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1. Introduction
1.1. The ‘ENACTED’ Project
This report is part of the ENACTED project, a European Network of Active Civil Society for Education and
Diversity. ENACTED is a 3-year Erasmus+ project involving actions in 4 EU countries and bringing together
partners with high expertise and experience in the field of inclusive education which altogether comprise
the ENACTED consortium: OXFAM ITALIA (Italy), STIMMULI FOR SOCIAL CHANGE (Greece), CESIE (Italy),
ALLILEGGIE SOLIDARITYNOW (Greece), CARDET (Cyprus) and MAGENTA CONSULTORIA PROJECTS SL (Spain).
The purpose of the ENACTED project is to support European educational systems and particularly schools to
respond effectively to the diverse needs of Newly Arrived Migrant Students (NAMS) fostering their
integration in both education and society as prescribed by the United Nations’ Sustainable Development
Goal 4 (UN, 2015), and in line with the European Pillar of Social Rights (EC, 2017) which asserts that ‘Everyone
has the right to quality and inclusive education, training and lifelong learning in order to maintain and acquire
skills that enable them to participate fully in society and manage successfully transitions’.
Particularly, ENACTED aims to facilitate the collection, analysis, exchange, diffusion and evaluation of
promising practices of inclusive education implemented by Civil Society Organisations (CSOs) that have
become valuable actors in welcoming and providing educational and other services to NAMS and their
families during the recent refugee crisis, filling in national and EU policy gaps (Dassis in EESC, 2017). This will
be achieved through the following project’s main anticipated results:
•

•
•

the creation and establishment of a new international online networking platform, the ENACTED
Inclusive Education Acceleration Online Platform, that will create the space for synergies between
CSOs and primary and secondary schools working with NAMS;
the creation of a transnational network of CSOs and schools committed to working together to
improve the lives of NAMS and provide inclusive and quality education to all disadvantaged learners;
the identification and diffusion of beneficial educational practices developed by CSOs into the form
of a Depository of Innovative Practices for Inclusive Education (DIPIE) that will be part of the project’s
Inclusive Education Acceleration Platform acting as a powerful tool for enhancing the professional
development of teachers and educators in dealing with NAMS.

1.2. An overview of this report
Acknowledging the pressing educational challenges recently created in European countries as a consequence
of the recent influx of thousands of migrants and refugees in Europe and the differentiation of European
education systems, policies and educational approaches to integrate a particularly diverse group of children
with special educational and psychological needs, it is more than evident that a holistic and comprehensive
overview of the existing policy contexts, knowledge, needs and challenges on migrant and refugee
integration in education at a European and national level is needed.
Additionally, laying upon the active involvement of CSOs in the current migration crisis by providing effective
responses at a local level to the various challenges connected with the integration of NAMS in education,
our project aims to promote the incorporation of CSOs as vital partners and actors in the design and delivery
of educational policies and initiatives and support them in becoming more upscaled and effective. To achieve
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the above, various issues connected to the current and potential role of CSOs should be examined and a
thorough analysis of relevant policy reforms needed to put in place should be conducted.
As such, ENACTED, through the activities of Work Package (WP) 2: State of the art on practices of inclusive
education, aims to identify existing policies, educational systems, integration challenges, education needs
of NAMS and already tested effective practices developed by CSOs in the participating countries that
facilitate migrant and refugee integration in education with a particular focus on NAMS. Ultimately, WP2 will
produce a set of selection criteria for the classification of the identified practices that will form the collection
of innovative and effective practices that will be included in the Depository of Innovative Practices for
Inclusive Education (DIPIE) which forms part of the project’s innovative acceleration platform and which will
lay the foundation for supporting their scaling up.
This report, as an integral part of WP2, aims to synthesize the policy profiles of the participating countries
(Spain, Italy, Greece and Cyprus) with regards to practices of inclusive education adopted as a response to
the reception crisis or so called “refugee crisis” which emerged in 2015. Particularly, this report attempts to
provide a comprehensive overview of the following issues:
•
•
•
•

build the conceptual foundation of the project through a detailed overview of policies and laws,
educational systems and training programmes in the participating countries;
explore the main challenges that impede the integration of migrants in education, with a particular
focus on NAMS;
investigate the current role and level of involvement of CSOs in providing educational support to
NAMS in the participating countries;
provide a set of policy reforms/improvements to better address the challenges posed by migration
and mobility flows in the field of inclusive education.

As a starting point, the following chapter provides the national contexts with regards to how NAMS are
identified in the national legislative and educational frameworks, their numbers and demographic
characteristics, the age limits of compulsory education, the maximum time period for their enrollment
into schools in partner countries, as well as statistics concerning NAMS’ education and territorial
disparities. In Chapter 3, a brief overview of the national policies is provided. Particularly, national laws
and regulations regarding the integration of NAMS into the national education systems and the level of
attention to public spending on migrant education are presented. Chapter 4 provides an overview of the
national education systems, the institutional arrangements and teacher training programs put in place
in order to address the educational needs of NAMS. Chapter 5 highlights the challenges that are currently
impeding the integration of NAMS in education and Chapter 6 refers to the synergies between formal
and non-formal education providers, and the current level of CSOs involvement. Finally, Chapter 7
ponders on the policy reforms and the improvements that need to take place for a holistic approach that
will integrate NAMS both in schools and their communities.
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2. Exploring the context of the ENACTED countries
2.1. Defining NAMS
According to Public Policy and Management Institute (PPMI, 2013), “Newly Arrived Migrant Students
(NAMS) are defined as persons up to 18 years of age, born outside their current country of residence to
parents also born outside this host country and who have arrived in the EU host country during or before
the age of compulsory education and enter formal education in their host country.” Within ENACTED, NAMS
include the categories below:
-

