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The second policy forum of the OECD/EDU’s Strength through Diversity: Integrating Immigrants and
Refugees in Education and Training Systems project took place at the OECD Headquarters on 21-22
September 2017. It was attended by over 65 participants from 20 OECD countries, in addition to
TUAC, UNESCO, the European Union, the Open Society Foundation and several academic
institutions. Presentations and background papers from the meeting can be found at
http://www.oecd.org/edu/school/strength-through-diversity.htm

OPENING SESSION
The forum was opened by Ms. Yuri Belfali, Head of Division for Early Childhood and Schools in the
Directorate for Education and Skills at the OECD. She welcomed all the participants, and explained
the goal of the second forum would be to identify common challenges for teaching diverse
classrooms. The discussion would include examining promising practices and innovative approaches
used by countries to ensure that teachers are well-equipped to deal with multicultural and
multilingual classrooms. In addition, it was hoped that the discussion would facilitate peer-learning
between countries in the areas of teacher training, professional development, teacher diversity,
indicator development and evaluation mechanisms.
Ms. Belfali reflected on the fact that increasing diversity
in the student body in OECD countries has not been
accompanied by a similar trend in the teaching body. In
fact, teachers in many countries remain a very
homogenous group. Diversity can be defined in many
ways, but diversity that is relevant for classroom
dynamics is cultural, linguistic, ethnic, religious and socio-economic diversity. Even though almost all
OECD countries face challenges arising from diversity, each country context is unique. Irrespective of
the specific context of each country, social, cultural and linguistic diversity is likely to increase as a
result of international migration. Educational responses to the challenges of diversity vary in scope,
focus and approach across countries and regions. The fact that the same term “diversity” is used to
denote different challenges adds an additional layer of complexity to discussions on how best
teachers can be effectively prepared to deal with the challenge of teaching in diverse classrooms and
what approaches are needed to effectively navigate diversity in classrooms and society.
Ms. Belfali considered how diversity can entail numerous challenges for prospective and practicing
teachers as well as school leaders. Education systems often do not take into account the multiplicity
of factors which may influence educational attainment and success, and thus many teachers are
unprepared to teach and support diverse students. This has important consequences for policymakers and practitioners on how to: provide incentives to teachers to work in diverse schooling
environments, allocate resources across and within schools, design and regulate initial teacher
training, design professional development activities, recruit and retain teachers from a
minority/immigrant background, develop feedback and evaluation mechanisms.
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MAIN LESSONS


Framing teaching as a benefit rather than a sacrifice can go a long way to incentivise teachers to work in
disadvantaged schools. Financial incentives might not be effective in the long-term to recruit and retain
teachers to work in schools with high levels of diversity. Providing additional support to teachers assigned to
disadvantaged schools, by offering continuous teacher development and by facilitating a peer-learning
system between teachers could also help with teacher retention.



Aligning funding to clearly stated priorities can ensure that resources reach students who are most in need.
For example, additional funding could target newly arrived immigrant students facing a transition into a new
education system. Allocating resources to parent teacher associations could promote a joint sense of
responsibility and ownership in schools. Support for extracurricular activities to be organised in school
setting could support immigrant students’ integration process.



Initial teacher training programmes should more systematically develop the knowledge, skills and attitudes
that prospective teachers need to teach in diverse classrooms. Some knowledge of cultural anthropology,
social psychology, child cognitive development and linguistics, with a focus on the specific challenges
immigrant students face as well as the difficulties native students may encounter in diverse classrooms,
would be useful areas to develop during initial teacher training. Strong communication and listening skills, as
well as creativity and problem solving are important skills for teaching in diverse classrooms. Additionally,
teachers would benefit from developing attitudes such as curiosity, open-mindedness, awareness of others,
tolerance, empathy, seeing diversity as a benefit rather than a challenge and having high expectations for
their students. Besides the theoretical components in initial teacher training, it is also important that
prospective teachers gain practical experience in order to be exposed to a variety of classroom situations
and contexts.



Teachers need better support and preparation to respond to unexpected and unforeseen situations that may
arise as a consequence of diversity in classrooms. This involves examining and understanding how teachers
learn as well as what they experience in diverse classrooms. The concept of ‘pedagogical diversity tact’ could
help describe the reality of teachers confronted by diversity, who need to react appropriately and with
practical wisdom to situations they encounter in the classroom.



Effective professional development for teaching in multicultural and multilingual classrooms can respond to
the need expressed by existing teachers for specific training in working in multicultural classrooms. Basing
professional development for diversity on experiential learning to confront teachers with different
situations, helping them gain consciousness of their own attitudes and values, and giving them the tools to
be able to manage conflict and diverse opinions could help teachers to be able to develop a sense of
awareness and empathy towards their students as well as the capacity to act upon such awareness. An
active-learning approach is necessary for both in-service teacher training and professional development.



Providing teachers with regular feedback on their teaching practice and facilitating the collaboration
between teachers of a particular school and between teachers across schools are important ways to help
teachers deal with different challenges in classrooms, and build a support network that teachers can tap into
for advice, guidance and emotional help. Creating conditions for helping teachers better understand the
struggles their students face, for example by encouraging teachers to sit in a class given by another teacher
and delivered in a language they do not understand, or exposing them to the home environment of their
students are some of the practical ways in which greater understanding can be promoted.



Breaking down barriers at every step of the education pathway for teachers with an immigrant or minority
background can facilitate access to and promote the retention of these teachers in the profession. Having
teachers with an immigrant or minority background may not only be beneficial for students with immigrant,
ethnic or racial minority backgrounds, but for all students. Diverse teachers may serve as role models and
provide greater understanding for students with different needs and backgrounds.



Assessing teaching in diverse classrooms, given the limited data and evaluation mechanisms, remains a key
challenge in many countries. Evaluation is an important component in all teaching-related fields, ranging
from incentives to teachers, resource allocation, initial teacher training, professional development and
policies towards teachers with immigrant backgrounds. Countries need to develop better indicators and
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implement more effective evaluation mechanisms in order to assess whether practices, policies and
programmes are reaching their objectives.

KEYNOTE ADDRESS
Dr. Neda Forghani-Arani, Senior Lecturer and Senior Researcher at the Centre for Teacher
Education, University of Vienna, gave the keynote address entitled: “Teachers in Diverse Societies:
Opportunities, Challenges and Policy Responses”. Dr. Forghani-Arani started her presentation by
emphasising the reality of seismic shifts in the social landscape and how diversity and super-diversity
are becoming ‘the new normal’. Shifting plotlines shaped in the larger society ripple into schools,
influencing the contexts which teachers, children and youth experience in schools, and the
corresponding discourse on teacher education, professional development, and responsive policy.
The increasing flows of people,
commodities, cultures and economic
and political interests across borders,
and the social processes that correspond
to these developments have an impact
on schools.
Although the diversity of student
populations in schools might be normal,
the differences induced by diversity are
not always easy to handle. A key
question is therefore how to make sense
and effectively manage ‘the new
normal’, to understand how it affects native and foreign-born populations, and how to facilitate the
development of innovative solutions to diversity-related challenges.
There is a significant body of literature on intercultural education and how education services can
promote the academic performance, sense of belonging and identity of students with an immigrant
background. Substantial research also exists on how the school curriculum could and should be
designed in multicultural societies, how teachers and their competencies, roles, attitudes, and their
professional training have been subject to intercultural inquiry, as well as culturally responsive
teaching, teaching methods and materials.
In spite of all research, discourse, policy, practice, and good will, immigrant students continue to
experience marginalisation and the educational outcomes of some groups of culturally diverse
students continue to lag behind those of students from the mainstream.
Dr. Foghani-Arani cautioned the audience that proposing lists of what teachers ought to do falls
short of empowering them to be able to effectively tackle the challenges associated with managing
diverse classrooms. Instead, it is important to listen to the concerns of teachers and, in particular,
teacher students during their training. Key to understanding the ability for teachers to mobilise the
set of skills and competences that they acquired in teacher training programmes is to answer the
following questions: What life experiences do teachers bring when they enter diverse classrooms?
What is at stake given their interaction with students in such classes? What support and help do
teachers need when encountering diverse student populations?
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John Hattie’s analysis of 1200 meta-analyses relating to student achievement reveals that teachers
are a key determinant of student achievement and that teachers outrank all other policy amenable
factors that characterise the schooling environment, such as organisation and curriculum. In line
with these findings, considerable attention is being devoted in terms of funding and research to
teacher professionalism, including the development of large scale initiatives such as the OECD-led
Teaching and Learning International Study (TALIS) and the teacher questionnaire in the Programme
for International Student Assessment (PISA).

