causality because they unfold in complex ecologies involving demographic factors, cultural models, 

social practices, economic variables, political processes, historical relationships and the environment.   
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In 2016, there were about 244 million international migrants and millions more families left behind. 

The largest international corridors of human migration today are in Asia, Europe, the Americas, and 

Africa. Europe and North America currently attract over half of the world’s immigrants. The largest 

chains of internal migration occur in Asia. 

Dean Suárez-Orozco shared that even though there are many motivations and pathways for migration, 

families most often migrate for love and work. Migration is initiated by the family and the family is 

transformed by it. Dean Suárez-Orozco stated “one family starts the migration process and another, 

re-constituted family, completes the process’’.  

Historically, the clash of nation states has been the main driver of the sudden, involuntary 

displacement of mass populations. The World Wars, the wars of colonial liberation, and the Cold War 

pushed millions to seek shelter in safer 

lands. Furthermore, environmental 

factors play an important role in the 

displacement of people. Documented 

displacements due to environmental 

factors took place in 113 countries across 

all regions of the world.  Over the last 

decade, over 200 million displacements 

have been recorded, an average of 25.4 

million each year. 

The migrations of the 21st century pose 

risks to millions of individuals, challenge 

the institutions of sending, transit and 

receiving nations, and require examining 

the causes and responsibilities of all in 

finding solutions relevant to the new era. In 2017 there were over 65 million people forcefully 

displaced. The majority of those seeking shelter are internally displaced persons (IDPs); not formal 

refugees across international borders. Internal displacement associated with conflict and violence has 

been growing since beginning of the millennium. 

Worldwide one in every 200 children is a refugee, almost twice the number of a decade ago. According 

UN figures in 2015 there were 28 million children forcefully displaced. Another 20 million children 

were international migrants. Globally, immigrant children are the fastest growing sector of child 

population in disparate countries like Canada, Italy, Australia, Israel and New Zealand.  

Education systems around the world are facing considerable challenges and opportunities such as 

educating ever more diverse cohorts of students to greater levels of competency at a time when 

economies and societies are more integrated and vulnerable to global upheavals.  Dean Suárez-Orozco 

further noted that education should play a crucial role in shaping the course of the economic and 

social transformations remaking the world.  

A large body of research has examined the effects of education – usually measured by years of 

schooling - on individual socio-economic mobility (human capital), social cohesion (social capital), and 

health and wellbeing. Evidence suggests that education tends to generate powerful virtuous cycles. 
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For example, investing in education can lead to higher levels of schooling and literacy, which in turn 

can improve health outcomes throughout the world.  

In the global era of mass migration, schools are pursuing multiple ideals: instilling 21st century skills 

and competencies; fostering cohesive social relations; and crafting the tools needed for immigrants 

to engage as effective and transformative citizens and workers in their new societies.  Therefore, it is 

important to eliminate achievement gaps and combat language loss, disengagement and alienation in 

the second generation of immigrants. This requires re-imagining and reengineering education for a 

new era.  

The speaker then invited participants to think about what the purpose of formal education should be 

and how education could be put to the service of human freedom, dignity, solidarity and life-long 

engagement. There is a paradox in which education is local but deep challenges shaping the future are 

global. Dean Suárez-Orozco concluded that only the education of all children in OECD countries could 

provide a pathway out of this paradox.  

Discussion 

After the presentation, forum participants engaged in an in-depth discussion. A key consideration was 

that both immigration and education change families and children. In the first migration journey, 

children migrate to the new country 

of destination, but in the second 

journey, they migrate away from 

their families. This poses 

considerable tensions that children 

face as they become increasingly 

integrated into the host societies 

because the integration path of 

different family members can differ 

so dramatically.  

Dean Suárez-Orozco further noted 

that it is not possible to talk about 

social emotional intelligence without thinking about language and culture. Language is a powerful 

instrument for social connection and cohesion. As immigrant children learn the host country language, 

they often begin to lose their native language. Therefore, education should provide opportunities for 

these children to maintain their own language. Educators should also endeavour to make connections 

with immigrant families so that they remain close in cultural, linguistic and socio-emotional ways. 

Another participant noted that although many countries have excellent legislation on paper regarding 

access to education and integration of immigrant students in schools, the legislation is not always 

implemented at the level of municipality and schools. This brought up the question on what could be 

done to support these communities. 

Dean Suárez-Orozco replied that he had conducted some interesting case studies from an 

international network of schools in New York City and a network in Los Angeles where 60% of children 

did not have any papers. Many findings and good practices emerged from these case studies. In 
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addition, the Bertelsmann Foundation conducted a study on best practices in immigrant integration. 

It was awarded a prize to Toronto public schools for best practices in integrating immigrant and 

refugee children. There are many other good examples from the United States, Canada and Sweden 

that could be showcased.  

There are also many examples of community-based projects. For instance, the University of California 

– Los Angeles (UCLA) has a clinic where immigrants can receive advice.  UCLA’s medical school also 

offers a variety of services for immigrants. Overall, the importance of working with community 

partners was highlighted. Additionally, foundations can play an important role in supporting best 

practices. Social emotional learning is at the forefront of working with immigrant and refugees, many 

of whom have experienced family separation, post-traumatic stress disorder and trauma. The journey 

of migration often separates families with children possibly experiencing both migration and family 

separation.  

Key messages 

Societal cohesion is under pressure, especially in Europe, with the large number of arrivals coinciding 

with increasing rise of extremist views. As of 2015, one in every 200 children is a refugee, almost 

double the amount from a decade ago. Immigrant children are the fastest growing subpopulation of 

children in many countries such as New Zealand, Canada, Australia, Israel and Italy. 

Recent migrations have challenged not only individuals and families but also sending, transit and 

receiving nations. Education systems have been put under strain to educate increasingly diverse 

student bodies.  Schools are attempting to educate on multiple fronts. They are working to instil 21st 

century skills and competencies while at the same time trying to foster cohesive social relations and 

to develop global citizens ready to engage as effective and transformative members of diverse 

societies.  

Language is a powerful tool for social cohesion.  While it is important for immigrant children to learn 

the host country language, education should provide opportunities for these children to maintain also 

their native languages. Additionally, educators should endeavour to make connections with immigrant 

families so that they remain close in cultural, linguistic and socio-emotional ways. 

Social emotional learning is often an essential component of educating immigrant children and 

integrating them into the host societies. Many of these children have experienced family separation, 

post-traumatic stress disorder and trauma. Teachers, school leaders but also the wider community 

can help these children overcome difficulties and help them integrate into the classroom and society.  
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THE STRENGTH THROUGH DIVERSITY PROJECT 

Ms. Francesca Borgonovi, Senior Analyst for Migration and Gender in the Directorate for Education 

and Skills at the OECD, presented the Strength through Diversity project and results of analyses, 

particularly the 2018 Resilience of Students with an Immigrant Background: Factors that Shape Well-

being report. The project combines in-depth data analysis and indicator development with thematic 

workshops and country reports of policies and practices in three key areas: 

 Integration into Education: Migrants’ integration processes into education systems 

 Integration through Education: Links between education and training systems, as well as 

skill development, an important determinant of migrants’ ability to integrate into their host 

communities 

 Education for Social Cohesion: The role of education systems in promoting social cohesion 

Ms. Borgonovi explained that the current project focuses on migration-induced diversity, whereas the 

second phase of the project starting in 2019 will examine different sources of diversity and the 

intersectionality of dimensions of diversity, such as migration, culture, neurodiversity and physical 

disabilities, gender, and socio-economic diversity. The project is composed of different strands. The 

data collection, indicator development and data analysis strand aim to develop more detailed and 

fine-grained indicators on the academic and non-academic outcomes of immigrant students, on the 

information processing skills of foreign-born adults, and the role education plays in shaping attitudes 

among host communities.  

Results obtained in the data collection, indicator development and data analysis strand form the basis 

for the creation of a community of practice through country-specific reports and a series of Thematic 

Policy Fora. The Fora provide a venue for interested countries to be able to identify and share 

experiences on country-specific challenges, policy responses and implementation strategies aimed at 

ensuring that education systems effectively integrate migrants and refugees in schools, and advance 

broader social integration and social cohesion goals. The first forum on setting the stage took place at 

the OECD on 9-10 May 2017.  The second forum on 21-22 September 2017 focused on teachers in 
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diverse societies and the third forum, in cooperation with UNESCO’s Global Education Monitoring 

Report, took place on 12-13 February 2018 on the topic of learning from data.  

Ms. Borgonovi presented some results from the recent report on “The Resilience of Students with an 

Immigrant Background: Factors that Shape Well-being.”  The report analyses data from PISA 2015, so 

it does not include the most recent refugee wave (results will be available in PISA 2018). Traditional 

PISA analyses focus on academic underperformance, but the resilience report also considers other 

dimension, including sense of belonging, life satisfaction, test anxiety and motivation to achieve. It 

takes a whole-child approach and shows results for four groups: first-generation immigrant students 

(students and parents are foreign-born), second-generation immigrant students (parents are foreign-

born, students are native-born), returning foreign-born students and students from mixed households 

(one parent foreign-born, one native-born). There is a lot of variation across countries and across the 

four groups in terms of the different dimensions of resilience. For example, first generation 

immigrants do particularly poorly in terms of sense of belonging, though native students of mixed 

heritage have similarly low levels to second generation immigrant students.  

POLICIES IN CANADA 

Ms. Chantal Beaulieu (CMEC) first presented some findings on immigrants in Canada. In fact, Canada 

is a country of immigrants.  Besides the two official languages English and French, there are 263 other 

non-official languages. Out of the population of 35.2 million, 21.9% is foreign-born, which is in fact the 

sixth largest foreign-born population in OECD countries. Around 5% of the population is indigenous. 