Refugee and asylum-seeking children: Children who have fled their home country and applied
for international protection in the host country.
Unaccompanied minors: Children who have moved to another country without their parents,
caretakers or other adult supervisors.
Migrant children: Children who have parents/caretakers who willingly decided to migrate for
work, study or other purposes.
Returning migrant children: Children who have moved abroad for some time and returned to
their country of origin.

Having a thorough look on how NAMS are being defined in the different contexts examined within ENACTED,
we present below the case as observed in Spain, Italy, Greece and Cyprus. More specifically, in the Spanish
context, NAMS are defined as under-age immigrant students who need specific adapted resources to
achieve full educational integration. A specific part of this definition is the sub-group called MENAS (Menores
Extranjeros No Acompañados – unaccompanied immigrant minors), meaning unaccompanied minors that
arrive from other countries without their parents or the tutelage of any other adult. Then, the State itself is
responsible to take care of them (ACCEM, 2018). These students usually belong to families with limited
financial resources and, in most cases, the language of their country of origin is different from the language
of the host country. A high percentage of these minors have never attended school in their country of origin,
because education was not compulsory or because they had to do other tasks such as working to help with
the family's economic subsistence. A large part of foreign students enters the Spanish educational system
from disadvantaged linguistic, cognitive, social and family positions, and therefore have difficulties in coping
with their educational experience successfully (Grau et al, 2016).
In Italy, foreign minors newly arrived from their country of origin, enrolled for the first time in the school
system, are commonly referred to as NAMS (MIUR, 2014). However, what defines the condition of NAMS,
regardless of the period of stay and the legal status, is the level of Italian speaking that allows or does not
allow the student to follow the curriculum of the placement class at various levels. Alongside children and
young people with no-Italian citizenship who are immigrants accompanying the family, there are other types
of NAMS who, although with different migration backgrounds, lack of Italian knowledge:
-

Reunited with one or both parents, generally born abroad;
“Commuters”, born in Italy, entrusted for a period to relatives in the country of origin and then
returned to Italy. They are NAMS pupils for all intents and purposes.
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-

-

Alone foreign minors (or Unaccompanied Foreign Minors) from non-EU countries who have
arrived on Italian territory in the absence of third parties such as parents or adults who have legal
responsibility, assistance and representation on their behalf;
Arriving in Italy for international adoption, full-fledged Italian citizens, often arrived in Italy in
early childhood, whose level of Italian speaking is generally related to the period of early
childhood exposure to Italian as a second language.

As far as the legislative and educational framework of Greece and Cyprus is concerned, there is no specific
definition of NAMS provided. However, in Greece despite the lack of an explicit definition, NAMS are
identified as a separate target group in terms of the policies adopted regarding their integration into the
education system. This identification is related to institutional arrangements aimed at introducing the newly
arrived school-aged children to the Greek education system and at supporting their language needs (PPMI,
2013, pp. 48-49). No distinction with regard to their legal status is made, since the Greek state recognises
the fundamental right to education for all children and tries to ensure their access to compulsory education.

2.2. Migration population and demographic characteristics
Throughout history, Europe has been a crossroads of human mobility. Migrants and refugees constitute an
important aspect of European history and culture. Recent migration trends reveal that the issue of migration
has become rather complex especially since 2015, with the so-called “refugees and migrant crisis”, as Europe
has been dealing not only with an increasing number of asylum seekers but also with a great diversity in
terms of origins of migrants (Migration Data Portal, 2020). In 2019, around 38 million non-European migrants
lived in Europe (IOM, 2019) and 2,4 million refugees and 860 thousand asylum seekers entered Europe at
the end of 2018 (Eurostat, 2020a). As presented in the figure below (IOM, 2019), in 2018, Germany and
France hosted the largest population of refugees and asylum seekers in Europe. On top of that, Italy and
Greece are also represented therein with Italy taking the 3rd place and Greece the 8th.
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Figure 1: Top ten European countries by total refugees and asylum seekers, 20181

According to UNICEF (n.d.), one third of the refugees and migrants who have arrived in Europe are children.
Migrant children (including unaccompanied minors) registered in the EU remains high, as arrivals of children
increased by 7% in 2019 (33.200) compared to arrivals in the previous year (30.085) (Unicef, UNHCR and
IOM, 2020). In 2018, according to the latest Eurostat data, the total number of migrant children from outside
the EU below the age of 15 in Europe was 249.223 (Eurostat, 2020b)2.
In Table 1 below (Eurostat, 2020e), we observe the total number of asylum applicants below the age of 18
as reported by Eurostat for the countries under examination. Looking into the asylum applicants on an EU27 average, a slight increase can be seen from 2017 to 2019. On a country basis, it was observed that in Spain
the number of applicants has drastically increased from 2017 whereby the number was 8,460 to 2019
reaching 22,175 applicants. In Cyprus, the number of asylum applicants was doubled from 2017 to 2019. As
far as Italy is concerned, a drastic decrease in the numbers of asylum applicants is observed, with them being
15,520 in 2017 while falling during 2019 into 6,625 in total. Finally, Greece has witnessed a huge increase in
this number after the mass influx of refugees and the external borders restriction in 2016. Particularly, 2.500
asylum applicants under 18 were observed in 2015, with latest numbers showing a continuous increase,
reaching 19.720 in 2016 and finally 25,360 applicants in 2019 in total (Eurostat, 2020e).
1