Yet, at the same time, a second trajectory minimises the significance of teachers. Teacher
professionalisation is more and more defined by standards, competency agenda, and imposed
accountability, which can, unless adequately implemented and accepted by all stakeholders,
undermine the professionalism of teachers. This is a paradox.
It is important to ask how teachers learn - and not necessarily what teachers learn, which is usually
the primary concern of teacher training programmes. Dr. Foghani-Arani also argued that teachers
are disappearing – there is an erosion of a certain understanding of teachers and an erosion of
professional latitude. Professional teachers are needed – teachers that are trained to deal with
diverse populations. A broad spectrum of answers and solutions around problematic zones of
diverse classrooms is needed.
Dr. Forghani-Arani explained that the literature on intercultural competence of teachers often
assumes that culturally mainstream teachers are confronted with the culturally other minority or
immigrant student. This is based on a premise that teaching efficacy in diverse classrooms depends
on the teachers’ consciousness of their own enculturation, cultural identities, assumptions,
perspectives and biases, as well as of the cultural identities of others. The literature suggests that
teachers tend to introduce their own cultural beliefs into the curriculum and ignore the cultural
heterogeneity of their students. When teachers become conscious of their own cultural identities,
they become culturally aware, they can move between two or more cultures and become advocates
for those from cultures other than the dominant one.
There has been growing criticism of the discourse of cultural and intercultural competence in the
literature. Training programmes for intercultural competence have been questioned for being
limited to imparting culture-specific knowledge in an attempt to decipher the foreign and, therefore,
for their culturising and ethnicising tendency. The phrasing ‘competence as lack of competence’
draws attention to a frequent oversimplification of intercultural pedagogical competence as a
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measure to alleviate teachers’ professional deficits in terms of knowledge, attitude, experience and
skills for coping with cultural diversity.
It is unclear where culture comes from. It is more about being a person than about a representative
of a nation or ethnicity. Little acknowledgement of the complications of intersectionality (i.e. weave
and intersection of race/ethnicity, gender, class, religion, sexual orientation, age and ability) exists in
the literature and policy discourse. There is also little acknowledgement of translocationality (i.e.
defining and redefining of identity across different spatial and cultural locations at different
historical moments).
But the existing literature has not examined in sufficient depth the experiences of individuals in
classroom settings. And oftentimes, research studies and policy interventions adopt a therapeutic
tendency – under the assumption that teachers will not be able to do the job of teaching diverse
classrooms, they define and test the effectiveness of a treatment to identify if such treatment cures
them of their problems and deficiencies. Teachers are considered to start off as deficient, to need a
treatment and then be cured, with little attention being paid to the developmental trajectories
experienced by teachers and students in classrooms, the ups and downs teachers face as a result of
working in multicultural settings, their feelings of inadequacy and given the fact that even when
highly experienced in working in diverse
settings,
teachers
will
inevitably
encounter situations that they will not
have experienced before.
Dr. Forghani-Arani’s work examines what
it means for teachers to look into
classrooms, to find out and understand
better what it is like to teach in diverse
classrooms. Moving teachers’ living
experience into focus helps understanding
what is happening in the classroom. Moving into lifeworlds enters the practical realm - where
uncertainty, ambiguity and disagreement are valid and legitimate - and part of the story. These
lifeworlds need to be examined and experienced before a responsive policy can be suggested. The
reality is that working in classrooms can be messy, that pedagogical situations are fuzzy and for
teachers not knowing what to do is common. This is all interlinked with added uncertainties and
tensions about handling diversity, leading to the need for articulating what is at stake from a
teacher’s perspective. This articulation can help support teachers in the fulfilment of their
requirements.
Dr. Forghani-Arani quoted Wittgenstein that ‘the limits of my language mean limits of my world”.
Different languages allow the ability to speak about different issues. That is why it is important to
examine how language can help to expand some of the current limits of conversations and policy
responses for teachers.
Dr. Foghani-Arani shared a vignette (a narrative account of a situation experienced by the
interviewed teacher) from an interview with a Viennese teacher based in a international school to
demonstrate what diversity is like for teachers and how they judge and decide what to do about it.
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The vignette depicted a situation when the teacher first encouraged one of the students to express
his identity by sharing a report of his participation in religious rites. The teacher however stopped
the discussion and moved to a different topic as soon as the student’s report became uncomfortable
for the teacher who had not considered the implications of a welcoming attitude. The teacher
stopped the conversation and did not discuss the experience further with the class.
Dr. Foghani-Arani asked how teachers who are predominantly socialised and trained in monocultural
school settings experience the challenges of today’s culturally diverse classrooms. How do they
make sense of their experience? What is involved and what is at stake? How do they deal with the
specific tensions of these spaces? How do they know what is the right thing to do? How do they
assess, judge and act in everyday classroom situations where (inter, multi, trans) culturality seems to
matter? How do they learn to handle culturally convoluted pedagogical situations? What vocabulary
can articulate these processes?
Trying to understand what is involved and what is at stake in handling significant situations in
diverse classroom, and attempting to move beyond the frame of catalogues, criteria and yardsticks
of teachers’ competencies, leads directly to a realisation of the need for a suitable language, for
vocabularies or terminologies.
The presenter proposed the terms of phronesis (practical wisdom) and tact as additional terms that
could help to articulate what is needed in diverse classrooms. The school of Athens and Plato
proposed that it was possible to have universal assertions that always hold valid knowledge (such as
two plus two equals four). However, Aristotle mentioned that not everything holds universal
assertions. In diverse classrooms, it is not possible to solve difficult situations of diversity with a big
formula. What to do in ambiguous situations necessitates practical wisdom next to competencies
and accountability that teachers need in day-to-day lives.
The speaker proposed pedagogical tact, a term
coined by Herbart at the turn of the 19th century, as
an additional term that can be used to describe what
teachers need to deal with the ambiguous situation
that arise in diverse classrooms. Tact comes into play
when teachers are engaged in making quick
judgments and decisions in the midst of action.
Teachers see, assess, judge, decide and act in
response to a myriad of situations in their daily
interactions with their students.
Tact mediates between theory and practice. It provides instantaneous and intuitive assessment and
fills the gap between teacher knowledge and practice. Tact translates concepts into real persons.
Being a teacher is doing on the spot – it is a conglomerate of doing the right thing for the right child.
Pedagogical tact is driven by commitment and thoughtfulness towards individuals, and is concerned
about the wholeness of the child.
The rationale of drawing on the construct of pedagogical diversity tact is that it brings attention to
the teacher’s acting in progress. Pedagogical diversity tact helps to articulate complexities and
intricacies of sound pedagogical action in diverse classrooms. It provides an additional language.
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Diversity tact helps teachers pick out significant instances when they reflect on what happened in
class, consider different interpretations and think about other alternatives to action.
In terms of diversity competence, concepts are needed that help teachers pick out significant
instances when they look back at what happened in class. This gives them the opportunity to
consider their interpretations of what happened, and to provide for spaces to cultivate wise
pedagogical judgements for future action. Pedagogical diversity tact could serve the purpose.
In the example of the vignette, the teacher makes two key decisions. First, she invites and welcomes
the difference a student brings into the classroom. However, the difference introduced by the
student in terms of prayer, religious beliefs regarding women cannot be contained within the
‘rational’ study of world religions. Second, the teacher then decides to shut down the irritating
difference the student brings into the classroom. The moment calls for a response and tact slips in.
Through a sense of tact, it is important to react immediately, for example to stop talking about the
situation, but then perhaps resume the conversation with the other children at a later point.
Teaching students values is also a role of educators.
The teacher in the example was afraid the conversation would go in a different direction that she
was not ready for, so she stopped and left space for students to fill in during break. However, this
could be dangerous and she should have returned to the conversation later on. Dr Forghani-Arani
concluded that it was important that teachers are prepared to react to these situations.

Discussion
After the presentation, Forum participants had a chance to discuss the issues highlighted. One
participant mentioned that other opinions are possible in the case of the vignette example. All
students are different, so tact
constitutes a competence to
deal with these circumstances
and questions. The teacher in
the vignette was probably afraid
that the conversation would go
in a different direction which
she was not ready for, so she
stopped and left space for students to fill in during break. However, this can be dangerous and she
could have discussed the issue at a later time. Teachers are usually not prepared to react to these
situations, and this needs to change.
A representative from TUAC commented that standards and requirements are taking away the
autonomy of teachers, and there are challenges in terms of radicalisation of students. This is a
particular concern in the United Kingdom. Public sector professionals are required to identify
warning signs of radicalisation but this makes teachers unsure on how to react. Teachers are no
longer able to exercise autonomy.
Dr. Forghani-Arani replied that tact is in the interest of the child. The first decision of the teacher in
the example was to include diversity and make other students aware of diversity. However, the
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plurality introduced was not what she had planned. The teacher was not comfortable handling this
situation so the second decision was to shut down the discussion.
A participant from Chile emphasised the need for diversity teachers. The example given in the
vignette was likely from a well-off school where no diversity teacher training had been implemented,
so the question remained what the reality was like in public schools where teachers did not have the
tools they needed. The case study showcases the value of diversity in classrooms.
One participant from the OECD mentioned that while it is naturally difficult to recognise and talk
about being uncomfortable, teachers should be able to recognise, communicate and express their
emotions with their classrooms, and seek support to be able to overcome difficult situations. But it is
an important issue and teachers should come back to it and not shut down students. There is also a
question to what extent teachers have the support and resources to handle this difficult situation.

Key messages
The key messages emerging from this session are that diverse classrooms are ‘the new normal’ and
that teachers need to be better supported and prepared to respond to different situations and
contexts in classrooms. Despite a growing literature on what teachers should learn, it is important to
examine the day-to-day life of teachers’ work in diverse classrooms, their feelings and emotions, the
situational triggers that make living in such classrooms challenging as well as the constraints
teachers and students face in being able to negotiate positive relations in diverse classrooms. This
involves moving from the theoretical to the practical realm, where uncertainty, ambiguity and
disagreements are considered. The examination of these ‘lifeworlds’ needs to take place before a
responsive policy can be suggested.
The concept of ‘pedagogical diversity tact’ could be used to describe the situation of teachers
confronted by diversity and needing to react appropriately with practical wisdom to each situation
they encounter in the classroom. Pedagogical diversity tact can help teachers pick out significant
instances when they reflect on what happened in class, consider different interpretations and think
about other alternatives to action.
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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 preliminary results of
analyses. The project in the Directorate for Education
and Skills 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, and 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 project aims 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. In-depth analyses of OECD-led data initiatives such as PISA and PIAAC and other
international social surveys are used to develop analytical reports and papers on the resilience of
immigrant students, the labour market and well-being outcomes of foreign-born adults, and
education for resilient societies.
Results obtained in the data collection, indicator development and data analysis strand form the
basis for policy exchanges and discussions in 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 focuses on teachers in diverse societies and the third forum will
take place in early 2018 on the topic of learning from data. Ms. Borgonovi presented some results
from the forthcoming report on “The resilience of immigrant students” and the working paper on
“Birthplace diversity, income inequality and education gradients in generalised trust”.

Sessions
Five sessions took place during the forum to discuss issues of resource allocation, organisational
incentives, initial teacher training, professional development programmes, teacher diversity and
evaluation mechanisms. In the following, the main points that arose from the discussions in the
sessions are presented. Participants were divided into five groups and were led by table moderators
from OECD/EDU. The list of participants by group can be found in the Appendix. Ms. Lucie Cerna
(OECD/EDU) moderated the sessions.
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SESSION 1: ORGANISATIONAL INCENTIVES AND
RESOURCE ALLOCATION

10

SESSION 1: ORGANISATIONAL INCENTIVES AND RESOURCE ALLOCATION
In Session 1, participants explored how resource allocation and other organisational incentives could
help teachers support diverse student populations. In particular, the session examined how
education systems can incentivise teachers to work in disadvantaged schools, and how resources
can best be allocated between and within schools so that immigrant students receive the resources
they need to overcome their disadvantage. Ms. Deborah Nusche (OECD/EDU) shared some findings
from a recent study on school funding before participants continued discussions in small group
sessions.
Ms. Deborah Nusche from the OECD Secretariat presented findings from the School Resources
Review, an ongoing OECD project designed to identify what policies best ensure that school
resources are effectively used to improve student outcomes. Ms. Nusche indicated that the
increased attention to how educational resources are used is due to the recent global financial crisis
and its double effect on the erosion of public resources and trust towards governments as well as
demographic changes influencing both the size and the diversity of student populations.
Ms. Nusche indicated that the
Review aims to take a
comprehensive approach and
review financial, physical, human
and other resources, such as
time. Eighteen countries are
currently part of the project.
With respect to funding, the
OECD project examines in depth
three key issues: governance
issues, distribution of education
funding, and planning and
evaluating the use of funding. Key to the study is the examination of how funding arrangements are
designed to support different groups of students, in particular disadvantaged students and students
with special educational needs such as second language learners. The study highlights that countries
typically use one of the following two approaches to use financial resources to promote equity: 1)
Providing additional resources through targeted programmes (external to the main allocation
mechanism) and 2) Including additional funding in the main allocation mechanism (e.g. through
weightings in a funding formula).
Programmes may direct additional funding to certain geographical areas or to the actual population
in each school. Area-based funding aims to address additional negative effects of a concentration of
disadvantage while student-based funding aims to adapt funding levels to the needs of the actual
population in each school. Providing additional resources to students or areas that have greater
need to promote equity in outcomes assumes that data on students’ level of needs is both available
and is accurate. The design of funding formulas to account for individual or area-based need also
involves a trade-off between simplicity and accuracy. The OECD project has found that almost all
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participating countries have developed approaches for needs-based funding but the evidence on the
impact is scarce. With greater discretion given to schools over the use of funds, there is greater need
for adequate accountability and system level accountability to indicate progress in meeting the
needs of target groups is equally important.
Immigrant students are a key focus of resource allocations both because of migration-related needs
(such as language difficulties) and socio-economic disadvantage (immigrant students tend to be
socio-economically disadvantaged and live in disadvantaged communities.

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


What programmes/initiatives exist for incentivising teachers to teach in disadvantaged
schools?



What approaches/practices are used for allocating resources to disadvantaged schools so
that immigrant/minority students have the resources they need to compensate for this
disadvantage?

TABLE 1 (Moderator: Ms. Francesca Borgonovi, OECD/EDU)
Participants in Table 1 discussed a series of incentive mechanisms that are used in their countries to
encourage teachers to work in disadvantaged schools, where immigrant students are overrepresented and students often face multiple layers of disadvantage. The group also considered
which resource allocation mechanisms are
used to ensure that immigrant students
and the schools that these students attend
have the means to overcome immigration
related disadvantage.
In many countries the first type of incentive
that teachers are offered to work in schools
with a large intake of socio-economically
disadvantaged students are financial. In
some countries, such as the Netherlands, such schools are clustered in large cities, where housing
costs are high, so additional financial resources are necessary to overcome high housing costs. In
other countries, such as Norway, socio-economic disadvantage is particularly clustered in rural
communities and financial incentives are used to attract teachers to such locations and help their
higher housing and transportation costs.
In the United States, Chile and Spain awards and training are given to teachers who work in
disadvantaged schools, and teachers’ altruistic motivations and willingness to support their
communities are promoted.
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In terms of resource allocation, many countries indicated that additional resources are given to
schools to overcome language
difficulties among newly arrived
students, with funding provided
to improve teaching styles to
promote
second
language
learning and to support the
creation of innovative teaching
modules. In Estonia, the
Multicultural School project that
will cover the 2017-2020 period
aims to reform the structure of
financial support available to support schools with a diverse student population and changing
school-level approach to multicultural involvement and engagement.