The 22 ministries are responsible for education. CMEC, 

founded in 1967, is a forum for discussion between education 

ministers as well as the management of PISA. CMEC conducted 

a number of studies including one on the skills proficiency of 

immigrants in Canada. Findings show that the earlier 

immigrants arrive, the better they perform in education and 

the labour market. Individuals with foreign-born parents are 

able to experience upward mobility in terms of their 

qualifications. CMEC also provided guidelines on the 

assessment of foreign qualifications of refugees which, despite 

being decentralised across provinces, is an important measure 

for integrating refugees into the economy and society. 

Ms. Kathy Whynot and Ms. Tammy Strong (Department of 

Education and Early Childhood Development, New Brunswick) then presented on policies and 

practices in Canada and selected provinces within. Canada was the first country to adopt a framework 

of multiculturalism in 1971. Multiculturalism was intended to preserve the cultural freedom of all 

individuals and provide recognition of the cultural contributions of diverse ethnic groups to Canadian 

society. The 1971 policy assists all cultural groups and provides assistance to learn at least one official 

language. Other important policies are the 1982 Canadian Charter of Rights and Freedoms and the 

1989 UN Convention on the Rights of the Child. 

The presenters shared some good practices from Canadian provinces that have a common 

commitment to an equal chance in school with fairness and equal access. Examples include the 

http://www.oecd.org/education/school/the-resilience-of-students-with-an-immigrant-background-9789264292093-en.htm
http://www.oecd.org/education/school/the-resilience-of-students-with-an-immigrant-background-9789264292093-en.htm
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inclusive education approach in Ontario schools and the 2008 diversity framework in British Columbia. 

In contrast to other Canadian provinces, New Brunswick is experiencing a significant population 

decline. It has welcomed more Syrian refugees than anywhere in Canada.  The Atlantic region in 

particular seeks to recruit skilled labour migrants. New Brunswick has moved from segregation to 

integration and then to inclusion. The province has 30 years of experience with inclusion and set the 

stage for other diversity efforts, including cultural and linguistic diversity and work with indigenous 

youth and LGBTQ+ students. In New Brunswick, education includes all learners, such as those with 

disabilities, indigenous students, culturally and linguistically diverse students, those from low socio-

economic backgrounds, gifted and talented children, and LGBTQ+ students.  

Evidence on immigrant learners and educational 

policy in Canada suggests that language support 

for newcomer learners with limited proficiency in 

the language of instruction, quality early childhood 

education and highly skilled, well-supported 

teachers can all contribute to successful policy 

responses to increase immigrant student 

achievement.  

Other promising practices include English as an 

Additional Language high school curricula; annual 

funding for anti-racism education and supports for 

culturally and linguistically diverse students; 

Capacity for Courage grants; summer language 

programmes, inclusive food insecurity programming; mental health promotion and resilience; global 

competencies; and the Equity Framework. Practices require the support of the whole community, and 

include global competencies and an equity framework.  

Their presentation was followed by the personal accounts of two students from Syria, Hala and 

Muhammad, who shared their stories about coming to New Brunswick as refugees, learning English 

and integrating in schools and the wider community. They praised the help from the community and 

the support they received from their teachers. 

Sessions 

Five sessions took place during the forum to discuss issues of social emotional learning, language for 

social cohesion, culturally-responsive teaching, school visits debrief and global competence. In the 

following, the main points that arose from the discussions in the sessions are presented. Participants 

were divided into eleven groups and were led by table moderators from Canada. Ms. Lucie Cerna 

(OECD/EDU) moderated the sessions.  
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SESSION 1: ROLE OF EDUCATION IN SOCIAL AND EMOTIONAL LEARNING 

AND SENSE OF BELONGING 
 

In Session 1, participants explored what role education can play in promoting social emotional learning 

and sense of belonging, and discussed some policy practices to deal with them. Dr. Stacey Wilson-

Forsberg (Wilfrid Laurier University) shared some findings from her work on immigrant students 

before participants continued discussions in small group sessions. 

Dr. Stacey Wilson-Forsberg (Wilfrid Laurier University) presented research on social integration from 

Canada, but also the United States and Mexico. Her experience as an international exchange student 

in Mexico inspired her to research and to learn more about the experiences of refugee youth.  

Students from refugee backgrounds 

usually have gaps in learning. Research 

has revealed that there are programmes, 

piloted in Ontario, for students who have 

gaps in learning and who need specific 

support with print literacy. Most of these 

programmes focus on student deficits.  

Within these programmes, assumptions 

are sometimes made by educators that all 

refugee children have post-traumatic 

stress disorder (PTSD), but not all refugee 

children have experienced trauma. So it is 

important for educators to engage with 

children to understand and respond to 

their individual needs. 

In order to feel a strong sense of belonging, students need to make connections and belong to the 

community. They need to feel part of this environment.  Research has revealed that there is a lack of 

belonging among immigrant communities.  Students shared feelings of rejection, exclusion, anxiety, 

depression, grief, jealousy, and loneliness. A sense of belonging at school reflects the extent that 

students feel personally accepted, respected, and included by others.  Youth who feel accepted are 

more apt to be successful.  

Friends are an important part of social capital for students. Specifically, co-ethnic friends share 

common experiences and they provide cultural support, and positive academic and social values. 

However, making friends across ethnic groups is not always easy. It is the school’s role to foster 

opportunities for friendships to happen. There must be an intentional focus to create such 

opportunities for friendships.   

Dr. Wilson-Forsberg presented a case study of students in rural New Brunswick and urban New 

Brunswick from 2009-2010.  In the rural setting, the families were working for a local company and 

striving to be a part of the middle class. Students were primarily from Colombia. Most of the students 

were adolescents, a challenging age for youth to immigrate; despite this, most of the students were 
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flourishing.  The community supported the families and teachers with the school authorities taking on 

the responsibility of supporting the integration of students. Schools determined student strengths and 

found ways to engage them even though their language was not yet developed.  The local students 

were curious to learn more about the new students and made an effort to include them in activities. 

Because there were no classes specific for language learning, teachers had to meet students’ needs 

through a variety of communication strategies such as physical gestures. All of these factors 

contributed to the students overcoming language barriers quickly. In the urban setting, students came 

from much more diverse backgrounds (12 of the 20 were refugees) from African or Asian countries. 

Among the group, there were students who experienced trauma, deep poverty and barriers due to 

language.  Additionally, some children had no parents and were living independently.  There were also 

economic immigrants who were learning English or who were unemployed.  The majority of the 

students in the urban setting were not happy.   

Some of the reasons for this unhappiness had to do with making friends. One factor that contributed 

to this challenge was the size of the school.  Friendships in schools were already solidified due to a 

shared history; newcomer students did not have this shared history. There were no apparent 

structures set up at the school to support making friends so it was up to the students to build 

friendships. 

There were English as Additional Language (EAL) classrooms which isolated students for over half of 

the school day from other classes as well as their peers.  The EAL classrooms segregated the students 

and clearly labelled them as “other” which resulted in difficulties integrating into classes. The 

presenter concluded that EAL classes are necessary, but unless concrete efforts are made by school 

staff to nurture relationships with Canadian-born students, this structure will not allow students to 

become comfortable in mainstream classes.   

Group discussions 

After the presentation, small group discussions followed on the following question:  

 What types of school-wide and classroom programmes (in terms of format, content and 
methods) would be effective in developing social emotional skills that students (especially 
students with an immigrant or refugee background) need to be successful in and out of the 
classroom?   

 

TABLE 1 (Moderator: Mr. Ross Leadbetter, Department of Education and Early Childhood 
Development, New Brunswick)  
 
Reflecting on the keynote, participants in Table 1 discussed that integration requires reciprocal 

acculturation and mutual recognition. For immigrant youth and native-born students, there need to 

be mutual opportunities to learn from and with one another.  

Table 1 participants agreed that the first step in the relationship-building process is to give power to 

the students to start thinking about the school community that they are building. Reflecting on how 

to create an exchange of experiences, one participant from Germany shared a Circus project where 

students learn about one another inside and outside of school.  They camp together and then they 
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begin to build relationships. Not a solely academic event, the Circus project was more of a social event 

which provided space for emotional learning throughout the process.   

The programme proposed at Table 1 is strength-based and builds upon individual skills.  A safe space 

as well as a positive environment is created.  It is important for the environment to be non-competitive 

and for there to be no academic expectations. Within this type of environment, students are able to 

create a product that encompasses many different aspects from one another’s cultures.  This project 

builds upon empathy, which is a necessary trait in today’s world. The programme can help to create a 

sense of community, breaking down the barriers of youth getting lost in a single story/understanding 

of one another. It is meant is for native-born and foreign-born students. Native-born students need 

as much help as immigrant youth.  Students can co-construct the programme and adults can help to 

facilitate. 

The programme allows barriers to be removed by taking place in an outdoor environment.  If the 

programme is outside the school, it removes the academic element. Since social and emotional 

learning is an important part of education, the programme can happen during school time which will 

show that it is important. The programme can help students gain social emotional skills as all involved 

will learn empathy.  Students will learn their privilege and the responsibilities that come with that.  

TABLE 2 (Moderator: Ms. Sylvie Arseneau, Department of Education and Early Childhood 

Development, New Brunswick) 

Table 2 quickly decided to focus on self-awareness for their programme as this was felt to be the 

foundation for the other skills and it applies equally to immigrants and non-immigrants. Participants 

identified the need to challenge any pre-conceived notions or assumptions that educators might have 

and to develop a programme to include all students, regardless of their background, language, culture 

etc. During the discussion regarding 

the design of an SEL educational 

programme a number of cross-cultural 

perspectives were shared. One 

participant from Greece spoke of the 

shared activities provided for all 

students, immigrants and non-

immigrants alike which help create 

bonds: sports, dance, common music, 

theatre. These were seen as 

foundational pieces for all children. A 

number of questions needed to be 

answered in order to develop the best self-awareness programme: 

1. What do we want students to achieve through self-awareness? 

2. Should the programme be for staff? 

3. Asking the question “who am I?” to help determine connections to others through common 
curricular and extra-curricular activities. 