“Hosted” refers to those refugees and asylum seekers from other countries who are residing in the receiving country
(righthand side of the figure); “abroad” refers to refugees and asylum seekers originating from that country who are outside of
their origin country. The top 10 countries are based on 2018 data and are calculated by combining refugees and asylum
seekers in and from countries.
2
Data missing for IE, EL, MT, AT, RO, SI and UK
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Title

2017

2018

2019

EU-27

206,005

19,620

207,215

Spain

8,460

11,275

22,175

Italy

15,520

10,185

6,625

Greece

19,790

21,770

25,360

Cyprus

690

1090

1,205

Table 1: Asylum applicants under 18 years

Especially in Spain, the data of Table 1 are being further backed up by different reports and analysis done on
a national level. According to a report developed by CEAR in 2019, Spain broke during 2018 its historic record
of 54,065 asylum applications and was the fourth country in the European Union with 8% of the total asylum
applications (CEAR, 2019). 20,992 migrants arrived in Spain by sea between January 1 and July 25 2018,
tripling the amount that was registered for the same period during the previous year. This, together with
arrivals by land (3,125), makes up a total influx of more than 24,000 of people who arrived to Spain in a nonlegal and formal way up to July 2018 (Tidey et al., 2018).
The number of foreigners increased by 285,554 during 2018, to a total of 4,848,516 as of 1 January 2019 and
during the first semester of 2019, the number of immigrants in Spain increased by 183,073 people, reaching
a total population of immigrants of 5,023,279 (Data as of July 1, 2019 from the INE). The main nationalities
of the foreign immigrants were Moroccan (with 60,926 arrivals in Spain), Colombian (53,247) and
Venezuelan (46,825) (INE, 2019).
The profile of these immigrants is, for the most part, people who come from impoverished countries with
poor living conditions, coming to Spain in search of new opportunities. To the migratory flow of recent years,
we must add a significant increase in Syrian refugees fleeing the war. Spain has received about 1,200
refugees in 2019, a thousand in 2018 and almost 1,500 between 2015 and 2017 (Martin, 2019). A high
percentage of this number of immigrants are unaccompanied minors of compulsory school age,
corresponding to 80% of the total number of migrant children in year 2015 and a little more than 50% in
years 2016 and 2017 (APDHA, 2019). It is also important to note that these minors sometimes find
themselves in strange situations, as some of them are reunited with their parents after a long time, not being
able to recognise them. This is mainly the case for refugee children or the so called MENAS (unaccompanied
minors). Such situations are rather intrinsic and affect the mental, physical and educational development of
the students (Delle Femmine, 2017).
As far as Italy is concerned, at the beginning of 2019 almost 5.3 million foreign citizens were resident in Italy,
namely the 8.7% of the total resident population (to the 5.3 million should be added about 1.5 million
foreigners who have acquired Italian citizenship over the last 3 decades) (IDOS, 2019). Among these, about
1.2 million are minors, of which 7,200 are unaccompanied foreign minors (-44.5% compared to 2018).
According to the immigration report by Caritas and Migrantes (Caritas e Migrantes, 2019), Italy is third
among European Union countries showing a high number of migrants, followed by Germany and the UK. The
top three migrant nationalities in Italy during 2019 have been Romanian (1,206,938 people, or 23% of all
migrants), Albanian (441,027, or 8.4%) and Moroccan (422,980, or 8%).
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Another noteworthy information has to do with the number of migrants arrived by sea in Italy which as of
September 2020, has been 20,100 in comparison to 11,500 migrant arrivals recorded in 2019. Looking more
thoroughly on data between 2014 and 2019, we have observed that the number of migrants arriving in Italy
peaked in 2016 with 181,000 people (Varrella, 2020a). Among the most frequent countries of origin as
declared (Varrella, 2020b) upon arrivals during 2020, was Tunisia (8,017 people) and Bangladesh (3,052
individuals).
In Greece, from the beginning of 2015, the influx of migrants and refugees increased dramatically, with close
to a million people entering the country to continue their journey. Until March 2016 the country constituted
the entry point to Europe and was mainly considered a transit country to North-western Europe. The EUTurkey agreement in March 2016 and the external border restrictions constrained this population to stay in
the country. According to official data, 60,000 individuals were trapped in the country at that time not being
able to continue their journey (Scientific Committee, 2017:14). The EU-Turkey agreement’s basic premise
was for Turkey to stem the flows of refugees in the Aegean. Since the agreement in March of 2016, the influx
went down from just under a million in 2015, to 173, 450 in 2016, and just over 29,000 the year after.
Although, the influx has decreased severely, the migrant inflows have not stopped, leading to a significant
increase in the size of the population of concern. UNHCR data (UNHCR, 2020 a, March) show that around
120,000 migrants and refugees are currently in Greece - 80,300 in the mainland and 39.700 on the Aegean
islands. The four main countries of origin for asylum applicants in 2019 (Asylum Service), were Afganistan
with 23,828 applications (replacing Syria for the last few years in the first place), Syria with 10,856, Pakistan
with 7,140 and Iraq with 5,738 asylum applications.
The estimated number of minors (0-18 years old) across Greece is 45,300 as of April 2020 (Unicef, 2020a).
Among them 5,250 are unaccompanied minors, with 92% being boys and only 8% girls, while 91% are over
the age of 14 (EKKA, 2019). The main countries of origin of children arriving by sea in Greece during Jan-Mar
2020 were Afghanistan (49%), Syria (26%), Iraq (5%), while a 20% came from various other countries (Unicef,
2020a). As for the total number of school-aged minors (4-17 years old) in Greece, it is estimated at 31,000
(Unicef, 2020b). The number of NAMS that are between 6 and 12 years of age is, according to UNHCR data,
13,730, while the age group 13-17 numbers 9,370 NAMS (Figure 2).