TABLE 2 (Moderator: Mr. Alessandro Ferrara OECD/EDU)
In the discussion on incentive mechanisms to encourage teachers to work in disadvantaged schools,
Table 2 participants mentioned some existing programmes in their respective countries, as well as
principles that they considered crucial to inform the development and implementation of such
policies. Most of the programmes considered envisaged a mandatory period of teacher training in
disadvantaged schools or salary schemes favouring teachers working in disadvantaged schools.
However, these policies were criticised
on several grounds. Even if teachers are
assigned to a disadvantaged school for
their training, as is done in the “Teach
for Australia” programme, it is difficult to
encourage them to stay longer in such
schools. One solution could be rewarding
the commitment of teachers to work in
disadvantaged schools when considering
their career prospects. Furthermore,
continuous teacher development can
make teachers feel more supported and thus more willing to continue teaching in disadvantaged
schools. Another option is to place the most qualified school principals in disadvantaged schools or
devolve more funds to them in order to attract talented teachers. Yet another option is to attract
individuals from other professions to become teachers. This can enable diverse students to better
connect with different teachers. For example, the Erasmus-funded “Teach for All” model is currently
being piloted in a number of countries.
An important point that was raised is that diversity in the classroom should be framed as an
opportunity to learn for teachers as well. Teachers working in disadvantaged schools should not be
perceived as sacrificing themselves, but as reaping the benefits of diversity. Incentives in the form of
payment schemes tend to reinforce the first perspective instead of promoting change.
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In terms of resource allocation,
participants agreed that the main way in
which funds are currently allocated to
disadvantaged schools is through weighted
funding systems that take into account the
number of immigrants and the average
socio-economic status of students in
schools. Participants also mentioned that
extra funding should be targeted to
immigrant students facing a transition into
a new education system. This should persist until they have closed gaps with native students. To
take the example of Canada, a provincial funding programme exists for before and after school
activities for ‘new Canadians’.
TABLE 3 (Moderator: Ms. Audrey Poupon, OECD/EDU)
Table 3 participants noted a number of incentives to attract teachers to disadvantaged schools,
including college loan forgiveness, credit towards promotions and mobility opportunities, support in
classrooms, peer learning opportunities and support from peers, further education, and support for
housing and other living expenses when teachers move to areas of need.
Financial incentives are commonly used to attract teachers to disadvantaged schools. For example,
Spain has devised a (regional) credit system in which teachers working in certain diverse schools in
particular regions can gain extra credits to
be used towards a promotion into an
administrative area or to have ability to
choose to move to another school. The
system also provides for a salary increase
after 6 years based on the credits. Turkey
has a similar system in place.
The United States Department of Education
provides Federal loan forgiveness for new
teachers who work in Title 1 schools, which
are schools located in the most
impoverished areas, where 65% of students qualify for free or reduced lunch. This means that the
government will forgive student loans if new teaching graduates choose to work in these schools.
This incentive is geared towards attracting young teachers to diverse classrooms.
Allocating resources directly to Parent Teacher Associations (PTAs) can have a strong influence in the
ways schools are managed. In Ireland, a national programme supports PTAs and brings parents and
teachers together. This relationship between parents and teachers can help teachers better
understand their students, and having resources allocated directly to the PTA gives both parents and
teachers a sense of responsibility and ownership in the schools.
Another incentive is to provide support to teachers in disadvantaged schools. For instance, Hungary
has two programmes to incentivise teachers to work in disadvantaged schools. One provides
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additional staff to help teachers work inside and outside the classroom. Another programme
provides extra-curricular training opportunities for teachers to learn to teach in diverse classrooms.
Teachers can choose to take a day off of work to attend training or take online courses remotely in
their spare time.
A peer-learning system can also provide support to teachers. In Sweden, teacher groups are created
so that members meet to study an academic text, questioning each other on the methods and
approaches that could work best with different student groups, discuss how to implement such
techniques in the classroom and then pilot these in their individual classes. They then reconvene to
discuss what worked and what did not and make an assessment on how to proceed. Teachers are
able to help one another and not feel isolated.
In Norway, teacher education was increased
from four to five years so that all teachers
would graduate with a master’s degree. The
additional year allows teachers to gain a
deeper understanding of pedagogical research
and learn how to apply such research in their
classrooms.
Attracting teachers to more rural areas is also
a challenge. The Arctic University of Norway
conducted a pilot project called “Small Steps Ahead”, geared particularly for rural areas of Norway
which face problems finding skilled teachers. The programme can help recent graduates to find
affordable housing and assist them in moving to remote parts of Norway. Teachers were motivated
to pursue a master’s degree and were more incentivised to move to rural areas. Teaching jobs in
Norway are not as well paid as other career tracks and thus incentivising students towards a career
in teaching remains difficult.
Discussing resource allocation, Table 3 participants noted a number of ways to ensure that resources
are allocated equitably across and within schools. In many countries, refugee and immigrant arrivals
are often difficult for schools to manage due to their uneven dispersion in a country or region and
difficulties associated with sudden fluctuations in numbers. Some schools are being overwhelmed by
large numbers of newly arrived students, with increases in student numbers across all levels and age
groups. Furthermore, some of the areas where immigrants and refugees are arriving had schools
that were already scarcely staffed. Countries that use per capita funding are beginning to categorise
new arrivals into schools that will voluntarily accept new students and in turn they can qualify for
more funding.
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Hungary provides resources to all students and schools rather than allocating them where they are
most needed. Books and other materials are subsidised for all students regardless of their socioeconomic status. In Norway, libraries provide more than just books. Children can borrow bicycles,
skis and skates to fit in with their peers. This means that everyone has access to leisure items,
irrespective
of
their
socio-economic
background. In Spain, playgrounds are open in
some areas all day so children always have a
safe place to play.
After-school activities are another way of
promoting integration and allocating resources
to students. For example, Portugal offers
theatre programmes and art to facilitate
interaction between students and parents.
Investing in sports and the arts is another way that schools can have an important impact on the
communities in which they operate. In Spain, after school sports can enable students to become
involved with their community and schools make specific efforts to build relationships with parents.
On top of sports and arts after school activities, schools organise homework support, particularly for
those who are not able to receive help at home and, as a result, benefit immigrant and refugee
students the most.
Participants at Table 3 also suggested that teachers need additional training, and schools require
additional administrative staff to help with support and administrative tasks such as creating a
website with examples of teaching styles that have been effective in supporting particular
population subgroups in order to quickly ensure that best practices grow in scale and are applied
throughout the system. In Sweden, some schools provide assistance to help teachers complete
modules in order continue receiving additional funding. Targeted economic assistance can help
allocating additional resources to schools in need.
TABLE 4 (Moderator: Ms. Caitlyn Guthrie, OECD/EDU)
When asked to reflect on the different programmes/initiatives that exist to incentivise teachers to
teach in disadvantaged schools, the discussion in Table 4 started with what seemed obvious to most:
increasing financial incentives. In addition to raising teacher salaries to make working in
disadvantaged areas more attractive, a participant from the United States shared the example of
TEACH Grants. These are financial grants provided by the US Department of Education to student
teachers who plan to teach in high-need fields in low-income areas. Another participant explained
that in Estonia, teachers are given scholarships if they work in disadvantaged areas. Interestingly, the
group conversation quickly shifted away from financial incentives towards other approaches and
practices that could help make teaching in a disadvantaged school more attractive. One participant
mentioned that improving the working conditions of teachers in disadvantaged schools, such as
reducing class size, might help attract teachers to work in these schools.
Participants acknowledged that part of attracting teachers to work in disadvantaged schools was
often linked to the “social justice agency” of individual teachers, or that teachers believed they were
in a position to make a difference to student lives. It was agreed that there is a need to foster this
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agency in student teachers, so that they choose to teach in disadvantaged schools. One participant
referred to the Teach for Austria, or other Teach First initiatives that recruit new teachers to work in
disadvantaged schools, as an example of appealing to the idealism of new teachers. A participant
from TUAC commented that retaining teachers is a challenge for many countries that use this model,
including the UK. It was argued that this is because new teachers risk being disillusioned or feeling
defeated by the challenges of working in a disadvantaged school.
The comment on the challenges of retaining teachers into the profession led participants into a
discussion on the different policies/approaches that could better support teachers who work in
disadvantaged schools to have a more fulfilling career. Participants agreed that mentoring
programmes for beginning teachers, and professional development offers could help teachers feel
more supported in their work. One participant explained that new teachers in Norway now need a
Master’s degree, so it is a considerable commitment to become a teacher. However, after 5-6 years,
some teachers feel stuck in the profession and are not able to change roles or develop. The group
discussed how allowing teachers to
specialise in different areas, like special
education,
could
create
more
opportunities to grow and develop
professionally. Providing stipends to
school
leaders
who
work
in
disadvantaged schools was also offered
as a suggestion, as well as the
importance of raising the status of
teachers in society, especially those who
support deprived communities.
In regards to how resources can be allocated to disadvantaged schools, participants agreed that
funding should be aligned to clearly stated priorities. It was also agreed that resources for language
learning are very important in promoting diversity in schools. However, funding is not always well
allocated. As explained by a participant from Norway, schools can easily receive money for
welcoming refugee students, but no resources are available for schools with large migrant
populations who have families that come to work in Norway (working migrant families). Challenges
of language instruction and social cohesion are similar among refugee and working migrants, but
only refugee populations come with additional resources. Another participant suggested that
making better use of technology might help students improve their literacy skills in the host
country’s language and could be a good way to use resources.
Participants also agreed that resources are needed for teacher professional development and that
funding and accessibility of specialist support, such as experts in mental health, trauma response,
and those who can identify students at risk for radicalisation, were important. The session concluded
with a general consensus that education actors need more knowledge and a better understanding of
how resources can be allocated effectively in order to ensure that spending can be allocated more
equitably.
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TABLE 5 (Moderator: Mr. Tarek Mostafa, OECD/EDU)
The discussion at Table 5 focused on exploring incentives to teachers working in disadvantaged
schools.
Participants
agreed
that
disadvantaged schools usually suffer from
segregation resulting from geographical
stratification, from the lack of physical and
educational resources and from disciplinary
problems. In this sense, teaching in a
disadvantaged school could be challenging
especially for young teachers at the
beginning of their careers. Participants
explored a number of possible incentives
that would encourage teachers to teach in
these schools or at least would improve their working conditions.
Participants emphasised the importance of teacher training in providing teachers with the specific
set of skills and knowledge that would help them tackle conditions in disadvantaged schools.
Teacher training could cover pedagogy and cognitive psychology in relation to social disadvantage.
Teachers should also be encouraged to collaborate through the creation of teacher networks
especially that activities designed to address problems arising in disadvantaged school cannot be
developed by one teacher in isolation from other teachers, school principals and parents. In this
sense teacher networks could serve as a platform for mentoring and knowledge sharing as well as
for emotional support to teachers.
The additional efforts teachers need to invest to effectively support disadvantaged students should
also be recognised. This could be undertaken through financial incentives, prizes for best teachers,
faster career progression
(which are all available to
teachers in France), and
most importantly through
the recognition of the
additional time teachers
invest
in
preparing
activities suitable for
disadvantaged classrooms
and the fact that such
additional
preparation
should be factored in
when computing teachers’ working hours.
The ability to design instruction and school activities to meet the needs of disadvantaged students
also requires a great deal of teacher autonomy which in turn requires a high level of trust and cooperation with principals and parents. Moreover, teachers’ appraisal should take into account the
context in which they teach. For example in Sweden, students who do not speak the language of the
country can be provided with two teachers, one specialised in content and the other in language
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acquisition. Finally, all participants agreed that young teachers with less experience should not be
systematically assigned to disadvantaged schools. Instead experienced teachers with more exposure
should be allocated to these schools and should receive adequate support.

Summary of Session 1:
Organisational incentives and resource allocation
Session 1 offered an opportunity for participants to share insights on how to incentivise teachers to
work in disadvantaged schools and how to allocate resources to schools with the most need. Many
countries offer financial incentives to teachers to work in disadvantaged schools. However, this
approach might not be effective in the long-term to recruit and retain teachers to work in such
schools because it frames teaching in such schools as a sacrifice. Instead, teaching in disadvantaged
schools could be framed as an opportunity for teachers to make a difference and as a learning
opportunity for them to benefit from diversity. It might be more effective to assign more
experienced teachers to disadvantaged schools, provide continuous teacher development or
facilitate a peer-learning system between teachers in order to provide adequate support and
mentoring. Another incentive is to offer a fast track for teachers to advance in their careers or
opportunities for progression and responsibility for teachers who are effective in teaching
disadvantaged schools and hence to reward the commitment of teachers to teach in such schools
make.
The session also explored how resources could be allocated effectively to disadvantaged schools so
that schools receive the resources they need to support disadvantaged students, which is key to
support immigrant students since such students are often over-represented in schools with a socioeconomically disadvantaged student population. At the moment, weighted funding systems are
commonly used in countries that take into account the amount of immigrants and the average socioeconomic status of students in schools. However, resources do not always reach those most in need.
For example, resources might be targeted towards new refugee students but not towards other
immigrant groups, who are also in need of additional resources in order to succeed. Therefore,
funding should be aligned better to clearly stated priorities – for example, extra funding could target
immigrant students facing a transition into a new education system, resources could be allocated to
parent teacher associations to promote a joint sense of responsibility and ownership in schools, and
after-school activities could also be directly supported financially in order to promote integration
beyond the classroom. Making better use of technology could also help students to improve their
skills in the host country’s language and could be a good way to use resources.
Resources for language learning are particularly important in promoting diversity in schools.
Additionally, resources for continuous professional development of teachers and for support
professionals (including psychologists and social workers) are also crucial. However, education
stakeholders are seldom trained to assess how to allocate resources equitably, and more training is
necessary in order to make the best choices with often limited resources.