The group determined that the goal was not to have newcomers assimilating and losing their roots 

but rather adapting to their new home. Sharing of food, cooking with parents and dancing were shared 



 

12 
 

as possible ways to reach across cultures and make students more self-aware. Ultimately the table felt 

that having students and school staff be able to identify or recognise their many similarities through 

a tool-box of activities to facilitate various groups would encourage the development of self-

awareness. This tool-box could be used in school to start and then grow to extra-curricular activities 

outside the school in the community in order to meet the needs of students and their families. 

TABLE 3 (Moderator: Ms. Shelly McLean, Atlantic Provinces Special Education Authority) 

Table 3 participants noted that personal contact is important for building a sense of belonging.  As an 

educational system, it was important to look at connectedness, and how that skill builds and bridges 

friendships.  Helping students to make those connections will allow them to feel like they belong; 

when you feel like you belong, you can tackle many of the other issues.  

Educators are a beacon for students.  It is important to pair students with a mentor teacher, and train 

all teachers as language teachers. This mentorship could also help teachers gain a better 

understanding of cultures. It cannot be expected that these connections happen naturally, so schools 

needed to foster these opportunities.  

Looking towards the future, Table 3 discussed the importance of asking students opinions of EAL 

classes as they are an opt-in programme. This would allow a better understanding of the system for 

all.   One specific example was a high school programme called “Lunch with a Bunch” where students 

are given special permission to eat lunch outside the school once a week.  The students would be a 

mixture of new arrivals and Canadian born students.  Having the programme take place outside of the 

school walls allows for students to feel more at ease.  Additionally, the students can form friendships 

that will help everyone feel like they belong.   

TABLE 4 (Moderator: Ms. Lynn MacDonald, Anglophone School District South, New Brunswick) 

Participants at Table 4 agreed that self-

awareness and a sense of belonging are 

necessary in order to build empathetic 

relationships.  Although a sense of belonging 

is difficult to measure, an open dialogue can 

be supported through gathering facts and 

listening to and addressing student fears.  

Strong political backing and increased funding 

are required to address core needs (e.g. 

temporary housing, etc.) before effective 

learning can take place. 

It is important to develop policies for existing students who can learn how to engage newcomers. Such 

policies can support existing students in understanding the importance of welcoming and supporting 

newcomer students. There is a need to engage communities in order to form relationships, and 

encourage and facilitate the sharing of stories and related experiences between all students. 
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TABLE 5 (Moderator: Ms. Fiona Stewart, Department of Education and Early Childhood Development, 

New Brunswick) 

The discussion at Table 5 focused on responsible 

decision-making. A participant from Sweden 

shared that a major issue for immigrants coming 

into Sweden is transience as many do not know if 

they will be staying in Sweden or if they will have 

to leave within two years. Many of them are 

asked to make important decisions without 

knowing their future. The youth are 

disempowered as new immigrants are unable to 

make many decisions. In addition to this, they 

may not be able to depend on parents for responsible decision-making because their parents are in 

the same position as newcomers. In comparison, another participant from New Brunswick, Canada, 

noted that many people who come to New Brunswick end up leaving New Brunswick. One reason for 

this is because they cannot find jobs in the province.  

In response to these challenges, all the participants agreed that newcomers need access to good 

information. They suggested an information-based programme for newcomers.  The group discussed 

a decision-making model for students to be able to co-create. Students would work through scenarios 

in teams, such as “What would you do?” scenarios, that require students to make decisions as a group. 

One participant from New Brunswick, Canada, 

mentioned that Skype Translation is an effective 

tool to support communication between 

newcomers. Another participant suggested that 

activities designed to solve an issue without 

speaking eliminates the advantage that some 

students have over others. Systema was 

mentioned as an effective example of such a 

programme. 

Group members also discussed the importance 

of students having “real empowerment:” the 

opportunity to solve real problems to foster a sense of belonging and to demonstrate equal status. 

They identified that there are other barriers including the lack of leadership skills which are beneficial 

in decision-making, and lack of self-awareness of students’ own strengths and weaknesses. 

Providing tools to teachers as well as information to native students is important for keeping 

immigrants in the province/country. In particular, New Brunswick, Canada, has a decreasing 

population, and the province will suffer (programmes, taxes, etc.) without increased immigration in 

the province. 
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TABLE 6 (Moderator: Ms. Heather Keats, Department of Post-Secondary Training and Labour, New 

Brunswick) 

The discussions at Table 6 focused on mastering relationship skills as a component of social emotional 

learning. This type of learning, which hinges upon fostering relationships between peers, often 

happens beyond or outside of the prescribed curriculum, although there are also important 

opportunities for this type of learning to occur within the curricula as delivered or as prescribed. The 

intentional acts of connection-creation and bridge-building between peers are facilitated by teachers 

who are equipped with strategies to support socio-emotional learning in diverse educational settings. 

In order to foster friendship-building between adolescents, teachers can create the conditions for 

students to develop a sense of belonging, within or beyond the classroom and into the community, 

through a transformative learning paradigm.  

The group agreed that self-awareness and awareness of the other were the basis for positioning 

students as equals in project partnerships. Creating a co-curricular programme where teachers of 

adolescent youth create partnership-learning and service-opportunities could be helpful in achieving 

this goal. These partnerships would be intentional and allow students to “see themselves” in the 

learning experiences. This initiative would involve learners from all backgrounds in a school, 

positioning all participants as equals with expertise to share within the group endeavour, hence 

harnessing the inherent strength of diversity. By finding common ground and a collective purpose to 

contribute to the community, students engage in authentic service-learning experiences together. 

Through this engagement and sustained dialogue across cultures and languages, students work to 

their strengths and through their languages and cultures. They serve as co-mentors, as they teach one 

another, and their teachers, about their varied perspectives and world-views as they work on projects 

in their community together. 

This programme is supported by all levels of the school including the school leadership. Training is 

provided to teachers to implement these opportunities to create rich and safe spaces for these types 

of sustained interactions. Additionally, motivational measures are put in place to elevate the 

accomplishments of the learners such as highlighting their social emotional competencies upon 

graduation. 

TABLE 7 (Moderator: Mr. Roberto Gauvin, District scolaire francophone du Nord-Ouest) 

Participants at Table 7 noted the importance of interpersonal skills for both new arrivals as well as for 

those already established in the country.  A community project in Nova Scotia served as an exemplar 

for developing interpersonal skills and thus facilitating the integration of new arrivals.  The project, 

spearheaded by the community in close collaboration with the school, serves as a means of integration 

for new arrival families. The community provides translators for new arrivals in their meetings with 

doctors, schools, and local businesses.  Additionally, there are community meetings for new arrival 

families to learn about the customs of the region.  For example, midway through the Christian 

observance of lent, villagers wear disguises and visit their neighbours. As this celebration coincided 

with the arrival of many immigrants and refugees, the community meetings took on the important 

role of explaining this custom. From there, the new arrivals were able to participate quickly in this 
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tradition. At the school level, basic language classes are offered to teach vocabulary that is essential 

in the integration process.   

Retaining new arrivals is an 

important objective for many 

countries and provinces. One 

strategy to better accommodate 

and retain newcomers in the 

region is to prepare well in 

advance. In general, a person 

welcomed on a daily basis, rather 

than just the first few weeks, will 

be more likely to stay and be part 

of the community. 

TABLE 8 (Moderator: Mr. Mark Perry, Anglophone School District, New Brunswick ASD-S) 

Participants from Table 8 suggested examining decision-making because it encompasses all of items 

listed on the poster. Participants from Turkey indicated that issues regarding relationship skills were 

prevalent in schools. Specifically, the Syrian students were only speaking Arabic, which was considered 

to create challenges for integration.  The table agreed that relationship skills are important to succeed 

in school and life in the community. Success in this area can lead to success globally, at the 

international level - effecting multi-lateral and bi lateral relationships - moving from broad to micro 

level and vice- versa.  The lessons are the same and the approach is interconnected.  The content of 

programme focused on Peer-to-Peer Support. Specific examples of intentional, experiential and 

authentic programmes were covered, including: 

1. Reading Tutor programme in New Brunswick - Grade 11 and 12 students who are native language 

speakers, take a class to assist struggling EAL readers as tutors.  Both tutors and EAL readers receive 

course credit. The relationships formed through the reading tutor programme continue beyond the 

classroom. 

2. Temporary education centres teach Turkish language and culture in order to help newcomers learn 

about life in Turkey. The programmes also include social, sport and game clubs. All of the first year 

students start in the temporary classes. They go to afterschool classes taught in Arabic by Arabic 

teachers from Syria as volunteers. They spend up to two years in these schools. Once students reach 

A2 CEFR level in Turkish, they attend Turkish schools.  In New Brunswick the system is different as all 

students go into schools directly. They have tutoring until B1 or if they are in high school they go to 

sheltered EAL classes for a portion of their day.  

3. Many programmes at the University Level encourage service learning, assisting students in living 

peacefully. While the programme is not required, it is always heavily promoted to students. Several 

international projects are underway as ways to build positive relationships.  Authentic experience 

encourages mutual fulfilment which is immersed in project and common goals (New Brunswick also 

has similar programmes emphasising authentic experience).  Interactions with locals are also a part of 

the learning, which contributes to social cohesion.  It is important for society to function that people 

get along.  
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4. IMAGINE is a leadership accelerator programme in New Brunswick offered to youth with monthly 

weekend workshops.  Specifically, the programme offers 28 youth across the province the chance to 

study and engage with leaders from the community.  Participants learn about other communities, 

their own province, and build a sense of belonging, engagement and confidence.  The students find 

great value in the experience and their learnings can be brought back to their respective schools. 