Figure 2: Refugee and asylum-seeking children and youth by age in Greece, (Jalbout, April 2020)
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Due to the economic development, the subsequent demand for a foreign labour force and the abandoning
of restrictive labour policies, Cyprus became an immigration destination by the mid-1980's- early 1990’s
(Trimikliniotis, 1999). According to figures published on 1 January 2018, by the European Website on
Integration (EWSI, 2019), EU nationals constitute around 12% of the population, while 71,797 Third Country
Nationals (TCNs) legally reside in Cyprus, representing 7% of the total population. Of the 71,797 TCNs, 88%
had valid temporary resident permits and 12% had long-term residency. Based on data published on 31st July
2016 (Civil Registry and Migration Department, 2016), the most common purposes of stay are employment
(45%), family reunification (13%) and international protection 11% (Civil Registry and Migration Department,
2016).
The top ten countries of origin of new asylum-seekers in Cyprus in the first three months of 2020 are Syria,
India, Cameroon, Bangladesh, Pakistan, Nigeria, Georgia, Nepal, Democratic Republic of Congo and Egypt.
From 2002 through end March 2020, the protection rate for Syrians is 60%, with only 2.2% having been
granted refugee status. The five main countries of origin of persons receiving international protection from
2002 to 2019 are Syria, Palestine, Iraq, Iran and Somalia. Of the total applications received and processed
since 2002, only 19.6% were granted international protection, of which a large number being given
subsidiary status (UNHCR, 2020b, March).
The number of migrants in Cyprus was recorded to be 23,442 in 2018 which marks an increase from 21, 306
in 2017. Specifically, in the age range of 0-19, there was a total of 1652 European migrants, while in the age
range of 20-44 the total was 4,751. In relation to TCNs, there was a total of 793 migrants between 0-19, and
8,602 migrants between the ages of 20-44 (Cyprus Statistical Services, 2019).