19

SESSION 2: INITIAL TEACHER TRAINING – EVIDENCE
AND COUNTRY EXPERIENCES
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SESSION 2: INITIAL TEACHER TRAINING – EVIDENCE AND COUNTRY
EXPERIENCES
In session 2, participants explored the current state of initial teacher training programmes to
prepare teachers for diverse classrooms and to examine what are some of the knowledge, skills and
attitudes are that training programmes should ideally promote. Ms. Ana-Maria Stan (European
Commission) and Ms. Elisa Briga (EFIL) were invited to share an overview of existing initial teacher
education programmes in Europe and to present a new initiative being developed for training
teachers for diverse classrooms, respectively.
Ms. Ana-Maria Stan (European Commission) provided an outline of the 2017 EU publication
“Preparing teachers for diversity: the role of initial teacher education”. The project started in 2015 as
a result of the refugee crisis and terrorist attacks, and was guided by the Paris Declaration of 2017 to
promote citizenship and common values of freedom, tolerance and non-discrimination through
education. It aims to consolidate knowledge on how teachers are prepared for diversity in the
classroom by analysing policies, strategies and initiatives in 37, mostly EU-member, countries.
Ms. Stan outlined some of the
success stories and key findings
from the report. The study finds
that competence-based initial
teacher education (ITE) systems
as well as transversal and
comprehensive
curricular
approaches are effective in
preparing student teachers for
diversity. The preparation of
teacher educators is a crucial factor, but so are support measures designed to help teachers on a
case-by case basis. The report finds that while diversity has a great relevance in the policies and
strategies of the countries considered, there should be a paradigm shift in their approach to
diversity. Different kinds of diversity should be explicitly targeted in policies, and classrooms should
be constantly monitored and evaluated to measure the effectiveness of existing measures. Key
success factors to promote such culture of change are political and institutional support, strong
partnerships and co-operation, good governance and elaborated frameworks to link theories to
practice.
In the majority of countries, ITE programmes explicitly or implicitly include diversity-related goals. In
several countries, diversity-related competences are defined in the teacher competence framework,
at the national or ITE provider level. In these countries, teachers are expected to gain competences
on how to teach to diverse classrooms and infuse diversity in their teaching. In a second group of
countries, diversity-related competences are either indirectly or broadly included, and in few
countries there is no direct reference to them. In seven European countries, diversity also explicitly
features in ITE quality assurance mechanisms and diversity requirements are evaluated at different
levels of the programmes. In other countries, diversity requirements are mentioned implicitly by
including closely related indicators (such as inclusion and gender equality) as requirements for
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quality assurance of ITE. In the majority of the countries in the study, diversity criteria are not used
to judge the quality of ITE.
Ms. Stan mentioned some good practice examples, such as the National Centre for Multicultural
Education in Norway and the “Let’s compare our languages” programme in France. The presentation
sparked a discussion on the current state of initial teacher training programmes in Europe. Ms. Stan
pointed out that, while the study could only focus on a certain number of programmes, it has shown
that there are many promising broad level initiatives. In addition to these, there are many dispersed
programmes, which could not be targeted in the study, but that could play an important role in the
future. Furthermore, questions arose on the extent to which existing programmes are being
evaluated and participants concluded that monitoring is essential to understand what works and
how to scale programmes up to the education system.
Ms. Elisa Briga (European Federation or Intercultural Learning - EFIL) then presented by prerecorded video a new project of the organisation on intercultural learning of teachers. The EFIL is a
network of thirty European organisations that promotes intercultural learning experiences through
secondary-school exchanges, either individual-, host family- or school-based. Teachers are central to
the network, so they decided to start the new project for their intercultural learning. It has been
piloted in Berlin in August 2017 and will be replicated in nine countries between October 2017 and
February 2018.
The training aims to develop the
intercultural competences that teachers
need in their classrooms. It is organised
around modules lasting about three days
and is open to teachers, educators and
school principals. Participants are
empowered to deliver the training
themselves, which allows the knowledge
to spread through a multiplier effect. In
the beginning of the training, educators
fill in a questionnaire to assess the level
of intercultural education in their school
and their own intercultural competences
in order to evaluate their specific needs.
The programme provides participants
with some institutional resources for intercultural learning from international organisations like
UNESCO, OECD and the Council of Europe. Participants are also introduced to a toolbox that was
designed especially to help teachers integrate intercultural learning in their curricula. It includes
several example activities, which are meant to inspire educators to develop their own curricula,
based on their specific school needs. The toolbox is developed in four sessions: tools based on the
whole school approach, cross-curricular tools, specific subject activities and tools to support
international mobility.
In addition to offering training, the project provides useful policy recommendations for participating
countries. In its current form, the training is offered as professional development for educators with
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a personal interest in developing their intercultural skills. The aim of the initiative is to integrate this
training as a mandatory component of initial teacher development, which is a challenging endeavour
since teacher training systems vary considerably across EU countries. Over the course of 2018, the
project will focus on building knowledge on specific secondary education systems and devising ways
to integrate their intercultural training programme within them.

Group discussions
After the two presentations, small group discussions followed on the following question:


What kind of knowledge, attitudes and skills do teachers require to navigate diverse
classrooms?

TABLE 1 (Moderator: Ms. Francesca Borgonovi, OECD/EDU)
Participants in Table 1 struggled to clearly separate knowledge from attitudes/values and skills that
initial teacher training should promote if teachers are to be able to effectively work in diverse
classrooms since the three are closely linked and mutually reinforcing. Among key knowledge areas
the group identified the following: knowledge
of second language acquisition processes,
knowledge of changes in the demographic
profile in their country to better prepare for
the future in their classrooms, strong subject
knowledge, and knowledge of the culture,
history and traditions of their own country.
Among key attitudes that teachers should
acquire or deepen during initial teacher
training are: cultural sensitivity and tolerance,
an open regard on contradictions, since these
are the “new normal”, a willingness to continue learning throughout their professional and personal
lives. Among key skills are: a habit of reflecting on one’s own experience, an ability to see and
respond to individual pupils even though they are part of a diverse group.
TABLE 2 (Moderator: Mr. Alessandro Ferrara, OECD/EDU)
Participants at Table 2 agreed that teachers should have some knowledge in the fields of cultural
anthropology, social psychology and possibly linguistics, but these disciplines are often optional
parts of initial teacher training. Teachers should be
aware of different cultural norms, even within the
specific subjects that they teach. Theoretical
knowledge should be, to the extent possible,
integrated
with
field-based
knowledge.
Additionally, teachers should be encouraged to
receive first-hand contact with the realities of the
communities in which their students belong, to be
more prepared to face certain situations in the
classroom.
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Attitudes that were deemed important for teachers in diverse classrooms were curiosity, openmindedness, awareness, tolerance and empathy. Attitudes are considered at least as important as
knowledge in most of the situations faced by teachers. For example, when dealing with different
languages in a classroom, general curiosity for the languages of different students can be more
important than a strong background in linguistics.
In terms of skills, most table participants agreed on the importance of communication and listening
skills. Knowledge is not transferred through one-way interactions, especially in diverse classrooms in
which teachers themselves can learn. In these situations teachers act as mediators of knowledge, so
their abilities to listen and communicate are fundamental. The second set of skills that were deemed
important includes problem solving, critical thinking and creativity. Teachers in diverse classrooms
face demanding situations and must be able to make fast and thoughtful decisions.
TABLE 3 (Moderator: Ms. Audrey Poupon, OECD/EDU)
Participants at Table 3 discussed what knowledge, attitudes and skills prospective teachers should
develop for teaching in diverse classrooms. In terms of knowledge, participants emphasised a sound
understanding of students’ cultural backgrounds, pedagogy, national curriculum, methodology,
indigenous languages or predominant immigrant languages and second language acquisition.
Teacher training should prepare teachers to plan for different levels simultaneously and to develop
theirs skills to create exercises that can be accomplished by all students, regardless of their language
abilities or levels.
A number of attitudes were deemed important for teaching in diverse classrooms. These include
beliefs that all children can learn and that all
students need to learn about diversity,
empathy,
understanding,
openness,
thoughtfulness, inclusiveness, seeing diversity
as an opportunity and motivation. For
example, teachers need to bring an inclusive
attitude to the classroom so that diversity is
seen as an opportunity rather than a
challenge.
Reframing the narrative around diversity is
also important. The attitudes of teachers
should not only be focused on how to support diverse learners but also on how it is equally
important for all students to understand the experience of diverse learners. The classroom as a
whole needs to adopt an attitude of recognising diversity not only turning the gaze on diverse
learners but how to help native-born students learn how to interact and create an environment of
social cohesion in the classroom.
Furthermore, participants discussed the type of skills necessary for teaching in diverse classrooms.
Communication, organisational and mediation skills were considered very important, in addition to
pedagogical tact and parent engagement. One challenge is the expectation for novice teachers to
have cultural sensitivities and be prepared for diverse classrooms but many of the trainers do not
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have these capabilities. Hence there needs to be a change in the way these skills are instructed in
teacher colleges.
Being aware of all students in the classroom is crucial so that teachers can note any changes in
student behaviour or achievement. This mindfulness towards students is key to the interaction
between students and teachers. The same mindfulness should be used in understanding cultural
education, which can otherwise operate as a force pushing students’ own culture to the periphery.
TABLE 4 (Moderator: Ms. Caitlyn Guthrie, OECD/EDU)
Participants in Table 4 found it challenging to differentiate among the knowledge, attitudes/values
and skills that are needed to prepare teachers for diverse classrooms. In regards to knowledge,
communicating in multiple languages; cultural knowledge; subject knowledge; and knowledge about
how to manage various sources of information were identified as important in preparing teachers
for diverse classrooms. One participant also suggested that knowledge of how to teach traumatised
learners, like refugees, and how to address layered issues (like home environment) associated with
child learning were important for teachers.
Participants agreed that having an understanding about what future classrooms look like, in regards
to demographic changes, more language and cultural diversity, and the role of teachers, will be
important factors to consider when preparing teachers to teach in diverse classrooms.
A participant from Norway explained
that every student in Norway has the
right to individualised instruction, but
knowing how to individually teach 28
different students is not an easy task.
To do this successfully, another
participant suggested that teachers
need “superhuman” skills, referring to
the empathy needed in order to
respond to the unique needs of each
individual student. Seeing the holistic child and being able to assess, track student progress and
adapt teaching to specific needs were other important skills identified by Table 4.
Between skills and attitudes, a participant from UNESCO expressed the need for teachers to be
aware of diverse situations and go beyond stereotypes and their own personal judgements. These
factors can lead teachers to have lower expectations for minority students, which can in turn have a
negative impact on student performance and learning outcomes. Changing this mind-set by being
more aware of personal judgements is important for teachers who are dealing with children from
diverse backgrounds.
Primarily under attitudes, participants agreed that teachers need to be culturally sensitive and
tolerant. One participant suggested that “contradictions are normal” when dealing with diversity in
the classroom, and teachers need to value and use diversity as a leverage to the benefit of all
learners. This participant also offered the idea that teachers need to have a “posture of learning,” in
that teachers are learning on-the-job every day and should reflect on classroom experiences to
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improve their teaching practice. A participant from Norway suggested that teachers tend to reflect
more on negative experiences, or at least these seem to stand out more at the end of the day. It was
agreed that teachers should also learn to reflect on positive experiences and share what works well
when addressing diversity in the classroom.