TABLE 9 (Moderator: Ms. Lisa Bourque, Department of Education and Early Childhood Development, 

New Brunswick) 

Participants from Table 9 discussed that social awareness is a vehicle for inclusion, self-awareness, 

equity, peace, empathy, global competence and democracy. Participants noted that programmes 

which are beneficial for refugee and 

immigrant learners are also beneficial 

for all learners in the school.  

Programmes that meet particular needs 

of a group and that are available to the 

entire student body help to reduce 

stigmatisation. For example, the 

Breakfast for Learning programme 

provides a meal before school to all 

students whether food security is an 

issue or not.  

The discussion focused on setting 

structures that promote democracy, student voice, and teaching socially just decision-making.  

Involving students in decision-making for school practices and policies with a guiding lens of social 

awareness is important.  It helps to instil values of social awareness and prepares students for global 

citizenship.   

TABLE 10 (Moderator: Ms. Josee Robichaud, Francophone Nord-Est School District) 

Table 10 began with a discussion on self-awareness covering its importance and definition. 

Participants agreed that self-awareness applies to all and that young people must find their own place 

in the community.  Furthermore, the community needs to be ready to welcome these young people 

by creating opportunities. Moving onto the issue of language, participants discussed the goal of 

inclusion and the importance of developing proficiency in the host country language, while respecting 

the language and culture of the newcomer. Participants highlighted that to accomplish this goal, 

national programmes and activities must be centred on the issues and interests of young people which 

are the gateway to inclusion in the host society. Through such programmes and activities, the student 

will develop socio-emotional links in a comfortable and familiar environment that validates the 

identity of young people. 

TABLE 11 (Moderator: Ms. Tanya Whitney, Anglophone School District West, New Brunswick) 

For participants at Table 11, it was difficult to select one component of social-emotional learning to 

focus on for the development of a programme. The conversation evolved into a focus on one 

participant’s work with IMAGINE New Brunswick, a leadership development programme for 
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immigrant youth, aged 15-17, created by the New Brunswick Multicultural Council (NBMC). The 

programme focuses on and invests in the successful development of immigrant youth as they are a 

key component in provincial prosperity.  This programme could address elements in all five social-

emotional learning components. Even though the reach of IMAGINE NB is broader than the school 

context, participants could bring leadership and citizenship skills as well as perspectives developed 

through their participation in the programme.   

 

Summary of Session 1: Role of education in promoting social emotional learning and sense of 

belonging 

Session 1 explored the different elements of social emotional learning and how those are linked to a 

sense of belonging in communities and schools. Many students lack a sense of belonging and rather 

feel rejected, excluded, anxious, depressed and lonely. Some of these feelings stem from difficulty 

making friends. Since making friends across ethnic groups is not always easy, schools need to foster 

opportunities for such friendships to develop.  Additionally, new arrivals face more barriers in making 

friends.  For example, in certain schools friendships are already solidified due to a shared history. In 

some cases, new arrivals are isolated for a majority of the school day from their peers. While 

specialised classes for new arrivals may be necessary, concrete efforts need to be made by school staff 

to nurture relationships between students. 

Session 1 also offered an opportunity for participants to discuss how to foster a sense of belonging 

through social emotional learning.  Firstly, there need to be mutual opportunities for immigrant youth 

and native students to learn from one another. In this way, students can learn how one culture works 

and learn how to approach one another.  To do this, policies can be developed for existing students 

to learn the importance of welcoming and supporting newcomer students.  Additionally, policies and 

programmes that are centred on interests of students (such as sports, art, music, dance, theatre, 

volunteering, having lunch together) can help student develop socio-emotional links in a comfortable 

and familiar environment.  It is important that policies benefit all students to reduce stigmatisation 

and promote integration. 

Educators play a key role by creating conditions for students to develop a sense of belonging, within 

or beyond the classroom and into the community. Creating opportunities for partnership-learning and 

service-opportunities can position students as equals in the contexts of these partnerships. It is also 

important for teachers to empower students and provide them with the opportunity to solve real 

problems can help foster a sense of belonging and demonstrate equal status. While working on 

community projects together, students could serve as co-mentors as they teach each other and their 

teachers about their varied perspectives and world-views. Teachers and school leaders should have 

access to training to implement opportunities to create safe spaces for these types of sustained 

interactions.  

To better accommodate and retain newcomers, schools and communities can prepare well in advance 

and offer information to native population about the importance of keeping immigrants in the country.  

A person welcomed on a daily basis, rather than just the first few weeks, will be more likely to stay 

and be part of the community.  
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SESSION 2: LANGUAGE FOR SOCIAL COHESION 

In session 2, participants explored the relationship between language and social cohesion and 

examined some good practices that foster social cohesion through language. Dr. Angelica Galante 

(OISE/University of Toronto) first presented findings on her research regarding language and 

multilingualism. She indicated that although there are over 200 languages spoken in the Canadian 

context, language education pedagogy is monolingual. The old method of language teaching was an 

attempt to teach others to attain native speaker level. Dr. Galante pointed out that plurilingualism is 

not new and provided the example of India where many languages are used on a daily basis. In 

plurilingualism, individuals or society can speak several languages and can switch between languages 

according to the circumstances. Pluricultural competence refers to the ability to use languages for the 

purposes of communication and to take part in intercultural interaction, where a person, viewed as a 

social agent has proficiency, of varying degrees, in several languages and experience of several 

cultures. Dr. Galante explored a number of good teaching practices which have been shown to support 

plurilingualism and pluriculturalism, including: 

 Comparing across cultures  

 Languaging 

 Translanguaging  

 Intercomprehension 

 Exploring linguistic and cultural landscapes 

 Harnessing the full repertoire of languages 

In her recent study in an English for Academic Purposes programme at a large Canadian university, Dr. 

Galante compared two groups of students in 

English as Second Language classes who were 

assigned to either a monolingual or a 

plurilingual instruction group. The results 

demonstrate a positive effect over time of 

being assigned to a plurilingual group in 

academic work and vocabulary retention. 

Plurilingual instruction afforded a number of 

positive learning opportunities for students. 

For example, the plurilingual activities group 

were more exposed to Canada’s multicultural 

identity which led to a greater empathy for 

cultural norms and a willingness on the part of 

the students to learn other languages.  

Additionally, teachers benefitted from 

plurilingual pedagogy. There was reciprocal 

learning with teachers learning from students 

in a safe space that allowed for higher engagement in tasks. At the conclusion of her presentation, Dr. 

Galante highlighted four challenges to plurilingual pedagogy: 
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1. Lack of support (policy and administration) 

2. Schools’ English-only policy 

3. Lack of training in plurilingual instruction 

4. Lack of shift from monolingual to plurilingual mind-set 

One participant asked if this way of teaching was appropriate for reconciliation. Dr. Galante responded 

that this was not cultural appropriation. The teacher has to be open and respectful of all cultures. 

However, she cautioned that teachers should not be afraid to make mistakes. 

Group discussions 

After the presentation, small group discussions followed on the following two questions:  

 How can language be used as a tool for social cohesion?  

 What are policy suggestions to foster social cohesion through language?   

 

TABLE 1 (Moderator: Mr. Ross Leadbetter, Department of Education and Early Childhood 

Development, New Brunswick) 

For participants in Table 1, social cohesion is about a common identity and a common goal.  Groups 

of people can live together, but still celebrate and recognize differences.  The motivation to foster a 

socially cohesive environment is to have a better and stronger society.  The practice of citizenship is 

to develop a shared vision.  Participants agreed that social cohesion is a complicated task.   

While socially cohesive environments give 

space for friction, allow for difference and 

require compromise, everyone needs to 

mutually agree to move to a common goal.  

Everyone assumes responsibility for others.  

The table agreed that social cohesion is 

linked with democracy and managing 

conflicting interests.  Additionally, social 

cohesion fosters a deep sense of respect and 

a continual dialogue conversation.   

 

Participants shared the following suggestions to foster a cohesive community and instil a value of 

different languages: 

 Provide services in the language of the family. 

 Celebrate languages and value all languages in schools. 

 Provide dual language books.   

 Encourage family members to volunteer in the school and expose children to new languages 
and celebrate difference. 
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 Expose children to different languages and cultures at early ages as young children can adopt 
new languages quickly 

 Encourage multilingual students to participate in events across the globe 

 Expose students to more than just English and French languages in school 

Implement dual or tri-language programmes which enable students to learn concepts in one language 

one week and in another the next.  This provides equity and authority to students.  At the end, all 

children have mastery of many languages.  

TABLE 2 (Moderator: Ms. Lynn MacDonald, Anglophone School District South, New Brunswick)  

Participants at Table 2 suggested that social cohesion could be defined as a basic respect for each 

other with sufficient shared common purpose to work together and abide by accepted standards. An 

important point that was raised was that language includes cultural capital which cannot be excluded. 

Leveraging language, including cultural capital, will help create understanding and relationships 

amongst communities. 

One participant suggested further action-based teaching and learning, along with more flexible 

learning environments and pedagogical tools which reflect current global learning competencies. In 

order to respect other cultures, policy must reflect support for maintaining students’ mother tongues 

as evidence shows improved educational outcomes for those students who continue using their 

mother tongue as they learn an additional language. 