2.3. Territorial/regional disparities
Examining the effect of regional disparities among NAMS and their families is of significance importance, as
their place of residence (urban or rural settings, islands) is reported to directly affect NAMS access to schools,
number of minors in the classroom and the quality of education received. If there is a large portion of
immigrants in one region, there will be more students in the classroom leading to school segregation in the
neighbourhood schools. According to OECD report (Cerna, 2019), it is often the case that even within the
same host country individuals from different regions may have diverse educational needs that acquire tailormade and inclusive educational practices.
In Spain, the difference in the number of immigrants between provinces is very different. As we observed,
the Autonomous Community with the largest number of immigrant students is in the Balearic Islands, where
almost a quarter (22.2%) of the population is immigrant, mostly people from Morocco, Argentina and
Germany, in contrast to Galicia or Asturias. The province with the lowest foreign percentage in Spain is Jaén,
with 3.3%. This inequality between Autonomous Communities is because of several factors. It must be
remembered that, as we have previously mentioned, the main cause of the migratory flow is employment,
and it is at this point that the difference between the Autonomous Communities. Most leave their countries
of origin in search of new job opportunities to improve their quality of life and that of their family. They are
people with little purchasing power, little or no training who opt for jobs that do not require training and
jobs with low professional qualifications.
Generally, this type of immigration comes from Morocco or Romania. Those who come from Morocco arrive
in Spain after having risked their lives crossing the strait of Gibraltar. They first reside in Andalusia, for after
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to move to the rest of the Spanish Autonomous Communities. As a rule, they are located in cities that can
offer job opportunities, especially in construction or hostelry, although a large number of them work in the
fields (seasonal workers). They stay in the central/eastern Spain, because the northern communities, on the
one hand, are geographically far away, and on the other, except the Basque Country, do not offer job
opportunities as they do not have such a powerful industrial development.
The Autonomous Communities, in addition to following the norms adopted by the central government and
the national education laws, have also elaborated their programs and curricula introducing the question of
immigration in their educational curricula. This, depending on each autonomous government or educational
centre, is not the same in all Autonomous Communities. Practically, all the Autonomous Communities
implement complementary education programs, the beneficiaries of which are large numbers of immigrant
students. And, in most of the regional plans, the reception and integration of immigrant students are
included as an item to be developed in the plans of the centre.
In Italy, the territorial distribution is far from being homogeneous. Lombardy is the Region with the highest
number of students with no-Italian citizenship, about a quarter of the total in Italy (25.3%). The other Regions
with the highest number of foreign students are Emilia Romagna, Veneto, Lazio and Piedmont, which absorb
between 9% and 12% per region. However, when we examine their incidence on the total number of
foreigners, we observe that the highest values of the index are recorded in Sardinia (6.8%), Basilicata (6.2%),
Sicily (6.1%) in Campania (5.7%), regions where the presence of these students is relatively higher in first and
second level secondary education. This fact can be explained by the strong presence in this group of students
of recent immigration and unaccompanied minors who arrived mostly by sea and then distributed in the
areas near the landing.
The disparities between Italian territories and regions with respect to migration at school belong to a
different nature. First of all, as mentioned above, the Northern and Central Northern regions have been
affected by the migration phenomenon since the 1990s of the last century and therefore have had the
opportunity to develop and experiment with responses to the different needs generated by this new
presence in a much longer time; practices and experiences, then spread and adopted, with the necessary
adaptations, also in other areas of Italy involved later and to a lesser extent by the presence of foreign
students (Ongini, 2019).
Certainly the schools of the North, supported by local authorities and by a very active and present organized
associationism, have gathered a great patrimony of knowledge and virtuous practices that has never ceased
to renew itself over the years; the schools of the South and of the central South have been able to benefit
from such experiences when the number of foreign students, in more recent years, has become important,
even if much lower than the numbers registered in the North. But this is only a general consideration, since
the immigrant presence in Italy has always been distributed as a "leopard spot", and this means that
"virtuous" schools with a prior wealth of experience to our theme are present both in the North and in the
South, as is true of the reverse. The gap existing between the various territories with respect to the
integration of foreign students is determined not only by the presence of a "virtuous" school but of a
"virtuous" local community, that is active, collaborative and competent.
In Greece, although all children’s fundamental right to education is recognised under the Greek legislation,
International and EU law (articles 28 and 29 in the Convention on the rights of the child, article 13 of the
International Covenant on economic, social and cultural rights, article 14 of the EU charter of fundamental
rights), “in practice the type, quality, and duration of schooling offered to asylum-seeking, refugee and
migrant children depends more on where they are than on their educational needs” (UNHCR et al., 2019:4).
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There is a clear divide in Greece not only according to geographical location, but in between people living in
refugee sites(camps), NGO supported housing or self- housing, with those in sites being the least catered to.
Despite the increase in the enrolment rates of NAMS in the Greek education system (in December 2018
there was an increase of 44% in the number of enrolled children compared to June 2018), there is still a
significant gap in the education of refugee children that remain in the Reception and Identification Centres
(RICs) of the Aegean Islands (Lesvos, Chios, Kos, Samos), the majority of them do not have access to any form
of formal education. (UNHCR et al., 2019; Jalbout, 2020). In fact, the enrolment rate for the children residing
in the mainland is 61%, while only 6% of the 10,600 school-aged children living in Reception and
Identification Centres or other sites on the Aegean islands are enrolled in formal schools (UNHCR, March
2020) (Figure 3)). Moreover, with regard to the enrolment rate per accommodation, only 2% of the children
residing in RICs are enrolled in public schools (Figure 4), whilst the enrolment rates in the regions of South
Aegean, North Aegean and Peloponnese (Figure 5) are significantly lower (3%) in comparison to the rest of
the regions.

Figure 3: Enrolment rate in mainland and islands (Unicef,
January 2020)

Figure 4: Enrolment rate per type of
accommodation in Greece, (Unicef, January 2020)
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Figure 5: Enrolment rate per region in Greece (Unicef, January 2020).

In Cyprus, according to the interviews conducted with relevant stakeholders and education officials, there
are no territorial or regional disparities on educational practices targeting NAMS in Cyprus. This could be
because Cyprus is a small island and hence the measures implemented are applied across all cities and
regions. It was mentioned though, that some schools may follow more intensive educational practices
targeting NAMS compared to other schools, but this was due to the Headmasters’ discrepancy and not due
to regional disparities.

2.4. Education statistics of NAMS
According to Eurostat (2020c), in 2019, the NEET (Not in Education, Employment, or Training) rate for young
people aged 15-24 years in the EU-27 was 9,5 % among the native-born population, while the rates for young
people born in another EU Member State (13,4 %) and those born outside the EU (17,4 %) were higher. For
Spain the rate of NEETS for young people born outside of the EU was 20,1%, for Italy 26%, for Greece 33,7%
and Cyprus 21.3 %.
The proportion of pupils with a migrant background as observed in Table 2 below shows a wide variation
among the four ENACTED countries. It is evident that Cyprus is experiencing a recent increase of newly
arrived migrant students which demands that education systems have to better reflect this change observed
in the school population minimising the effects that this change might bring on children while adapting in
this new education system. Greece, on the other hand, is witnessing an increase in the proportion of students
of native born with parents born outside from 7% in 2015 to 8,5% in 2018. in 2015 the percentage of pupils
of foreign born was 8%, while in 2018 this increased to 9.6%, and the percentage of pupils of native born
with parents born abroad in 2015 was 3.2% while in 2018 this increased to 5.2% (Graaf et. al, 2019)
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% of foreign born
Country
Spain
Italy
Greece
Cyprus