TABLE 5 (Moderator: Mr. Tarek Mostafa, OECD/EDU)
In terms of knowledge, participants at Table 5 identified the need for familiarity with child
psychology, cognitive development theory and language acquisition. In many cases, teachers are
confronted with immigrant students who do not speak the language of the country in which they
live. As such, teachers should be able to design their
activities according to students’ needs. This requires
knowledge of pedagogy and child cognitive development.
Participants also emphasised the need for intercultural
knowledge. Teachers should be able to understand the
context their students come from, their history and
culture. Some countries including Sweden have courses
that can help teachers understand and better
communicate with their students.
Content and Language Integrated Learning (CLIL) is an approach for learning content through an
additional language, thus teaching both the subject and the language at the same time. The
effectiveness of this teaching method was tested in Sweden and immigrant students were found to
learn better the language of the country while learning a subject.
Additionally, several skills could be seen as instruments to operationalise teachers’ knowledge,
including good communication skills, ability to manage conflicts, resilience in the face of difficulty at
school, leadership skills and ability to motivate and mentor students, and collaborative skills with
students, teachers and parents. In addition to
this, the ability to reflect on one’s personal
experiences is important especially when
teachers have a similar background to the
students.
Participants mentioned a number of attitudes
and qualities teachers should have in general
and especially if they are teaching immigrant
students. These include: openness, curiosity
about other cultures, and tolerance especially
when students diverge from the norms in terms
of their opinions and behaviours.
Participants also emphasised the importance that teachers have ambition and high expectations for
their students even if they come from disadvantaged or immigrant backgrounds. Respect and
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modesty were also mentioned as two key factors teachers should have in addition to self confidence
in one’s ability to make a difference in the life of students. Participants noted that these skills,
attitude and knowledge do not arise on their own. They require exposure. Training programmes can
help develop some of these skills, attitudes, and knowledge but experience in relevant contexts is
the most important.
Summary of Session 2:
Initial teacher training – evidence and country experiences
Session 2 examined the requirements of initial teacher training for preparing teachers for diverse
classrooms. Competence-based initial teacher education systems can be effective to prepare
student teachers for teaching in diverse classrooms, in addition to comprehensive curricular
approaches. Different kinds of diversity should be explicitly targeted in training programmes, and
classrooms should be constantly monitored and evaluated to measure the effectiveness of existing
measures. A paradigm shift in the approach to diversity is needed, which can be facilitated through
political and institutional support, strong partnerships and co-operation, good governance and
elaborated frameworks to link theory to practice.
Session 2 further offered an opportunity for participants to examine and discuss what type of
knowledge, attitudes and skills future teachers would need in order to effectively manage diverse
classrooms. Discussions identified some key knowledge areas, attitudes and skills that are crucial
and should be developed more systematically in initial teacher training.
For example, strong communication and listening skills, as well as creativity and problem solving are
crucial for teachers when working in diverse classrooms. Some knowledge of cultural anthropology,
social psychology, child cognitive development, Content and Language Integrated Learning and
second language acquisition are desirable knowledge areas that should be developed during initial
teacher training. Teachers would also benefit from being encouraged to develop attitudes such as
curiosity, open-mindedness, awareness of others, tolerance, empathy, and having high expectations
for their students.
Besides theoretical components of initial teacher training, it is also important that prospective
teachers gain practical experience in a variety of classroom situations and contexts. Additionally,
teacher educators need to be able to instruct their students the knowledge areas, skills and attitudes
necessary to be prepared for diverse classrooms.
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EVIDENCE AND COUNTRY EXPERIENCES
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SESSION 3: TEACHER PROFESSIONAL DEVELOPMENT – EVIDENCE AND
COUNTRY EXPERIENCES
Session 3 focused on discussing teacher professional development for diverse classrooms. Mr. Pablo
Fraser (OECD/EDU) presented on the OECD’s Teaching and Learning International Survey (TALIS) and
main findings on teacher professional development. TALIS focuses mainly on lower secondary
teachers and was conducted in 2008 and 2012. The next cycle will be take place in 2018 in which at
least 47 countries will participate.
Mr. Fraser started by recognising the continuous learning needs that teachers have. Continuous
professional development can help teachers gain new skills as they emerge in their classrooms and
society more widely. However, too often teachers are not supported in their professional
development and, professional development is not organised strategically and proactively in
response to forecasts of
needs but reactively to major
problems faced by teachers
and classrooms.
The UNESCO Sustainable
Development Goals (SDGs)
provide general guidelines in
several areas of social development and find targets and means of implementation for schools.
Target C of SDG 4 states that: “By 2030, substantially increase the supply of qualified teachers,
including through international cooperation for teacher training in developing countries, especially
least developed countries and small island developing States”. While the Global Indicators focus on
the provision of qualified teachers, the Thematic Indicators highlight the role of professional
development as a key indicator to monitor countries’ progress towards reaching the goal.
Mr. Fraser reminded that the 10th Policy Dialogue in Lomé, Togo, had just been organised by
UNESCO on the theme “Professionally Qualified Teachers” and how to help lower-middle income
countries understand and achieve the SDG targets. The conference explored four themes: 1)
Knowledge and competences, 2) Governance, 3) Values and accountability and 4) Addressing
Diversity. There was a clear consensus during the meeting on the interconnectedness of the four
themes. Diversity was tackled in each element and indicator.
Mr. Fraser further highlighted that in TALIS, 90% of teachers declared having participated in
professional development in the last year. Even in countries where participation was low,
participation remains above 70% indicating that there is a widespread culture of professional
development for teachers. Most teachers participated in professional development related to
knowledge and understanding of subject fields or pedagogical professional development. Far fewer
had participated in training related to multicultural and multilingual environments.
TALIS reveals that teachers in New Zealand, the United Arab Emirates and Shanghai (China) declared
having participated in multicultural professional development the most. Teacher professional
development is crucial for teachers’ job satisfaction: the more teachers participate in training, the
more they report being willing to remain in the profession. In terms of professional development
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needs, Mr. Fraser explained that in TALIS teachers declare having an important need for this type of
training and they would like to have more. In Brazil, Mexico and Italy teachers report having the
highest needs for this despite reporting receiving a lot of training. This could be a sign that either
teachers in these countries wish to continue improving their skills or that they are not satisfied with
the training they receive. In other countries such as France, the Netherlands and Norway teachers
report having no need for professional development relating to multicultural environments and also
report not having received any professional development for the topic.
TALIS also shows that teacher professional development which takes place within schools has the
most impact on teacher’s daily instruction and has been shown to be far more impactful than
training occurring outside the school. However, across all of the TALIS participating countries, the
norm is that professional development is conducted outside rather than inside schools. Moreover,
TALIS reveals that school-embedded teacher professional development happens in more affluent
schools where students come from high socio-economic backgrounds.
Other key factors that affect the quality of professional development include: duration of
professional development, responsiveness to the needs expressed by participants, and having an
emphasis on professional collaboration. Studies indicate that certain classroom practices that are
beneficial for students who attend diverse classrooms, such as working in small groups, receiving
feedback and having teachers who endeavour to make content relevant, are introduced as a result
of teachers undergoing training to implement such practices.

Leadership plays a key role in supporting teacher professional development. There are two types of
leadership practices that schools principals use to incentivise teachers to undergo professional
development: instructional and distributed leadership. In primary, lower and upper secondary,
principals who report higher levels of instructional leadership spend more time on tasks directly
related to teaching, learning and development of their teachers’ practices. Through distributed
leadership, school leaders integrate teachers in school decisions, which is associated with a shared
sense of purpose for teachers.
TALIS indicates that some professional development and leadership practices are effective in
changing teachers’ practices in the classroom. To prepare for diverse classrooms, professional
development should be embedded within schools by encouraging teachers to initiate a dialogue
with their colleagues and create a system of feedback. If school principals can dedicate space for
teachers to meet and work together, this can help to create a constructive learning environment for
teachers.
In the next round, TALIS 2018 will ask principals to provide information on the proportion of
immigrant students and refugee students in their schools. The survey will also include two new items
on diversity and more in depth information on factors that shape the quality of teacher professional
development. The aim is to inform policy makers on the extent to which teachers’ needs depend on
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the composition of their classrooms and what training would best serve teachers and, ultimately,
their students.

Discussion
When asked about his experience in the UNESCO meeting in Togo, Mr. Fraser replied that the
challenges faced by countries varied greatly but there was a consensus on the issues that mattered.
For some countries diversity is increasing rapidly due to the refugee crisis, for others it is linked with
the presence of minority groups. The commonality among countries is that there is now awareness
that the best way to deal with diversity student populations is not for education systems to create
homogeneity by discounting and ignoring the diverse life histories of students but, rather, to address
and respond to diversity. However, all countries are struggling to develop new and adequate
responses. One of the agreed values among participating countries was that respect for diversity and
human rights should precede any teaching standard.
One participant asked whether the over-instruction of teachers could be a problem. Mr. Fraser
indicated that finding the right balance is indeed important. A useful analogy is how education
systems set standards: in some education systems standards are so rigid that they do not warrant
teachers any autonomy. In others they are so loose that it is difficult to hold teachers accountable.
Teachers need to have the space to declare their needs and principals should assign and decide what
is feasible.
Another participant from
the OECD emphasised
that
success
in
guaranteeing access to
education
among
marginalised groups may
create new challenges
for
teachers
since
expansions of access will often result in greater diversity (because those that are traditionally left
out are immigrants, refugees and socio- economically disadvantaged students). Mr. Fraser
responded that many of the African countries present in Togo noted this issue and are now actively
looking for ways to provide quality support to teachers to face such new demands.