The Canadian context emphasises English and French as the two national languages. All table 

participants highlighted the need for Canadian educational environments to move beyond these two 

languages and to embrace preservation of First Nations mother tongues as well as the plethora of 

other languages found across the country. 

TABLE 3 (Moderator: Ms. Shelly McLean, Atlantic Provinces Special Education Authority) 

Participants at Table 3 agreed that social cohesion is about how different groups can come together 

despite and through differences.  Social cohesion involves many aspects including inclusion, equality 

and connecting.  It is also important to understand how individuals and group fit together and that 

everyone can benefit.  

The Table presented and discussed different programmes, activities, and projects that could foster 

social cohesion through languages.  For example:  

1. Celebratory events centered on culture. In Greece, there is a big celebration that includes a 
theatre play that students from different backgrounds perform together.  Language plays an 
important part and also parents are able to take part in the learning process as well as see 
their children on stage. 

2. Cross curricular language activities. One participant was a former math mentor and discussed 
how languages are regulated to certain classrooms.  For example, students are only supposed 
to speak French in French class, and students can only use the language of mathematics in the 
math classroom.  
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3. Dual language programmes. There are systems where all students have dual language 
proficiencies.  Other policies were discussed such as set standards of at least one language 
proficiency, but all students exposed to multiple languages.  

4. Community and student-led programmes. The idea of students as language tutors was 
discussed.  For example, migrant students could teach their mother tongue to native students.  
In addition, participants highlighted the importance of involving parents and the wider 
community in the classroom.  Examples included parents coming into classroom to read 
stories and then having students do the translating. 

The discussion finished with talk of the refugee situation in Greece. In Greece there are a lot of children 

in refugee camps that have difficulties in attending school.  Some parents do not want their children 

to attend because they are the translators for the family.  To ameliorate this situation, there is a 

refugee coordinator who brings the children from the camps to the schools and back.  With the 

coordinator there is neither fear nor danger and the children are safe.  Added to the complexity of this 

issue, many families in refugee camps in Greece only consider Greece as a country of transit and thus, 

do not want to send their children to school but would rather wait until they arrive at their final 

destination. The discussion highlighted the challenges of refugee families but also policy-makers in 

how to provide the most suitable education opportunities for refugee children and how to promote 

social cohesion.  

TABLE 4 (Moderator: Ms. Lynn MacDonald, Anglophone School District South, New Brunswick) 

Participants in Table 4 agreed that for social cohesion to thrive, it is important to have a common 

environment with opportunities to relate to others through curiosity. Recognising otherness, 

relatedness and flexibility supports the development of social cohesion. Inclusion is a dynamic process 

that changes as people come and go.   

Translanguaging could serve as a tool to support social cohesion. Students could use any language 

they are comfortable with to 

improve their own learning and 

social experiences.  While the 

teacher may not be proficient in 

all students’ languages, there 

are benefits to translanguaging 

in the classroom.  For example, 

when individuals use their own 

languages to communicate they 

have the opportunity to share a 

part of themselves and thus, 

demonstrate realness and 

sincerity. 

In order to support translanguaging, teacher training programmes need to inform and prepare 

teachers.  Social, cultural and language courses need to validate different languages and support 

plurilingualism.  Additionally, these courses should support teachers in understanding their own views 

and the awareness of unspoken language, gestures, and cultural norms. Policy training opportunities 

for principals should be offered in order to support students and teachers in implementing 
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translanguaging with a focus should on academic knowledge rather than assessing language 

competencies. Additionally, changes are needed in teacher certification, especially those regarding 

diversity in the teaching profession. It is important to recognise teachers from other countries in order 

to improve the cultural diversity of the teacher workforce.   

TABLE 5 (Moderator: Ms. Fiona Stewart, Department of Education and Early Childhood Development, 

New Brunswick)  

Participants at Table 5 identified several elements for social cohesion, such as positive interactions 

with ethnicity, the opposite of silos or ghettos, sense of belonging, appreciation of differences and 

individual inclusion in a thriving whole. Plurilingualism could be seen as a pathway forward to 

overcome the challenge of polarisation.  

One participant from New Brunswick discussed the Portfolio tool to track language acquisition. This 

Portfolio could be altered to also track plurilingualism and pluriculturalism. With over one thousand 

active portfolios currently in New Brunswick, this could be very helpful in promoting language as a 

tool for social cohesion. Another 

example is Europe’s model of 

various degrees of bilingualism 

(A1, A2, A3, etc.) which could be 

applied in different countries and 

contexts.  Participants discussed 

the value of measuring 

competency rather than focusing 

on a deficit model. Moving 

forward, it would be necessary to 

provide more opportunities to 

learn other languages besides 

French and English. For example, 

very few students in New Brunswick take advantage of exchange programmes such as the New 

Brunswick-Quebec exchange even though such experiential opportunities are vital in the language 

learning process. In New Brunswick classrooms, although remote memorisation is frequent, such 

pedagogical strategies are not sufficient. Conjugating verbs is not sufficient without contextualising 

language learning. The participants at Table 5 would like to see more opportunities for students to 

have exchanges with a language or culture focus. A participant from Sweden shared that students 

begin learning English in primary but Sweden is still monolingual because many teachers and principals 

believe that before all else, “Swedish first!”  

Having contact with other languages is key. For instance, the topic of language is at the forefront in 

New Brunswick. To help Syrian families settle in New Brunswick, Arabic speakers were called upon to 

act as translators to help newcomers integrate. This example shows the importance of communities 

using their current resources to help newcomers.  

The table also discussed other misperceptions. People often assume that it is easier to integrate in 

smaller regions or communities. However, this is not always the case. Living in a small community 

does not always equate to a sense of belonging and strong social cohesion. Smaller schools are usually 
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welcoming to newcomers whereas integration at larger schools can sometimes be difficult.  For 

example in Fredericton, New Brunswick, where newcomers have difficulty integrating there are 

special groups, like “Fredericton Friends Group”, that aid in the process. 

 
TABLE 6 (Moderator: Ms. Heather Keats, Department of Post-Secondary Education, Training and 

Labour, New Brunswick) 

Participants in Table 6 considered Durkheim’s definition of social cohesion and the tensions of this 

construct across contexts and cultures. The notion of “sense of community” was shared as another 

way to express the idea of creating spaces for belonging to occur within schools. The group highlighted 

the importance of valuing languages including indigenous, official/recognised state languages, 

heritage and/or first language(s) of all members of the community, and international languages.  

Policy suggestions for social cohesion 

through language centred on 

plurilingualism as a foundational 

principle. The discussions also covered 

the enactment and implementation of 

such policies at various levels, including: 

The self: encouraging both student and 

teacher self-reflection as language 

speakers (self-awareness of 

plurilingualism). The classroom: 

involving learners as well as creating 

opportunities for language learning to 

occur (language as a resource). The school: ensuring a diverse school staff community (serving as a 

model of a plurilingual space); ensuring there are representations of all languages within the school 

community. The system: upholding the specifics of the policy by building leader and teacher capacity.  

Additionally, creating sustainable mechanisms to implement the policies (e.g. creating multilingual 

school environments, creating language programing as part of the curriculum, valuing the teaching 

and learning of languages systemically, teaching language(s) and content in an integrated fashion, etc.) 

Table participants suggested that some of these mechanisms would foster empathy, thus promoting 

a greater sense of community or belonging in schools.  

TABLE 7 (Moderator: Mr. Roberto Gauvin, District scolaire francophone du Nord-Ouest) 

Table 7 defined social cohesion broadly as the feeling of belonging to a group that respects differences.  

Furthermore, social cohesion encompasses acceptance, satisfaction, openness to others and mutual 

respect all with the absence of exclusion. Participants agreed that a society where everyone is alike is 

not desirable, rather they prefer a society like a mosaic of many beautiful colours. Participants 

proposed different policies in which social cohesion could be fostered through language, including: 

• Provide access to intercultural translators or mediators. For example, mediators can be used in times 

of intercultural conflict that stem from misunderstanding so that all people can feel supported while 

listening to and learning from another culture.  
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• Ensure that First Nations participants are represented in discussions to promote social cohesion. 

• Depending on the linguistic context, ensure posting in multiple languages.  For example, school 

entrance signs can indicate ‘welcome’ in different languages. 

TABLE 8 (Moderator: Mr. Mark Perry, Anglophone School District South, New Brunswick)   

Table 8 started with an exploration of the link between language and social cohesion.  Participants 

remarked on University of Windsor’s policy that requires every language to be accepted in schools.  

Similarly, New Brunswick favours strategies that include students’ first languages.  Afterwards, the 

Table moved onto a brainstorm of barriers to social cohesion and potential solutions. A reality 

discussed is that language barriers are an injustice if educators to do not offer strategies for students 

to communicate.  Educators need to accept the use of different languages in the classroom to break 

down language barriers. However, teachers do not always have the skills to effectively integrate 

languages in the classroom.  Thus, the question was posed on how to assist teachers in fostering an 

environment where content is accessible to all through multiple languages.   

Possible strategies included: word of 

the day taught /translated into other 

languages; creation of dual languages 

texts; use of languages in 

environment (e.g. hello signs in all 

languages, morning announcements 

in all languages, inclusive library 

books); encouraging students to share 

ideas in the mother language first.  

Table 8 finished the discussion with 

general thoughts on language and 

social cohesion. Social cohesion could 

be an effective mean to maintain a fair 

and equitably society. Participants agreed that languages are more than just a means to communicate.  

They encompass culture and identity and thus, students should be supported in learning how to use 

language to express themselves and their identity. 