2018
7,3
4,6
3,2
9,6

2015
9,1
4,8
3,8
8

% of native born with parents born
abroad
2018
2015
4,9
1,9
5,5
3,2
8,5
7,0
5,2
3,2

Table 2: Percentage of pupils with a migrant background, 2015 and 2018 (Sirius, 2019)

Even though the percentage of pupils with a migrant background, as shown above, has decreased in Spain
over the period 2015-2018, during the school year 2016- 2017, there were 721,609 immigrant students in
the Spanish schools (primary and secondary school), 18% more from what it was 10 years ago (Mouzo
Quintáns, 2019). Nowadays, the presence of immigrants already exceeds 10% of the total students in several
autonomous communities such as Madrid. In year 2019, there was a total of 798,618 immigrant students
enrolled in Spanish schools (8,2% of the total), the highest figure since there are registered data on
immigrant students. Analysing these data by region, the Balearic Islands (14,4%), Catalonia (13,9%) and La
Rioja (13,4%) are the ones with the highest percentage of immigrant students in their classrooms, while
Extremadura (2.8%), Galicia (2.9%) and Principality of Asturias (4.1%) are the Autonomous Communities with
the least immigration (INE, 2019). Below follows Table 3 depicting the number of registered national and
immigrant minors per different education level in year 2019 (INE, 2019).
Education levels
National minors
Immigrant minors
Primary Education 2.938.425
309.328
Higher
Professional
353.821
26.662
Development
Degree
Special Education 37.302
4.514
Pre-School
1.747.374
159.548
Education
Compulsory
Secondary
1.975.358
175.264
Education
Teachings General
838.764
36.671
Regimen
Bachelor
667.426
42.916
Basic Professional
Development
74.009
10.572
Degree
Middle
Professional
323.262
30.070
Development
Degree
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Other Professional
Development
12.681
Degree Training
Programs

3.073

Table 3: Comparative registered born in Spain / registered immigrants (INE, 2019).

In Italy, according to the latest Report of the Ministry of Education, University and Research (MIUR,2019),
there are 842,000 foreign students who attended Italian schools of all levels in the academic year 2017/18,
equal to 9.7% of the total student population (of 8,664,000 students) (Table 4).
School year Total
Italians
Foreigners Total
Italians
Foreigners
Percentage variation compared to the
previous year
1997/98
8.803.576
8.730.214
73.362
-1,0
-1,1
23,5
2007/08
8.953.587
8.379.514
574.133
0,2
-0,6
14,5
2013/14
8.920.228
8.117.175
803.053
-0,3
-0,5
2,1
2017/18
8.664.367
7.822.648
841.719
-0,9
-1,2
1,9
Table 4: Pupils with Italian and non-Italian citizenship (absolute values and percentage changes) – S.Y. 1997/1998,
2007/2008 and 2013/2014 and 2017/2018

No Italian Citizenship students originate from more than 200 different countries. The data divided by
continent show that the majority of students come from European countries (47.2%), followed by students
of African origin (25.4%), and Asian students (19.6%). The most represented countries are Romania (18.8%),
Albania (13.6%), Morocco (12.3%) and China (6.3%).
Observing the total number of students with no-Italian citizenship, the percentage of those born in Italy is
63.1% (so-called "second generations"). In the different education levels, the proportion of those born in
Italy out of the total number of foreign students is 84.4% in nursery school, 75.2% in primary school and
reaches 56.7% in secondary school. In secondary school, students with non-Italian citizenship born in Italy
are still a minority (31.8%). Considering the dynamics of enrolment, however, it is easy to predict that within
a few years they will reach a majority even in this level of education.
Education level
Foreign Pupils
Foreign Pupils %
Kindergarten (3-5 years old)
165.115
19,6
Primary (6-10)
307.818
16,6
Secondary Middle (11-13)
173.815
20,7
Secondary High School (14194.971
23,2
18
Total
841.719
100,0
Table 5: Foreign pupils enrolled in the Italian Education System – 2017/2018 (MIUR, 2019)

In the face of the increase recorded by students born in Italy, students entering the Italian school (NAMS)
for the first time actually tend to decrease. Considering the last five years (data available), between
2013/2014 and 2017/2018, the data of those scholars (excluding nursery school) recorded a negative
balance of more than 9 thousand units, of which more than 2 thousand between the academic year
2016/2017 and 2017/2018. The reduction in NAMS students only affected primary school students, who
decreased by more than 3 thousand units, equal to 35% compared to the previous year (see Table 6).
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School Year
Total
Primary school
entered the Italian school system for the first time
2013/2014
30.825
14.421
2016/2017
23.654
9.303
2017/2018
21.554
5.986
per 100 pupils
2013/2014
0,4
0,5
2016/2017
0,3
0,3
2017/2018
0,2
0,2
per 100 pupils with no-Italian citizenship
2013/2014
4,9
5,1
2016/2017
2,9
3,1
2017/2018
2,6
1,9

Middle school

High school

7.889
7.600
8.224

8.515
6.751
7.334

0,4
0,4
0,5

0,3
0,3
0,3

4,6
4,5
4,7

4,7
3,5
3,8

Table 6: Pupils with no-Italian citizenship who entered the Italian school system for the first time by school order (absolute
values and percentages) – S. Y. 2013/2014 - 2017/2018