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


What type of professional development activity/programme (in terms of format, content
and methods) would be effective in developing the knowledge, attitudes and skills that
teachers need for diverse classrooms?
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TABLE 1 (Moderator: Ms. Francesca Borgonovi, OECD/EDU)
Rather than discussion a training module or initiative, Table 1 participants discussed how teachers
could be consulted to ensure that professional development activities aimed at promoting their
ability to respond to classroom diversity reflected their needs and priorities and how participation in
training could be determined in order to ensure the widest possible benefits.
In many schools training is seen by teachers as
a necessary evil that does little to help them
with what they need and that is not tied to the
experiences they have in the classrooms. The
first step would consequently be to develop
bottom up approaches to involve teachers in
the decision making process of training
activities. The first step would be to ask them
to verbalise their experience with diversity to
give them a chance to telling “if their iceberg is
melting and to share such experience”. The
second step would be to develop ways to ensure that teachers would be able to find their collective
voice. For example, teachers should be offered the opportunity to organise sessions where the
school principal led a discussion of teachers in the school, or external facilitators could be invited to
help teachers agree on their needs and priorities. Teachers could be encouraged to consider the
involvement of family associations, students and inspectorates. Discussions could also help teachers
identify how training should be prioritised and whether short, medium or long term needs should be
the focus of training initiatives.
With respect to participation, not all
teachers should necessarily take
part in training activities. In some
context, particularly for in-depth
training modules, some teachers
may be best placed to invest time
and resources to undergo training
and then feedback knowledge and
best practices in the school. School
principals
should
also
be
encouraged to identify who the
credible multipliers are among the
teaching staff to ensure that such
teachers participated in any training initiative and ensure wide take up among the whole school
network.
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TABLE 2 (Moderator: Mr. Alessandro Ferrara, OECD/EDU)
Thinking about a promising professional development activity, Table 2 first discussed the EU pilot
programme “Teaching controversial issues”, which aims to prepare teachers for complicated
situations that can arise in diverse classrooms. The training programme is being translated and
implemented in some Nordic countries. Each country should have its own version of the course, to
take country-specific norms and minorities into consideration.
Participants agreed that development
programmes preparing teachers for diverse
classrooms should be planned bottom-up,
according to a needs-based approach. They
should be provided only when actually
required and requested by teachers in
need. Teachers should be able to admit
their difficulties and seek help.
Portugal has a national programme for
teacher development that 663 schools
implemented although only 16 have indicated the need for intercultural diversity related courses in
professional development. This led to the conclusion that these programmes should be needs-based
and with a bottom-up approach. Participating teachers receive workshops composed of a first
session of 14 to 25 hours, on which they can produce material to implement those competencies in
the classroom. They then discuss with other teachers whether this material was successful or not.
Participants agreed that professional development programmes should include practical
components for teacher-students, as well as the possibility of having follow-up advice from teacher
instructors. Programmes should be structured as workshops, where teachers are first taught good
practices. They should then be given the
chance apply what they learnt with their
own students and subsequently discuss
their
experiences
with
teacher
instructors. This requires development
programmes to have a minimal duration
of two months.
Development programmes should also
be based on peer learning. Such
programmes should be administered to
large groups of the teaching staff of a
given school at the same time. In this
way, teachers having the same training on diversity can more easily support each other whenever
complicated issues arise in the classroom. Programmes should also encourage visit periods for
teachers or students in other schools, so that everyone can learn from existing good practices.
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In some countries (e.g. Denmark and the Netherlands), initial teacher development courses are on
broad matters such as religion and citizenship. In the Netherlands, a mandatory 20-hour course on
“Identity learning” is offered.
TABLE 3 (Moderator: Ms. Audrey Poupon, OECD/EDU)
Table 3 participants discussed what format and methods a professional development activity for
diversity could take. Many participants noted that all teachers should have knowledge in second
language acquisition. They should be teaching both language and their subject in their classrooms.
This would help teachers to have an understanding of the students’ knowledge beyond the language
difficulties they may be facing.
One participant shared that a hundred years ago, teachers visited households and would come for
dinners with the families of their
students. Teachers did not
traditionally
have
families
themselves and were not meant
to. The students’ families were
responsible for rotating and
taking the teachers in. Teachers
could gain a real understanding
of what was going on in the
home environment.
Participants agreed that a professional development activity should be centred around who the
students are and the support they need. Teachers should be able to push and drive student learning.
Thinking about professional development requires finding out first what students need and want.
Table 3 decided to base their professional development activity around teachers coming into the
student’s environment, which was taken from different practices proposed by participants. For
instance, teachers in New York City were brought to the neighbourhoods where their students were
coming from, which allowed teachers to not only gain a better understanding of the home
environment and cultural background of their students but it also reversed the roles. Students enter
a teacher’s environment when they step into a school or classroom but this activity places the
teachers in the student’s territory.
The group also felt that the idea of rehearsing
classroom scenarios could be beneficial to initial
teacher training and could help to prepare teachers
to deal with difficult questions and situations. This
practice is also conducted in the United States and is
called “Rehearsals”. Involving parents in this process
could be helpful and could create the contact
between school and home which is often lacking.
This professional development activity would also be based on an example in Hungary where
teachers participate in the teacher programme with a team of psychologists. The goal is to improve
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their pedagogical practice by observing themselves and understanding the psychological effects of
their teaching practice. Studies show that teachers knowing parents by name is important and in
situations where there are problems in the classroom, a closer relationship between parents and
teachers can help. For example, the Waldorf pedagogy goes so far as to prescribe organising weeklong activities between parents, teachers and students such as hikes to bring together the classroom
as a community.
TABLE 4 (Moderator: Ms. Caitlyn Guthrie, OECD/EDU)
Participants at Table 4 decided that in order to design effective teacher professional development, it
was first important to take stock of existing programmes. The TUAC participant commented that
diversity in schools and communities is not a brand new phenomenon; it has already existed and is
why countries have third generation immigrant students. However, integrating students from
different backgrounds or those who use different languages has not always been done well in the
past. That is why it would be important to learn from this experience and improve upon it.
The TUAC participant also offered an example from Citizens UK, which has worked to “accredit”
schools as “refugee welcome schools.” While this is not an official accreditation, the initiative has
been led by teachers who become “refugee welcome champions,” and engage in interschool
dialogue, leadership activities, and
community outreach to exchange and
share practices on how to effectively
integrate refugees into their school
communities. In Norway, all upper
secondary schools have diversity
support in theory, but in practice, going
into classrooms and learning by
action/doing seems to be more
effective. The Manitoba Province in
Canada is promoting diversity and
multi-ethnicity through a “critical
friends” initiative whereby teachers from different schools help each other to identify and improve
the ways in which indigenous students are included in the education system. Additionally, some
Canadian provinces have overseas programmes for professional development, whereby teachers
work with colleagues in other countries to learn from each other. In Estonia, while there might be
less of a teamwork approach, teacher collaboration is seen as valuable to improve diversity in their
practice.
The participants agreed on some potentially good aspects of a teacher professional development
programme:


They take place in schools and build the confidence of teachers;



Include a role for experts who can introduce new ideas based on practitioner research;



Include incentives for teachers to collaborate and reflect on their own practice as a built-in
part of their existing work, not as an additional responsibility;



Have adequate financial resources;
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Provide competence centers as a resource where teachers can go to develop their skills and
knowledge on addressing diversity issues;



Provide teachers with feedback on their practice.

Participants
argued
that
the
effectiveness
of
a
professional
development programme should be
evaluated by student feedback, assessing
how students report feeling about school
and learning. One participant also
suggested that when evaluating a
professional development programme,
teachers should be consulted. Teachers
are often seen as “instruments”, and
thus it was important to stop treating
them as tools and start supporting them
as people doing a difficult job. For example in Canada, there is a task force which works to address
mismatch between teacher professional development offers and the professional development that
teachers say they need.
TABLE 5 (Moderator: Mr. Pablo Fraser, OECD/EDU)
Participants first discussed some methods of professional development for diversity. An example of
a professional development activity was provided from an Austrian school, where teachers attended
a language class in Hungarian given by a colleague. None of them spoke Hungarian and their only
task was to learn and remember five words. But the teachers struggled to even remember five
words. They then commented that they did not realise what their foreign students went through on
a daily basis and that not understanding a language could be a real struggle. The activity was meant
to elicit empathy for foreign-born students.
Participants agreed that professional
development for diversity should be
based in experiential learning. Teachers
should be confronted with different
situations and values in order to
generate a sense of awareness and
empathy towards their students. Inservice teacher training should be based
on active-learning approach. Only if
teachers are exposed to active learning,
will they also be active teachers with
their students in the classroom. Adopting
active teaching strategy is crucial if teachers are to be able to engage students, especially those who
might feel alienated or isolated in a classroom environment.
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Professional development for diversity should also have a component to foster teacher cooperation. For example in Sweden, a local programme encourages teachers in a school to share a
book on pedagogical practices. The teachers then design a teaching plan to implement in the
classroom. After the end of their classes, the teachers meet again, share their experience and
analyse how the class went. These
types of methodologies consisted in
collaborative research learning which
relies on a trial and error approach to
training and in the support of
colleagues. Others agreed that these
methods should be aligned with the
teachers’ subject specific area because
other methods were required for
teaching science and language courses.
Mastering content is important for the
professional development for diversity:
teachers need to have a domain on
intercultural knowledge, language
acquisition
and
competence.
Additionally, the importance of
teacher learning under a human rights
framework is helpful. Civic education
plays a pivotal role in the dealing with culturally diverse classrooms.
Although participants agreed on the importance of mastering content knowledge, they considered
that this was a requirement for teachers all along their career; from initial teacher education to
initiatives of continuous learning. Thus, what distinguished professional development for diversity
from initial training (in other words, an in-service teacher from a pre-service teacher) was not the
content, but rather the pedagogy and methodology used to train the teachers.
Considering the format of professional development for diversity, participants discussed how such
activities could be supported and promoted. For example in Sweden, national or local funds are
provided to schools to develop these kinds of initiatives. However, mostly school leaders or a group
of teachers come up with ideas for these types of professional development. Principals' and teacher
leadership can thus play a key role in creating pertinent professional development.
It is also important to create a career progression around these instances of professional
developments. Teachers need to be motivated and encouraged to participate in continuous learning
activities and a clear career path with established incentives and performance levels seems to be the
adequate vehicle. The career progression model stands as the most efficient level for retraining
teachers, keeping them innovative and being responsive to the demands of the students.
Creating instances where teachers have the chance to speak to each other about the challenges that
they are facing in the classroom is also important. School should have spaces where the values of
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the teaching profession are discussed in light of increasingly diverse school environments and
societies.
Participants deemed a collegial approach of support important where teachers, principals and
parents can have a dialogue on the pedagogical challenges of teaching in diverse environments. This
can create a shared sense of purpose in the school that will help the proliferation of a learning
community. School networking and leadership could also help in this process.
Summary of Session 3: Teacher professional development – evidence and country experiences
Session 3 offered an opportunity for participants to share insights and learn from one another about
what type of professional development activities might be effective for preparing teachers to teach
in diverse classrooms. Teachers in many countries report a greater need for professional
development in teaching in multicultural and multilingual classrooms.
A common theme was that professional development for diversity should be based on experiential
learning. Teachers should be confronted with different situations, scenarios and values in order to
generate a sense of awareness and empathy towards their students. Both in-service teacher training
and professional development should be based on active-learning approach.
A number of promising approaches and professional development include exposing teachers to a
class in foreign language so that they could emphasise to greater extent with immigrant students
and their particular challenges of language and culture. Rehearsing different scenarios in the
classroom can also prepare teachers for handling different situations.
Another promising approach was for teachers to come into the student’s environment. For instance,
teachers in New York City were brought to the neighbourhoods where their students were coming
from, which allowed teachers to not only gain a better understanding of the home environment and
cultural background of their students but it also reversed the roles.
Providing teachers with regular feedback on their practice and facilitating the collaboration between
teachers both within and across different schools is also important to help teachers deal with
different challenges in classrooms and help them create a support network for teachers.
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SESSION 4: TEACHER DIVERSITY TRAINING – EVIDENCE AND COUNTRY
EXPERIENCES
In Session 4, participants examined hiring practices for teachers with an immigrant/ minority
background and how such teachers may have an impact on the academic and well-being outcomes
of all students. Ms. Ana-Maria Stan (European Commission), Dr. Travis Bristol (Boston University),
Mr. Roberto Breeveld (Liemers College) and Mr. Michael Breeveld (Dorenweerd College) were invited
to share experiences on these issues from European countries, the United States and the
Netherlands, respectively.
The session then included a plenary discussion on the following questions:


What approaches and policies can be effective for hiring and retaining teachers with
minority/immigrant backgrounds?



In what ways might these teachers have a positive impact on the academic outcomes and
well-being of students?

Ms. Ana-Maria Stan (European Commission) presented some findings from a 2016 European
Commission study on the diversity of the teaching profession. The study shows that teachers with
minority backgrounds are underrepresented in the teaching profession. This is a challenge because
first, it is important to provide equal access to the profession to every individual. Second, it has an
impact on talent management as the under-representation of teachers with minority backgrounds
might mean that the profession does not capitalise on the talent of all sectors of society. Third,
minority teachers may serve as role models for students with a minority background. Studies in the
US context show that having a role model has a positive impact on students: teachers with an
immigrant background show to have a
greater
sensitivity,
shared
responsibility for integration, more
awareness of minority student needs
and higher expectation for minority
students.
The study examines the barriers to
entering the profession and the policy
initiatives that promote integration. It
was a challenging undertaking to
conduct the study based on limited
data on ethnicity due to data
protection regulations. For example, in France it is prohibited to collect this data. The key result of
the study is that teachers with an immigrant background are clearly underrepresented in the teacher
population. In many countries, there are obstacles to entering teacher education programmes and
staying in the profession. Among the initiatives to overcome these obstacles a few address diversity
directly. In particular, there are high levels of disparities between the proportion of students and
teachers with an immigrant background in Denmark, Germany, Italy, and the United Kingdom.
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Countries in Eastern Europe show low levels of disparity which might be explained because in some
countries there is the right to teach in the mother tongue.
A number of barriers exist for entering the teaching profession. As PISA results have shown,
immigrant populations tend to have lower levels of achievement and lower levels of confidence
which can present a challenge in highly selective systems. In many educational contexts a high
proficiency level in the national tongue or proficiency in several languages is required. There is also a
lack of national resources to promote the participation of minority population in the teaching
workforce. In a few systems, the teaching profession has low prestige and low salaries which does
not attract candidates. It is also possible that minorities have previously had negative experiences
(e.g. discrimination in the school), which discourages them to enter the profession. The study also
shows that minorities may reject the monoculture approach that several initial training institutions
adopt towards teaching.
Besides difficulties in entering the teaching profession, several barriers also exist for staying in the
profession. Entering the profession is already highly competitive and minority teachers are
susceptible to discrimination and bias. Additionally, there are problems in recognising the
qualification of foreign teachers. Religious barriers can also play an important role: in some systems
most of the schools administration is placed under the Catholic Church (e.g. Ireland). Other systems
recommend not using any religious symbols in schools and public places (e.g. France). These might
all provide disincentives to work under such conditions.
Ms. Stan also discussed a number of promising national policies for hiring and retaining immigrant
teachers. For example, Austria tackles local minority groups and informs minority students about
teaching as a possibility for their careers. In Denmark, a teacher training institute is particularly
active for students with a minority background. In Estonia there are colleges to prepare teachers for
dealing with a minority population. The overall recommendation of the report to policy-makers is
that teacher policy should provide support all along the pathway. Initial teacher education has a
great responsibility, which central authorities could encourage, but it depends a lot in the willingness
and initiative of educational institutions.