 
TABLE 9 (Moderator: Ms. Lisa Bourque, Department of Education and Early Childhood Development, 

New Brunswick) 

Participants at Table 9 defined social inclusion as practices that facilitate feelings of acceptance, 

belonging and safety and lead to development of relationships and community. Important first steps 

in fostering social cohesion through language include encouraging bilingualism and additional 

language learning, providing opportunities for students to be exposed to various cultural groups, and 

celebrating the linguistic differences of newcomers. Participants cautioned that attainment of true 

social inclusion and cohesion is complex given the political landscape and the need for individuals from 

minority language groups to protect their language. A good practice was mentioned from Sweden, 

where every student is entitled to mother tongue instruction.  The main challenge to this policy is 

finding teachers who are multilingual.  Specific policies such as guaranteeing training and jobs to all 
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newcomers as language instructors could help to integrate them and also fill shortages for language 

teachers.  

TABLE 10 (Moderator: Ms. Josee Robichaud, Francophone Nord-Est School District) 

The working definition for social cohesion for the participants at Table 10 was that different elements 

of society function separately but towards a common project.  Good practices discussed included the 

Common European Framework of Languages, the use of new languages, welcome evening for 

newcomer families, multicultural events that involve the whole community and mobile libraries.  One 

participant introduced the programme called Settlement Workers in Schools (SWIS), which is funded 

by the Canadian federal government. SWIS stakeholders act as liaisons between schools and 

immigrant communities.  In general, SWIS intervenes as language and cultural translators during 

meetings with families, schools, and teachers. Several jurisdictions have school workers in schools. 

They play a vital role in linking schools, parents and the community. The school workers explain the 

school to newcomers and, conversely, 

explain the family’s background to 

schools. For example, Luxembourg has 

cultural mediators in place to interpret 

and translate conversations. 

Participants also discussed the use of an 

inclusive and welcoming language for 

newcomers (i.e., acceptance, mutual 

respect, etc.).  It is important to view 

society as a mosaic rather than a melting 

pot.  While there are still challenges on 

drawing on language for social cohesion, a welcoming and positive approach, where efforts are made 

to understand the needs of each other, bears long-term societal benefits. 

TABLE 11 (Moderator: Ms. Tanya Whitney, Anglophone School District West, New Brunswick)  

Participants at Table 11 explored the question of how language can be used as a tool for social 

cohesion by considering how teachers view the purpose of language instruction. Transcending 

language differences could be challenging if purposes differ.  There is also an inherent dichotomy 

between diversity and current educational systems. For example, the message is to embrace diversity 

and ‘be an individual’ and yet some education systems ultimately strive to make people the same. The 

European context, in which there are clashes of ideology and opposing paradigms (solidarity versus 

identity, right versus left, progressive versus conservative) highlights the need to reconcile how states 

can celebrate citizenship while at the same time respecting diversity.  
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Participants pondered whether education is the key to social cohesion.  For example, should efforts 

be focused on teaching acceptance to younger generations?  From there a respect for diversity can 

develop organically among those who are ready for it. However, given that education does not live as 

a stand-alone institution, participants wondered 

if this was possible. The discussion moved 

towards different characteristics of possible 

educational solutions:  there is positive change 

that is optional (to allow time for resistance and 

buy-in), gradual (one change at a time) and starts 

early.   

 

Teacher training for social cohesion is important.  

While there is an implementation challenge on 

culturally responsive content in the United States given the number of different pre-service education 

programmes, Canada could be global leaders on this front given their population size and 

communication among certification agencies. Implementation and teacher involvement in the process 

were highlighted as key components of successful teacher training for social cohesion.  
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Summary of Session 2: Language for social cohesion 

Session 2 examined the relationship between language and social cohesion.  Languages are not only 

means to community, but they encompass culture and identity. Hence students should be able to use 

language to express themselves and their identity.  

The session also explored plurilingual practices with research highlighting the positive effects of 

plurilingual instruction.  These included improved academic work and vocabulary retention as well as 

increased levels of empathy for cultural norms. Teachers also benefited from plurilingual pedagogy 

because they learned from students in a safe space that allowed for higher engagement in tasks.  

Participants also had the opportunity to discuss how language can be a driver of social cohesion. In 

defining social cohesion, participants generated numerous definitions that centred on working 

together towards a common purpose, while still respecting differences.  Social cohesion allows all 

individuals to be proud of their society.  

Many strategies focused on respecting and maintaining students’ native languages.  For example, 

certain schools provide services in the language of the family, celebrate and value different languages, 

ensure postings (such as welcome signs) in multiple languages, use dual language texts and encourage 

students to share ideas in their mother language first. Furthermore, schools could work to promote 

social cohesion by encouraging bilingualism, additional language learning, translanguaging and the 

use of intercultural mediators and translators. Such schools celebrate the linguistic differences of 

newcomers rather than thinking of them as a barrier. Through this encouragement and celebration, 

schools create an inclusive and welcoming environment for newcomers.   

Lastly, participants discussed that educators need to accept the use of different languages in the 

classroom to break down language barriers.  However, teachers do not always have the skills to 

effectively integrate languages in the classroom.  Therefore, culturally responsive content should be a 

part of pre-service teacher education programmes in order to foster social cohesion. It is important 

that teachers are involved in the training process to be successful.   
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SESSION 3: CULTURALLY RESPONSIVE TEACHING PRACTICES 

Session 3 focused on discussing culturally responsive teaching practices. Prof. Benedicta Egbo 

(University of Windsor) presented on her academic and practical work as a teacher educator. Ms. 

Letitia Zwickert (Naperville Central High School and MENTEE) then presented on her work as a teacher 

in the classroom. The session aimed to discuss the following three questions: 

 What does culturally responsive teaching mean? 

 What are some of the challenges of culturally responsive teaching?  

 What are some good practices in Canadian schools or elsewhere? 

Professor Benedicta Egbo (University of Windsor) pointed out that in order to answer these questions, 

it is important to define first diversity and explain 

what culturally responsive teaching practices mean. 

She recognised that it is difficult to settle on one 

definition of diversity, as it is different for every 

person.  However, at the end of the day, diversity 

simply means difference. Which brings about the 

question: What and how do teachers teach students 

from culturally diverse backgrounds?   Considering 

that education provides choices in life, it is even 

more crucial that educators meet students at a place 

where they can begin.  

With culturally responsive teaching practices, 

teachers draw on student’s culture to create 

authentic learning experiences, which, in turn, 

establishes learning through diversity. Cultural 

capital informs the way that we think and the way 

that we act. In teaching there are some non-negotiable teaching practices such as critical thinking and 

cultural understanding. There are also negotiable practices including content, local history and local 

ecology.  It is through the student’s cultural base that educators can deliver the non-negotiable and 

negotiable content.  Students’ culture in school is twofold.  Firstly, there is the primary cultural capital.  

Secondly, students are exposed to the dominant culture that they must learn in order to survive in 

their new society.   This cultural base is translated in policy, practice and praxis which guide teachers 

in empowering all their students through education.  Professor Egbo concluded by saying, “It is so 

important to adapt and deviate and for teachers to feel like they can have permission to actually make 

those changes.”  

Ms. Letitia Zwickert (Naperville Central High School and MENTEE) remarked that to connect teachers 

to culturally responsive practices, it is necessary to give them time to think of their own journey, and 

their own life, as well as what has brought them to this place.  Our globe is changing rapidly, and our 

own stories will inform our own practices.  In 2020, over half of the students in the world will be 

minority students.  How will we connect with those students in order for them to grow, do and be?  
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Ms. Zwickert offered suggestions including focusing on intra and interpersonal communication in the 

classroom climate, allowing for adaptation within curriculums, and inviting the community into the 

classroom to learn from their expertise. 

Lastly, threats and challenges to the 

adoption of culturally responsive 

teaching were discussed. These 

included initial professional training 

that lacks cultural sensitivity, biased 

personal beliefs and values, binary 

conceptions of the learners, perceived 

irrelevance of diversity issues, limited 

knowledge of their students’ culture 

and language, as well as feelings of 

inefficacy.  Strategies to overcome 

these challenges include professional 

development for teachers to become 

more culturally competent and to 

become aware of their own cultural and linguist biases. Departments of education should re-evaluate 

policies that are written through a euro-centric or colonised perspective as well as review curriculum 

and assessment tools to check for bias in language and resources.  

 

Summary of Session 3: Culturally sensitive teaching practices  

Session 3 offered an opportunity for participants to reflect on how to best teach diverse students. 

Teachers should be empowered to adapt their classrooms to their specific students – using students’ 

cultural bases. To do this, negotiable elements of curriculum can be altered so that learning resonates 

with all students. Community can also be invited into the classrooms so that students make 

connections between their learning and their lives. Additionally, teachers should be encouraged to 

reflect on their own culture.  This includes their own journey and life up until they entered the 

classroom.  

Culturally sensitive professional development and initial teacher training are important in preparing 

teachers for diverse classrooms. Cultural biases can be broken down within teacher education, 

including biased personal beliefs and values.   
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SESSION 4: REFLECTIONS ON SCHOOL VISITS 

In Session 4, participants shared reflections on school visits that took place during the morning of the 

second day of the forum. Seven schools at different levels of education (from early childhood 

education to secondary school) in Fredericton welcomed forum participants.  

Representatives from each of the groups (7 schools in total) were asked to briefly reflect on the 

following questions when considering social and emotional learning:  

 What did you see that resonated with you? 

 What did you see that was surprising?  

 What did you see that you would take back to your classroom/country/organisation etc.? 

 What didn’t you see that you could offer to the discussion?  

The representative who visited the francophone École St. Anne and Les Bâtisseurs noticed that 

students are integrated quickly and mix with one another in the classroom.  All students take 

advantage of the sound amplification system.  The schools also have a Mosaic Centre – Multicultural 

Association of Fredericton (MCAF) - where young people meet with their friends during breaks or 

lunchtime.  Families can go as well to speak to the MCAF Settlement Workers in Schools (SWIS) team 

to ask questions. These centres provide a clear link between schools, parents and communities. Young 

people from both of the francophone schools welcome international students and newcomers.  