In Greece, during 2016 when the Greek Ministry of Education, Research and Religious Affairs launched an
educational programme aiming at the integration of refugee children into the education system, the
estimated number of school-going-age refugee and migrant children (4-17 years old) was 20,000. 26% of
them were of kindergarten age, 41% of primary, 18% of lower secondary and 15% of upper secondary
education age (UNHCR, 2016). The school year 2016-2017 constituted a transitional year, as government’s
refugee integration plan was not fully operational yet. From October 2016 until March 2017, 2,634 children
attended the 145 afternoon Reception classes that covered 37 refugee accommodation centres across the
country, with the exception of the islands (Scientific Committee, 2017:38).
During the next school year (2017-2018), the number of children that enrolled in Greek public schools
increased. The total number of newly arrived migrant and refugee students in all education levels was 8,017.
Of them 2,026 were enrolled in afternoon Reception Classes, 5,291 in morning Reception Classes and 700 in
mainstream classes alongside Greek children (Working Group, 2018). The total number of refugee children
that were enrolled in primary and secondary schools during the school year 2018-2019 was 12,867. Of them
4,577 attended afternoon Reception Classes, 4,050 morning Reception Classes and 4,240 mainstream classes
(Working Group, 2019).
Today, four years after the implementation of the refugee education programme, the NAMS integration into
the education system is far from the stipulations of national, EU and international laws concerning the right
to education, considering that of the 31,000 school-aged migrant and refugee children living currently in
Greece, only 13,000 are enrolled in formal education during the school year 2019-2020, accounting for 42%
of school-aged children (Unicef, January 2020). Refugee children residing in the Reception and Identification
Centres on the Aegean islands face the biggest challenges regarding the access to formal education.
Parallel efforts are made by UN agencies and NGOs to cover the urgent educational needs of NAMS with the
provision of non-formal education both in the mainland and on the islands. Based on a UNHCR estimation,
the number of the school-aged children residing on the Aegean Islands is 10,600 (UNHCR, 2020). According
to Figure 3 below, only 1,472 NAMS on the islands attended non-formal education as of October 2019
(Jalbout, 2020:23).
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Figure 6: Non-formal education on the Greek islands (TheirWorld report, April 2020)

In Cyprus, the proportion of pupils with a migrant background has increased. Particularly, as shown in Table
3 above, in 2015 the percentage of pupils of foreign born was 8%, while in 2018 this increased to 9.6%, and
the percentage of pupils of native born with parents born abroad in 2015 was 3.2% while in 2018 this
increased to 5.2% (Graaf et al., 2019). The year 2017-2018 there was a total of 27,725 Cypriot and 4,797
foreign students in preschool education (Cyprus Statistical Services, 2019). In primary education the figures
were as follows: 45,352 Cypriot and 11,347 foreign students, while in secondary education the Cypriot
students recorded were 46,465 and foreign students were 8,501. Finally, the number of Cypriot students
recorded in higher tertiary education were 22,965 while there was a total of 24,204 foreign students.
Early childhood education
The critical role of early childhood education in the cognitive and social-emotional development of the
children as well as its protective function in crisis settings is emphasized in UNESCO’s GEM report of 2019.
(UNESCO, 2019). Furthermore, NAMS “who had participated in early childhood education attained higher
scores compared to their peers who had not attended such programmes by an amount that corresponded
to more than one year of school” (UNHCR et al., 2019:11). In view of all the above, one of the eight
benchmarks that have been set for 2020 by the Education and Training 2020 (ET 2020) strategic framework
is the participation of at least 95% of children between the age of 4 and the age of starting compulsory
education in early childhood education. This objective includes all children regardless of origin, therefore
third-country children as well.
In Spain, there is little or no information with regards to the schooling of immigrant students in early
childhood education as it is not compulsory (education is only compulsory from 6 to 16 years old). In the
recent years, however, there has been an increase in the schooling of foreign students in early childhood
education (called Pre-school Education in the Spanish context) for several reasons: the decrease in the birth
rate of Spanish women, the increase in places available for immigrants, and the incorporation of mothers of
immigrants into the labour market (Grau et al., 2016). Most foreign students are enrolled in public schools
due to school admission rules and school zoning policies. The admission of students to public and private
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subsidized schools depends on the choice of the school by the parents and the existence of vacancies in the
chosen schools. The vacancy criterion also affects the type of schools to which foreign students have access.
In the case of subsidised centres, the admission of the student body is done in the second cycle of Pre-school
Education, and access to Compulsory Primary Education is fed by the student body already enrolled in the
previous stage. Therefore, late admissions and those students who enter the educational system for the first
time in primary school are carried out in public schools (Grau et al., 2016).
In Italy, the non-participation in pre-school of almost a quarter of children with migratory origins, between
3 and 5 years old, is reported as a rather critical factor that hinders the integration of NAMS into the
education system (Favaro, 2017).
In Greece, the participation in early childhood education of children aged 4-6 years old decreased from
81.5% in 2017 to 75.2% in 2018. This rate is below the EU average (95.4%) (European Commission, 2019 a;
European Commission, no date b; Eurostat, 2018). With regards to NAMS, according to a 2020 report
(Jalbout) “only 58% of children 3–5-year-old in urban accommodation have access to pre-primary while
children on the islands have almost no access, with few non-formal education centres offering services for
young children and kindergarten DYEP (Reception Classes for the Education of Refugees) paused officially
until December 2019. Moreover, in general, there is a shortage of Early Childhood Education (ECE)
programming in almost every setting” (Jalbout, 2020). Indicative of the situation is the fact that the operation
of kindergartens within the open accommodation sites was delayed because of difficulties concerning the
construction and the supply of the units (Scientific Committee, 2017). During the school year 2017-2018,
only 23 kindergartens operated within the open accommodation sites. Their number has, since then,
gradually increased: 32 kindergartens were established for the school year 2018-2019 and 34 for the school
year 2019-2020. However, not all of them managed to operate due to staff shortages.
As far as Cyprus is concerned, an analysis by NUTS level 2 regions reveals that in 2017, the country was
among the regions where the early childhood education participation rate for children between the age of
four and the age for starting compulsory primary education was less than 95.0 % (Eurostat, 2019). In terms
of NAMS and Early Childhood Education and Care (ECEC), there are no specific procedures regarding
integration and inclusion. In fact, with the current influx of refugees and asylum seekers in Cyprus, new
strategies in the education and the ECEC system are needed, “not least in terms of the continuing
professional development of staff and of targeted support measures such as curricular reforms and language
tuition” (Schreyer & Oberhuemer, 2015).
Early school leaving
Another objective of ET 2020 is the decrease of the rate of early leavers (18-24 years old) from education
and training to below 10%. Early school leaving constitutes an obstacle to employment and can lead to social
exclusion (European Commission, 2020a). In Europe, from year 2016 and onwards the rate of early school
leavers among natives is kept below 10%. However, there is a considerable gap between native-born and
foreign-born people. While In 2019 (Eurostat, 2020d), the rate of early leavers from education and training
for young people aged 18-24 years in the EU-27 was 8,9 % among the native-born population, the rates for
young people born in another EU Member State (21,4 %) and those born outside the EU (22,5 %) were higher.
According to Table 7, the rate of foreign-born early school leavers between 18-24 years of age in Spain was
31,5%, for Italy 33%, for Greece 27,3% and for Cyprus 20,7 %.
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EU-27
Spain
Italy
Greece
Cyprus