Discussion
A participant from TUAC shared that in the UK there is a pervasive culture of racism and teachers
with a minority background are held back in terms of pay and progression. Disparities are growing.
For example in the North West of England where 25% of the population comes from a minority
background only 3% of teachers are minorities.
Other participants proposed that minority teachers could also be role models for non-immigrant
students. The presence of immigrant or minority teachers may help students without a
minority/immigrant background be exposed to positive role models from minority/immigrant adults.
In some countries there are strong barriers to become a teacher as teaching is a public service. Due
to public sector regulations, immigrant teachers are only allowed to work as substitute teachers. A
number of countries have also implemented teacher education programmes for refugee teachers.
For example, the University of Vienna offers an initial teacher education programme aimed at
teachers with refugee status. These are professional teachers in their own country of origin. The
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programme is tailor made to prepare refugee teachers for work in Austria. In Germany, the
Bertelsmann Foundation and the state of North-Rhine Westphalia have started a new initiative
targeting refugee teachers. During the first half year, participants receive German language training,
and in the second half they receive training in other subjects including pedagogy.
Asked whether low prestige or salary of the teaching profession applied to immigrant teachers or
the general population as barriers to entry, Ms. Stan replied that the low prestige only applies in
some countries. The study did not conduct a comparison between groups. However, results from
France showed that students with an immigrant background who had good academic results were
being targeted by large companies because they were considered resilient. They were offered better
paying jobs than the teaching profession.
Another participant commented that the issue of minority representation in the teaching workforce
reminded of gender representation. Education at a Glance shows on average that across OECD
countries, 85% of teachers in primary school are women. In tertiary education this is reduced to
45%. When asked how the education of children changes if more men are present in the profession,
Ms. Stan replied that there are some interesting intersections between migrant background, gender
and educational level. Most teachers with an immigrant background are in early childhood
education and primary education.
One participant asked whether the EU had any guidelines on overcoming barriers for teachers and
whether there have been any studies regarding parents’ perceptions. Ms. Stan replied that the
regulation of the teaching profession depends on each country. The EU did not have a study so far
on the perception of parents.
Another OECD participant explained that he participated in the implementation of a programme for
indigenous students in the south of Chile. Students classified as indigenous left their classrooms for a
few hours a week to receive language instruction in their mother tongue. Although students liked
the programme, their parents did not want their children to be targeted and removed from classes.
They felt that this instruction should be for all, not only for indigenous students.
Dr.
Travis
Bristol
(Boston
University) then shared some
insights from his research in the
United States (US) on policies to
recruit and retain teachers of
colour (non-white) and how these
findings affected practice. In the
US, there is a demographic
mismatch between the ethnicity of the general population and the composition of the teacher
workforce. Under Secretary Arnold Duncan, the programme "Black men to black board" was
launched. At that time, only 2% of teachers were black. However, the ethnicity of the population is
growing. Currently, there are more non-white students than white students in public schools. This is
a huge demographic mismatch.
This matters because of the added-value factor. Qualitative studies have shown that teachers of
colour are better able to attend to the emotional development of their students from student test
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scores. Quantitative data have shown that students exposed to teachers of colour do better in
standardised test. However, there is a trap surrounding this evidence; believing that the problem is
solved by providing students of colour a teacher of colour. Mr. Bristol shared that he became an
English teacher because of an inspiring white Jewish teacher. Given the qualitative and quantitative
evidence, it is important to retain and hire teachers of colour. There is a big attrition rate for black
teachers; many of them are leaving the profession for different reasons.
Mr. Bristol conducted a qualitative study based on 27 semi-structured interviews with black
teachers, in which they expressed some of the situations of their day-to-day life. They reported that
their colleagues were dismissive about their insights on how to deal with minority students. It was
difficult sharing ideas with colleagues about dealing with students of colour. Colleagues saw them as
behaviour managers rather than teachers; or police officers rather than teachers.
As a response, Boston developed a teacher network for male educators of colour. It provided socioemotional support to these
teachers. The issue discussed
concerned what the role of
male teachers of colour is
when teaching black students.
A teacher developed the
concept "math swag" to boost
academic confidence among
his students. He encouraged
appropriating the term "swag" in academic terms. The network serves as an opportunity to share
successful experiences with colleagues even when there were dismissed in their own schools.
Mr. Bristol encouraged states in the US to implement professional development programmes
designed to give teachers of colour opportunities to network and discuss their progress, challenges
and how to help their students. Despite the acknowledgement that different students learn
differently, there is little knowledge about how teachers learn. Developing programmes that
respond to the experiences of male/female teachers of colour is important.
More information is needed on how students perceive having a teacher of colour, what happens
when there is a racial connection and how non-minority students benefit. Mr. Bristol suggested that
the OECD collects data about the experience of ethno-racial minority teachers. OECD studies should
also explore how both ethno-racial students and teachers interact, and how such students learn
from minority teachers. Furthermore, Mr. Bristol suggested that the OECD should look into training
institutions and support member states to develop plans to recruit, support, and retain a diverse
teacher workforce.

Discussion
When asked about current progress with building a more diverse teacher workforce, Mr. Bristol
replied that fourteen US states are still committed and making progress. One participant asked what
the reactions of teachers have been to Mr. Bristol’s recommendations on teachers of colour. Mr.
Bristol replied that some white teachers feel attacked but many are keen to work with teachers of
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colour to improve their respective teaching strategies. Teachers of colour can also have a strong
impact on white students.
Another participant from the OECD remarked that many of the experiences that were examined in
the context of black teachers are typical of the experiences of women in the labour market.
Successful women are called to work as role models for other women and are requested to become
spokespersons.
A representative from the Secretariat shared that the discussion was very much in line with
discussions that were held at the most recent International Summit of the Teaching Profession. At
such meeting the US led the way in bringing the issue of diversity of the teaching profession to the
table.
Mr. Bristol explained that there have been initiatives in the US where white teachers were given
opportunities to develop the ability and the socio-emotional capacity they have to work with
students of all races and backgrounds. Professional development is crucial if teachers are to be able
to be successful in meeting the needs of each and every student. However, too many professional
development programmes do not do enough to take into account the unique circumstances of
teachers, their background, experiences and learning needs. Too many programmes are still white
centric. While this reflects the fact that there are few teachers of colour, the result is that such
teachers are discouraged to remain in the profession even when they decide to try it out. And those
who remain are curtailed in their professional development and learning trajectory.
One participant from the OECD explained that in TALIS, an indicator was proposed which asked the
country of origin to in-service teachers, but it was later dropped because it posed a problem for
some participating countries. However, some countries including the US have chosen to include this
optional question as the issue is of great interest there.
Another participant emphasised the importance that teachers’ experiences of being “diverse” as a
springboard for their willingness to support all students and work effectively in heterogeneous
classrooms. In fact, Mr. Bristol in his presentation emphasised the inspiration he drew from his
female Jewish teacher and the fact that such teacher might have differed from Mr. Britol in terms of
race and gender, but might have shared with him an experience of being “diverse”.
Mr.
Michael
Breeveld
(Dorenweerd College) and Mr.
Roberto Breeveld (Liemers College)
then presented on teacher training
and their experience in the
Netherlands. In the Dutch
education
system,
primary
education is up to 12 years. After
that students are examined and
placed in a vocational, applied
sciences or university track.
Children with a recent history of
migration typically attend a
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transition programme to learn the language and after that the majority is integrated in vocational
education programmes.
Currently, there is no active policy in the Netherlands about hiring teachers with an immigrant
background. However, in larger cities, teachers with an immigrant background are more prevalent.
Diversity in the Netherlands has two main sources: migrants from the former colonies of Suriname
and the Antilles. and labour migration from Turkey and Morocco. Migrants are over-represented in
the lower educational levels in the vocational education stream. Only a quarter of migrants attain
higher educational levels, which is a necessary requirement to be able to pursue a teaching career.
The presenters shared some anecdotes and experiences of minority teacher students (trainees) in a
teachers’ college. Overall, students were shocked about their experience in the training institution
and how ill equipped teacher trainers were on dealing with their specific needs and wants. Many felt
that trainers were conspicuously unaware of the impact that words can have in the classroom: as
training teachers they did not feel well understood and supported and they did not feel that the
trainers gave them the tools to support minority students in the classroom if and when they joined
the teaching profession.
During teacher training, trainees had a discussion on a competence framework on diversity, but such
discussion lasted only around one hour, and trainers were not very well prepared. Trainees reported
that during their training they often decided not to report on their feelings, emotions and lack of
understanding that they felt trainers had because they feared confronting trainers due to
differences in their relative power. Most trainees felt that their trainers lacked the empathy that is
necessary to be able to understand what it means to be a minority teacher and what the
experiences minority trainee is common. However, most trainees were happy to have chosen the
teaching profession. They believed that all the difficult experiences they have had in life could help
them in the future and were highly motivated to continue the programme.
Mr. Roberto and Michael Breeveld shared their own experience as minority geography teachers and
how they are often approached by minority students. They reported a great need for the teaching
workforce to resemble the diversity of the student body, not only in terms of ethnicity, but also
gender and sexuality.

Discussion
One participant from the OECD remarked that teachers are often required to be role models or
examples of how to tackle diversity.
However, a system should not
depend on heroes. That is why
institutions and organisations that
support teachers are needed.
Diversity
is
not
only
the
responsibility of teachers, but
everyone’s responsibility. Others
also noted that teachers were under
a lot of pressure, but were still highly
motivated. More support with dealing with such pressure was important.
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Another participant shared that France has a different approach to tackle diversity. Some aspects of
identity are private and in France great value is placed on ensuring that individuals only express their
public rather than private persona. This determinates the French refusal to ask questions about
people’s ethnicity. However, an increasing sense of disaffection and a lack of understanding for
these principles means that it would be important to consider what approach best serves the
interest of ensuring equity, equality and fairness in dealing with diverse student populations.
A participant from Denmark shared that there is a difference between intercultural dialogue and
education citizenship. Citizenship brings people together to make the country grow while
intercultural dialogue can help to understand differences.
Summary of Session 4: Teacher diversity – evidence and country experiences
Session 4 offered an opportunity for participants to share insights and learn from one another about
policies and practices that are developed to hire and retain teachers with an immigrant/minority
background. While classrooms are becoming increasingly more diverse, the teacher population is
still relatively homogenous. That is why many countries have introduced programmes to train, hire
and retain teachers with immigrant or minority backgrounds. Barriers to build a diverse teaching
workforce take place at every step of the education pathway, starting at entry into initial teacher
education, and all the way to retention in a particular school. In addition, some countries have
regulations on public sector professionals in place, which do not allow immigrant teachers to pursue
a teaching career. Being aware and breaking down some of those barriers, while guaranteeing
quality control mechanisms, could go a long way in facilitating and promoting access and retention
of immigrant and minority teachers in the teaching profession.
The session also provided an opportunity to discuss the impact that diverse teachers may have on
students’ academic and socio-emotional outcomes. While evidence still remains limited (at least in
Europe), some studies show that having teachers with immigrant/minority background may not only
be beneficial for students with immigrant, ethnic or racial backgrounds, but for all students. Diverse
teachers may serve as role models and provide greater understanding for students with different
needs and backgrounds. However, more evaluations are needed to assess the impact of such
teachers on students.

46

such teachers on students.

SESSION 5: INDICATOR DEVELOPMENT AND
EVALUATION MECHANISMS
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SESSION 5: INDICATOR DEVELOPMENT AND EVALUATION MECHANISMS
In Session 5, participants explored existing indicators and evaluation mechanisms to assess diversity
in classrooms. Ms. Chantal Manes (SICI) and Mr. Thomas Radinger (OECD/EDU) were invited to share
some findings on these issues from their work. The session aimed at discussing the following
questions:


How is diversity defined across countries?



What indicators are used for collecting data on teaching in diverse classrooms?



What evaluation mechanisms exist for assessing the effectiveness of teaching in diverse
classrooms?