In the Chapel Hill Early Childhood and Daycare Centre, around 35-50% of children are multilingual and 

multicultural. Daycare employees are a mix of parents and students and staff from the University.  The 

school visit offered the group representative from Sweden the opportunity to compare early 

childhood centres in Canada and Sweden. At the Chapel Hill Centre in New Brunswick, children start 

at 6 months of age, which is very early compared to countries such as Sweden.  However, age is linked 

with maternity leave in Sweden; considering maternity leave lasts for one year in Sweden, it is 

uncommon for infants under one year to be in daycare centres.  There is currently a 2-year waiting list 

to attend the centre. Many children are even signed up before the child is born or when families are 

planning to have a child.  The educator to student ratio is small compared to some other countries.  

For example, in the Chapel Hill Early Childhood and Daycare Centre, 10-12 children are grouped with 

two educators, whereas in the home country of the rapporteur, the ratio is about 15-20 children per 

two educators.  The centre’s framework is focused on well-being, play and playfulness. The 

representative remarked that the staff at the centre e-mailed each family daily about the child’s 

learning. As class sizes are larger in Sweden, this communication structure would not be possible 

there.  Another interesting observation was that the centre staff showed children butterflies in 

different stages of development and highlighted content words.  Staff read a lot of text to children 

about butterflies.  The children already work with these content words in science at the age of two. 

Fredericton High School is the largest high school in the province. On average the school hosts around 

2000 students, 114 teachers, and 286 school staff per year.  Approximately 400 newcomer students 

attend the school.  The school offered a number of interesting initiatives for newcomer students.  

These included partnerships with organisations in the city, job fairs, Immigration Service Agency 

support, translation services provided by the school district and the English as Second Language (EAL) 

programme (they even created their own EAL department). Students receive credit for their language 
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classes.  The school referred to the Common European Framework of Reference (CEFR), which they 

had permission to apply from the European Union and it was used mostly for assessment. 

Furthermore, the school offered many resources to students including desktops, IPads and many EAL 

books. Staff also hired trained professionals to be in the school, such as welders, craftsmen and car 

mechanics. Students can learn from them and do hands-on practice by building, for example engines 

and race cars. The school welcomes diversity evidenced by the hanging of country flags and welcome 

boards and various diversity events where students talk about specific holidays and share recipes. 

Different languages can be heard in the school. Students prepared a document for newcomers called 

“What’s Up Doc”, which the representative found impressive.  

Gibson Neill Memorial School is a new school that was built five years ago and was a merger of two 

smaller schools. It has 630 students and around 40% of students come from low socio-economic 

backgrounds. There are many First Nations students and some newcomer students from Syria.  

Participants witnessed the teacher working with newcomer students. The school is very well-managed 

and has the resources and the skills to take on more newcomer students.  The grounds of the school 

were impressive.  A severely autistic child could go into this space and go back and forth into the 

classroom depending on his/her needs.  Additionally, the school has an entire classroom where a 

teacher supports newcomer students acquire language.  The school principal purchased resources 

such as board games to support language learners. Children are able to learn a language quickly at a 

young age. The School principal shared a video where students shared their talents and desire to help 

others.  There is a large Saint Mary’s First Nations community population at the school and artists from 

the community come to the school to show artefacts.  This offers a way to celebrate the First Nations 

heritage with all students.  The school also organised a barbecue and the school principal engaged a 

member of the Saint Mary’s Community to get parents involved.  Through the Systema programme, 

27 students are learning how to play the violin for three hours each afternoon.  Students are chosen 

from low socio-economic backgrounds.  The programme provides transportation and snacks. The 

school is hoping to receive more participants in the Systema programme. 

In George Street Middle School, the representative noticed positive energies from students and 

teachers as well as effective leadership from the school principal.  Students were involved in Spark, 

which is a choice opportunity that students engage in and propose their own learning activities.  

Students spend two hours engaged in an activity that they enjoy, such as chess, art, sports, global 

studies (conflict resolution), volunteering at a local hospice in the community or tutoring adults at the 

local Immigration Service Agency.  Students are empowered to take control of their academic paths.  

Signs around the cafeteria promote the diverse students who are running for student government. 

There is a huge richness of diversity.  The representative did not notice any divide between newcomers 

and native-born students. Furthermore, as she only identified one student with a special education 

need and did not witness any differences in how students were treated, perhaps special needs 

students were not identified.   

The Newcomer Support Centre supports all schools in the district.  The Centre arranges travel to the 

schools and ensures that students have the support that they need.  The representative joked that 

she wanted to clone the support centre staff since they take their role very seriously and really want 

to help the families to become a part of the school. There is a willingness and plan to share information 

and provide follow-up.   
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In Priestman Street Elementary School, the representative from Turkey noticed that the colours of the 

school represented each country of individual students. This showed cultural respect. The principal, 

teachers and students were very kind and friendly. Participants mentioned that they witnessed 

specialised classrooms in schools for students with special needs, which was surprising to the 

representative. There were many bicycles in classrooms for students who needed a break from the 

learning environment. The representative also saw music and sports classes, which marked a 

difference from her home country where there are special schools for these subjects. Another 

surprising observation was that classrooms employ experiential learning. Participants also witnessed 

dual language learning where students use their first language and English. 

Discussion 

The discussion centred on lessons learned during the school visits that participants would take back 

to their respective schools.   

In the Chapel Hill Early Childhood and Daycare Centre, participants remarked that community is very 

important.  For example, small children were going on a community walk.  Most participants had not 

thought of such events as rich in learning but are now excited to implement similar experiential 

opportunities for their students. Additionally, participants discussed the curriculum maps with 

different outcomes.  Participants look forward to creating curriculum maps to plan instruction for their 

classrooms and schools. 

A participant from Greece who had visited Fredericton High School witnessed a different educational 

reality than the one that exists in her home country which has received many refugee children. She 

was impressed by the resources and variety of activities offered to students as well as the devotion of 

the teachers.  Fredericton High School is not the only school that provides EAL (English as an Additional 

Language), with 14 other schools across the province planning to use the new curriculum. The principal 

decides if full-time equivalent students will take EAL. There is a common culture, history, geography 

with the newcomer students. There is a will to understand and to make the school feel like home for 

newcomer students. However, the participant did not notice the culture and identity of these students 

in the school environment and it was not evident whether their classmates knew how the newcomer 

students arrived in the school. There is an opportunity for culture to be respected and celebrated 

regardless of where students come from. 

A participant from Sweden who had visited Fredericton High School noticed that the school was 

diverse in several dimensions. There were 87 flags on the walls representing the home countries of 

students. The parents’ reasons for immigrating to New Brunswick varied a lot and they also differed 

themselves by socio-economic backgrounds. The school offered many courses, ranging from 

vocational to academic programmes. In contrast, students in Sweden are divided by programme. The 

participant witnessed a lot of flexibility and diversity in classes.  

Lastly from Fredericton High School, another participant commented on the use of the Common 

European Framework of Reference for Languages (CEFR) throughout the school, with permission from 

the Council of Europe.  For example, there are posters in both French and English. 

The representative from Burkina Faso had visited two francophone schools, Les Bâtisseurs and École 

Sainte-Anne. New Brunswick is an officially bilingual province, with about 70% of the population 
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speaking English and about 30% speaking French. The area of Fredericton has a francophone minority 

of about seven percent. He was particularly impressed by the programme “One artist, one school”, 

where a local artist is invited to work with the students on a project. There were some examples in 

the school hallways. The representative wants to take this general idea, of having artists come into 

the classroom, back to Burkina Faso.  The schools also hire former experienced teachers as school 

counsellors.  The representative found this noteworthy as former teachers are not involved in schools 

after their retirement from the profession.  Additionally, the schools invite the elderly into the 

classroom to foster intergenerational learning and links. Lastly, through the Multicultural Association 

of Fredericton (MCAF), the Mosaic Centre has been established to support young newcomers during 

the school day and act as a link between schools and communities.  As a meeting place, immigrant 

and Canadian youth socialise, play games and talk to the MCAF staff.   

In Ecole Les Bâtisseurs, a partnership exists to allow students to participate in French summer camps. 

Because of their minority status, it is important for students to participate in summer programmes.  

They receive grants to welcome students to these summer camps.  School provides one employee for 

the summer programme. There is space provided at the school and is free of charge for those who 

cannot pay. This allows them to accommodate newcomer students among other French speaking 

youngsters.  MCAF organises evening and afternoon sessions to help students with homework (for 

students and families).   

Ms. Sylvie Legault, Director of Les Bâtisseurs, also shared information about the French summer camps 

for young newcomers and Canadians. They are offered in partnership with the MCAF and four other 

francophone schools and daycares in greater Fredericton. 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

37 
 

Summary of Session 4: Reflections on school visits  

Session 4 offered an opportunity for participants to share their observations from school visits in 

Fredericton.  The schools offered a number of initiatives for new arrival students.  A common theme 

was that all the schools respected the cultures of the newcomers and offered many opportunities for 

students to share.  For example, one school had 87 flags on the wall representing students’ home 

countries. Another school organised diversity events where students could talk about specific holidays 

and share recipes. Another similarity among the visited schools was that immigrant students were not 

treated differently than native students. 

The schools provided space for students from a variety of backgrounds (foreign-born, indigenous) and 

with special needs. For newcomers, the schools employed specific staff to assist them. Some also 

equipped some rooms with resources such as board games, EAL books and laptops, and allowed 

students to engage in and propose their own learning activities (such as sports, arts, chess, 

volunteering etc). 

Another similarity across the visited schools was the importance of language.  This was exemplified by 

dual language learning in some schools, English-as-Additional-Language programme or curriculum in 

other schools, and the application of Common European Framework of Reference for Languages in 

yet other schools.  

The session also provided an opportunity to discuss the importance of leadership in accommodating 

new arrivals.  Participants observed schools that implemented a school-wide approach to educating 

all students.  Additionally, principals and teachers were effective leaders that had a clear vision of how 

to support their students but also empowered them to take control of their academic paths. 

Furthermore, communities play an important role in integrating students. For example, the 

Multicultural Association of Fredericton provides a space for people from different backgrounds to 

meet and spend time together, and links schools, parents and communities. And even pre-schoolers 

go on regular community walks to build stronger links with the community.  
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such teachers on students.  

 

  

SESSION 5: RETENTION OF IMMIGRANT CHILDREN AND 

EDUCATION FOR GLOBAL CITIZENS 
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SESSION 5: RETENTION OF IMMIGRANT CHILDREN AND EDUCATION FOR 

GLOBAL CITIZENS 

In Session 5, participants explored the retention of immigrant children and education for global 

citizens. Dr. Veronica Mansilla (Harvard University) was invited to share some findings on the issue of 

global competence from her work. The session aimed at discussing the following questions: 

 What is global competence?  

 How can global competence be taught in schools? 

Dr. Veronica Boix Mansilla, Principal Investigator and Steering Committee member at Project Zero, 

Harvard Graduate School of Education, framed her presentation around two questions: (1) What do 

we mean by global competence? and (2) How can we best prepare our teachers? 

Dr. Boix Mansilla began with a personal story 

from Argentina. She grew up during a harsh 

military dictatorship and started her studies at 

university just as democracy was emerging. 

Her story reinforced the purpose of education 

as a tool to strengthen democracy. She mused 

about a history class she observed. While 

students were in class learning about the 

French Revolution, outside the walls of the 

school there was a communal demonstration 

for human rights. While the grade 10 students 

wanted to watch the demonstration, the 

teacher instead called the students back 

saying, “Ok. Back to reality.” It was at this 

moment that she stopped taking notes, and 

questioned “What is reality?” Dr. Boix Mansilla 

explained that observing that moment defined 

the rest of her life.  

 

The presenter asked the audience to imagine what we would see if walls did not exist. We are 7.6 

billion people, but not all of us are growing our population at the same rate. We are vulnerable to 

climate change, but some are more vulnerable than others. Many who are vulnerable move away 

from environments that are at-risk. 

Dr. Boix Mansilla reminded participants that we are connected technologically but profoundly 

disconnected culturally. We even challenge our ideas of the best way to democratize our communities 

because of technology and social media use.  Global competence means knowing that waves of data 

and waves of ideas are defining the space in which we live. It can be defined as capacity and disposition 

to examine local, global and intercultural issues, to understand and appreciate the perspectives and 

world views of others, to engage in open, appropriate and effective interactions with people from 

different cultures, and to act for collective well-being and sustainable development. 
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Education is about preparing young people to be globally competent. Students should have the 

capacity to ask questions and take different perspectives. Children, even from an early age, can affect 

change.  Therefore, it matters that learning is focused on relevant issues which are deep, long-lasting, 

and inscribed in a narrative about the world. Additionally, this learning needs to blend cognitive, social, 

emotional and civic development. Educators must be cautious of single stories, of reducing a story of 

life to a story of poverty or minority. As an example of misrepresented life stories, the presenter 

shared the example that in American libraries, stories chosen by the readers showed a lack of diversity; 

for example, one issue is that libraries do not have stories about Iraq or Somalia.  

Dr. Boix Mansilla shared her work with a fifth grade class in creating a book of stories. Children from 

this grade interviewed family members and attended workshops on how to compose stories. Dr. Boix 

Mansilla shared an interview with one student who wrote a story about her Sudanese family. The 

interview illustrated the maturity of students to handle complex ideas such as trauma. A narrative 

about resilience, the student’s story highlighted higher order thinking skills. Students see the world 

from different perspectives and writing gives them an opportunity to share these perspectives. This 

example also shows the beautiful and powerful intersection of curriculum, children’s lives, and the 

communities in which they live. Importantly, such learning should not be regulated to after-school 

activities, but rather should be the centre of curriculums. 

Dr. Boix Mansilla shared Project Zero’s observations in working with teachers. At the start, Project 

Zero wrongly assumed that teaching the framework and allocating resources would be enough to 

prepare teachers; however, they discovered that as soon as something unexpected happened, the 

teachers’ plans went awry. Project Zero realised that teachers need to be comfortable in their own 

skin, to be able to describe themselves and come to terms with their multi-faceted selves. They also 

realized that teachers need support with the following: 

● Motivation – many teachers don’t have time to focus on their internal motivation. 

● Global competence – many teachers lack understanding of this. 

● Confidence and self-efficacy – many teachers lack this. 

● Knowledge – many teachers lack knowledge of the issues and culture of their own country as 
well as of the world. 

● Management – many teachers struggle managing the unplanned. 

Dr. Boix Mansilla identified four entry points for nurturing teachers: 

1.  The self (unpack the question of migration) 

2. The child (providing a portrait of one child) 

3. The news (talking about particularly relevant articles) 

4. The place (asking what is the experience of “my” place) 

As the presenter concluded, she reiterated that the role of educators is to connect, extend and 

challenge. 
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Group discussions 

After the presentation, small group discussions followed on the following questions:  

● What are participants’ current workings in global competence?  

● How can participants extend their work?  

● What are some of the challenges in doing so? 

However, due to limited time, not all groups were able to answer the questions.  Thus, an overall 

summary of the table discussions is offered below. 

Participants discussed the importance of 

focusing on developing skills rather than 

teaching content within a curriculum.  

Importantly, in terms of global citizenship 

education, teachers need to start where 

students are.  Teachers need to respect the 

different perspectives that students bring to the 

classroom.  This includes affording students the opportunities to discover their own perspectives.   

In terms of teacher training for global citizens, participants recommended that teacher education 

offers courses on inclusion so that future 

educators are able to work towards more 

inclusive classrooms. For in-service educators 

who are already working in schools, it would 

be beneficial for everyone to have access to 

resources and development on the subject. 

There also needs to be more of a consensus 

on the issue of teacher voice within 

classrooms. The ideology behind teachers 

holding the right to share their own views and 

perspectives is that teachers’ values match 

the curriculum.  This works out well when 

teachers’ views align with policies.  However, this is not always the case.  Thus, there should be a 

discussion on what happens when teachers do not agree with curriculum or policies. 

And lastly, an overall theme of all the discussions was 

that they generated more questions than answers. 

These included the following:  

 How do we engage in conversation about global 
competencies when there are those who are not open to 
world perspectives?  

 How do we help teachers channel and make relevant 
all the diversity that surrounds them?   
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 How do teachers create the space for people to come together to build community, and co-
create common agreements when in fact, we might need to impose many of those 
agreements to even begin the conversation?   

 How do we meet the expectation that the classroom is safe for everyone when the reality is 
that many people from many places around the world bring so many varied perspectives?  

 

Summary of Session 5: Retention of immigrant children and education for global citizens  

Session 5 offered an opportunity for participants to share their experiences in global citizenship 

education.  Overall, education is about preparing young people to be globally competent. Global 

competence can be defined as capacity and disposition to examine local, global and intercultural 

issues, to understand and appreciate the perspectives and world views of others, to engage in open, 

appropriate and effective interactions with people from different cultures, and to act for collective 

well-being and sustainable development. Students should be encouraged to ask questions and take 

different perspectives. Learning should be focused on relevant issues which are deep, long-lasting, 

and inscribed in a narrative about the world. Additionally, this learning needs to blend cognitive, social, 

emotional and civic development. 

The role of educators is to connect, extend and challenge. For teachers to be able to nurture students’ 

global competence, they need to be comfortable in their own skin, be able to describe themselves and 

come to terms with their multi-faceted selves. Teachers also need time to focus on their internal 

motivation, an understanding what global competence means, confidence and self-efficacy, 

knowledge about issues and culture of their own country and the world, and manage the unplanned. 

Therefore, teacher training and professional development for global citizens is important. It is also 

useful to discuss the issue of teacher voice within classrooms, and how to deal with situations when 

teachers do not agree with the curriculum or policies.  

What is clear is that there are unanswered questions about global citizenship education.  Participants 

wondered how to: engage diverse ranges of students in conversations about global competences; help 

teachers channel and make relevant all the diversity that surrounds them; create the space for people 

to come together to build community and co-create common agreements when in fact; and meet the 

expectation that the classroom is safe for everyone when the reality is that many people from many 

places around the world bring so many varied perspectives. 

CLOSING 

Mr. John McLaughlin (Department of Education and Early Childhood Development) and Ms. Francesca 

Borgonovi (OECD/EDU) summarised lessons learnt throughout the forum. They thanked the 

participants for making the fourth forum such a success and wished them safe travels home.  
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ANNEX: PARTICIPANTS 

FORUM PARTICIPANTS  

 

OECD members: 
 

Canada (incl. several provinces) 
Chile 

Greece 
Luxembourg 

Spain 
Sweden 
Turkey 

European Union 
 

Non-OECD member: 
 

Burkina Faso 

Other: 
 

TUAC 
Harvard University  

Open Society Foundation 
Naperville Central High School 
University of California – Los 

Angeles 
University of Toronto 
University of Windsor 

Wilfrid Laurier University 
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For more information on Strength through Diversity 

 visit: www.oecd.org/edu/school/strength-through-diversity.htm 

If you have questions, you can reach us at 

Edu.Migration@oecd.org 

 