Ms. Chantal Manes, President of the Standing International Conference of Inspectorates (SICI),
provided an overview of SICI and highlighted different approaches to inspections in Europe. The
mission of SICI includes supporting the professional development of national inspectorates,
encouraging co-operation between inspectorates, and making SICI’s voice better heard in the
international debate about education. She then explained the polysemy of the word diversity and
how this influences the work and indicators that exist in the field today.
Ms. Manes discussed the methods
that external evaluators use in
different
member
countries,
highlighting that most countries
carry out an evaluation in three
steps. First, they prepare the
evaluation of the school or
teachers, which is organised either
at the central or local inspectorate
level. Some countries organise a
dialogue
between
the
school/teacher
and
the
inspectorate. The degree of shared
preparation differs by country.
Second, the school/class visit takes
place, which is generally a
mandatory
component
of
inspections. It helps inspectors to understand what happens in schools through observations, talking
with teachers, parents and students. Third, the inspector/s write a written report, which may be
shared with the public, depending on the national policy.
Ms. Manes outlined the two approaches to inspection in Europe. The first, market-oriented
approach, suggests that reports provide insights to the public and parents in support of school
choice. This is typical in England, for example. The second approach is rather public sector oriented,
and more commonly seen in countries like Scotland or France. In this case, the report is meant to
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provide feedback to the school or the teachers to help the public service to be improved, not to be
shared with the general public. These approaches have broad ranging implications not only in who
the key stakeholder is, but also how the report is prepared, presented and used.
The inspection process differs in terms of methods in European countries. For example, in the UK,
OFSTED, the national inspectorate agency, outlines a framework and common criteria that all
inspectors are obliged to follow.
Inspectors also pay special attention
to disadvantaged groups and monitor
the quality of teaching and learning
as one of the four main observations.
In France, a greater focus is placed on
individual teacher evaluation and a
framework exists of 14 competences
and skills to determine teacher tenure. The fourth competence on this list refers to taking into
account the diversity of children. The capacity of schools and teachers to take into account diversity
is often included explicitly in evaluation frameworks.
Ms. Manes mentioned that including diversity in the inspection framework is beneficial, although
lack of specific criteria on how evaluations should determine the effectiveness of teachers and
schools in serving diverse populations hampers the usefulness of inspections for teacher and school
level improvement. For example, there is no international or national convention which could serve
as a basis to help evaluation frameworks evolve in defining the adequateness of teacher and school
responses to immigration-driven diversity.
Ms. Manes then outlined a comparative study on exploring inclusive education. Findings included
the need for developing the knowledge and skills of teachers. Additionally, teachers expressed
concerns regarding pressures placed on them in terms of diversity management in their classrooms
and on their capacity to deliver inclusion in their teaching. Ms. Manes concluded that while the issue
of diversity is a priority for many, it remains a challenge to deliver. School counselling and teacher
training are two main roads to be explored to promote system-level improvement.

Discussion
One participant from France mentioned the important role that inspectors play in public policies, in
that they can aid in facilitating and blocking policies/reforms on diversity. Reforms are linked to the
inspectorate, and ministries are dependent on these bodies.
Talking about inspection and the role inspections can play in guiding teachers better understand the
needs of diverse communities is important. For example in Hungary, the culture of inspectors has
faded despite the fact that, due to the autonomy teachers have within the classroom, it is
particularly important to monitor what they are doing with their time to ensure quality but also
capitalise on innovative and effective approaches.
Another participant asked a question concerning the “new normal” of diverse classrooms and
whether inspectors should be equipped with the tools to understand diversity. If they have
preconceived notions due to previous experiences, this could unduly inform the inspection process.
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One participant responded that in teacher education there is rarely a talk about inspectors, and that
the discourse on diversity is different for example between European countries and the Americas.
Another participant asked about the degree to which teachers are being trained to think about the
positionality of teachers and inspectors.
One participant from Chile mentioned the
perceptions of the inspectors during the
assessment, adding that the selection of
textbooks was important in order to
represent the diversity of classrooms or
the world in which we live.
Ms. Manes responded that the most
important mission at SICI is to encourage
and support the professional development of inspectorates. She highlighted that an important issue
on the agenda is how the practices of inspections and evaluations happen in a changing world, and
how innovation happens.
Regarding the professional development of teacher trainers, Ms. Manes suggested that this differs
by country. She highlighted France as an example where regional inspectors and teacher trainers
work closely, although this is not the case in other countries where there is a separation between
inspectors who see what is happening and make a diagnosis but are not responsible for teacher
trainers and do not make recommendations.
Ms. Manes also mentioned that outcomes must be defined in order for external evaluation to occur,
which is why it is important to develop, define and identify indicators amongst diverse groups and
build a broad consensus around such indicators. Ms. Manes suggested that changing the perceptions
of inspectors is a priority, as they should not be perceived as a “flight of external judges”. It is not
possible to support individuals/practitioners when they fear inspectors and evaluations.
An OECD participant asked which indicators could be used to evaluate diversity. In some contexts,
diversity is measured as a contextual factor, such as the percentage of students with minority ethnic
background but it is rarely considered in terms of outcomes, such as the learning outcomes of
diverse population subgroups. For example, the Fitzallan High School in Wales recently received an
excellent rating from the Inspectorate both in terms of diversity and outcomes, which is rather
unusual.
A participant from Spain mentioned that the dropout rate for immigrant children is twice as high as
for domestic students. It is important to assess whether the system is working for inclusive
education or whether it is feeding into segregation and exclusion of some groups of students.
Another OECD participant mentioned that diversity is difficult to observe, and if inspectors do not
have more detailed information on students in the classroom, they have to make visible judgments
of students which might not be reliable.
Ms. Manes mentioned the need to distinguish between inputs (e.g. classroom practices) and outputs
(e.g. grades). She said a number of practices can be observed, but it is difficult to be objective on
whether practices in a school tend to be implemented or not.
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In France, a national study is conducted every year that considers information such as the socioeconomic profiles of students in the school and the results at the end of middle school. When
students arrive in the high school, based on the socio-economic status of students and their previous
test scores, the inspectorate can project how well students will do in the baccalauréat (high school
exam) in each school and compare this to the actual results of the school. If a school exceeds its
predicted results, it enters into a ranking based on this measure. The top schools in this exercise are
not necessarily those in privileged areas, and this is a way to promote, showcase and encourage
schools that take measures to support disadvantaged children.
Another researcher asked how to measure diversity and whether this was something we can control
or a state of being, and if it should be thought of as a natural trait or as a set of practices. Another
participant from Chile pointed out that diversity should be incorporated into the curriculum, rather
than just schools celebrating different cultural holidays.
Ms. Manes concluded the discussion by talking about how diversity can be promoted to students, by
the message used in the class, in the school policy and in how parents are involved or community
work is done. The needs of each student need to be identified and this must be the objective of the
work.
Mr. Thomas Radinger (OECD/EDU) then presented an OECD project that looked at evaluation and
assessment in 29 countries from 2009 to 2013. The presentation focused on formative assessment,
summative assessment and
system monitoring.
Formative assessment places
students at the centre and offers
the ability to monitor their own
learning and act on this
understanding
to
make
improvements. Mr. Radinger
mentioned that teachers embed
assessment in regular and dayto-day classroom practices to see
what different students know and can do, as well as how the teacher can better help them learn.
This has received attention at the policy level and has been strongly taken up in policy frameworks.
Large-scale assessment has been designed to provide feedback to students, schools and teachers
concerning how well students are doing. Mr. Radinger further shared that it is one issue to place
formative assessment into policy frameworks, and another is to reach the classrooms and teachers.
There might also be confusion about what formative assessment means in the classroom.
Next, he explained summative assessment which alongside formative assessment is using
assessment as part of learning. It still remains important inside classrooms and internally in schools
but also in high stakes central examinations. Assessments can be biased against different groups of
students based on various factors such as socio-economic status, gender, ethnicity and language (i.e.
by using complex language which is difficult for second-language learners, or choice of format such
as multiple choice). Therefore, it is important to develop teachers’ ability and awareness of inclusive
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assessments to cultural differences, and general differences among their students. There is always a
risk of bias in an assessment, and it is crucial to use a range for students so they have multiple ways
of demonstrating abilities.
Mr. Radinger explained how using standardised assessment to monitor how a system meets the
needs of students is possible. National monitoring is well established through national assessments
and surveys of parents and teachers, as well as through longitudinal research. Monitoring at a
system level has the potential to consider equity and target resources and policies to schools and
students.

Discussion
One OECD participant shared that in the case of Chile, different national tests can monitor a number
of characteristics of diverse students. It is possible to monitor how many minority students are in
schools, whether the school is urban or rural, and analyse whether the school performs well
depending on contextual factors. Well-performing schools (in their context) are rewarded with
monetary incentives and ‘big achiever’ statuses. There are 35 or 36 classifications of well-achieving
schools available in Chile, which are informative for the schools. However, such detailed
classification is not always used or understood by ministers, and more simple classification of ‘bad,
medium and good’ schools is often adopted. Another participant added that many external
evaluators are trying to address how to use numbers and results of assessments at national or local
level to give feedback to policy makers in a region or school or classroom.
Another OECD participant mentioned that potential biases in summative assessment could also
happen in formative assessment (for example, teacher practices can be biased towards different
students, and tracking
decisions can be made
based on these biases) and
asked whether such biases
were also addressed in the
OECD report.
In response, Mr. Radinger
explained that the project
focused
on
bias
in
summative assessment and
not
in
formative
assessment. Nonetheless, he agreed that bias is also an issue in formative assessment and how
students can use assessment well to identify needs and respond to them.
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Summary of Session 5: Indicator development and evaluation mechanisms
Session 5 offered an opportunity for participants to share insights and learn from one another about
developing indicators and evaluation mechanisms for diversity in classrooms. Diversity in the
classroom is difficult to define and measure. Additionally, it is important to distinguish between
inputs (e.g. classroom practices) and outputs (e.g. grades). While different practices can be
observed, it is difficult to be objective on whether practices in a school tend to be implemented or
not.
Different types of assessments and monitoring are used by countries. For example, formative
assessment places students at the centre and offers the ability to monitor their own learning and act
on this understanding to make improvements. Teachers embed assessment in regular and day-today classroom practices to see what different students know and can do, as well as how the teacher
can better help them learn.
In summative assessments, it is important to develop teachers’ ability and awareness of inclusive
assessments to cultural differences, and general differences among students. A risk of bias exists in
an assessment, and thus it is key to use a range of assessments for students so that they have
multiple ways of demonstrating their abilities.
What is clear is that many countries find it difficult to assess teaching in diverse classrooms, given
the limited data and indicators available as well as limited evaluation mechanisms, at least in some
countries. Yet evaluation is important in all fields discussed in the forum, ranging from incentives to
teachers, resource allocation, initial teacher training, professional development and policies towards
teachers with immigrant backgrounds. Considerable differences exist across Europe and the OECD
countries in the extent to which indicators and evaluation mechanisms have been developed.

CLOSING
Ms. Francesca Borgonovi (OECD/EDU) summarised lessons learnt throughout the forum as well as
the next steps of the project. She thanked the participants for making the second forum such a
success and wished them safe travels home.
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ANNEX: PARTICIPANTS
FORUM PARTICIPANTS
OECD members:
Australia
Austria
Belgium
Canada
Chile
Denmark
Estonia
Finland
France
Hungary
Italy
Korea
Latvia
Mexico
Norway
Portugal
Spain
Sweden
Turkey
United States

Other:
TUAC
UNESCO
European Union
Open Society Foundation
University of Vienna
Boston University School of Education
ASF Intercultural Programmes
Liemers College
Dorenweerd College
Standing Conference of International
Inspectorates (SICI)

PARTICIPANTS IN GROUP DISCUSSIONS
TABLE 1:

Belgium, Canada, Chile, Estonia, Mexico, Norway, UNESCO, AFS, Dorenweerd
College

TABLE 2:

Australia, Denmark, Finland, Latvia, Portugal, European Commission, TUAC, Liemers
College

TABLE 3:

Hungary, Norway, Spain, Sweden, Turkey, TUAC, Boston University School of
Education, Open Society Foundation

TABLE 4:

Canada, Estonia, France, Norway, United States, TUAC, UNESCO, University of
Vienna

TABLE 5:

Austria, Norway, Sweden, UNESCO, TUAC, SICI
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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
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