% Foreign born
2017
2018
21,5
23,1
30
31,4
30,8
36,2
15,6
16,7
17,6
13,4

2019
22,5
31,5
33
27,3
20,7

% Native Born
2017
9,4
15,6
12
5,4
5,7

2018
9,2
14,9
12
3,9
6,2

2019
8,9
14,4
11,3
2,9
4,8

Table 7: Foreign born and native-born early school leavers in ENACTED countries (compilation of data from Eurostat)

In Italy, after years of decrease, the school leaving has increased again for all children, from 13.8% in 2016
to 14.5% in 2018. This is a rather worrying fact that is further worsened if we consider the incidence of the
phenomenon among boys with non-Italian citizenship. Indicatively, the increase in percentage points of the
school drop-out rate of foreign girls and boys in Italy in the last two years 2018-2019 is 4,8% (Favaro,2017).
In Spain, students from migrant backgrounds are overrepresented among early school leavers and with an
early school leaving rate over 30% compared to the native population (Eurydice, 2020). This also impacts on
their subsequent academic progress and attainment, hindering further possibilities for further training or
jobs, as many of them do not attend secondary school or higher education. As the Eurydice report (2018)
states, not having upper secondary education often results in further disadvantages, as it is more difficult to
gain access to university without at least upper secondary education, resulting in disadvantages within the
job market.
In Greece, it is observed that many NAMS are forced to repeat grades again due to low grades or irregular
attendance and many absences from school. This is mostly the case for students in afternoon classes
(integration prorgamme for refugees), where the exclusion from local classmates and lack of chances to use
Greek meaningfully contributed to grade repetition, frustration and higher rates of early school leaving
(Scientific Committee, 2017).
In Cyprus, “early school leaving among children born outside the EU+ (including refugee and migrant
children) is almost twice as high compared to native-born children (25.4% vs. 11.5%)” (UNHCR 2019). This
gap is observed due to socio-economic inequalities, language barriers and difficulties with concentration and
learning resulting from painful personal experiences and poverty (UNHCR 2019). In addition, it is important
to highlight the fact that “access to upper-secondary education, early childhood education (ECE), vocational
training, further learning and higher education may also be highly constrained as they are often not part of
compulsory education recognized by national law” (UNHCR 2019).

2.5. Age limits for compulsory education and maximum time period for the
enrollment of NAMS into schools
The Receptions Conditions Directive 2003/9/EC of 27 January 2003 ensures that asylum-seeking minors have
access to education ‘under similar conditions as nationals of the host Member State for so long as an
expulsion measure against them or their parents is not actually enforced’. Under this directive, member
states cannot postpone access to education for more than three months after arrival, or they can extend
to up to a year but need to provide special preparatory education during this time, and they should prioritize
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the child’s best interest. According to the Eurydice report (Eurydice, 2019), only 19 national education
systems in the EU have legally defined a maximum time period for the enrolment of NAMS into schools.
However, most of them highlight that the rights and obligations of compulsory school aged children and
young people from migrant backgrounds with respect to education, in primary, general secondary education
and IVET are the same as their native-born peers (Eurydice, 2019).
In Spain, education is compulsory from 6 to 16 years. Early childhood education is not compulsory, but highly
recommended for children between 3 and 5 years old. Higher studies are optional for young people from 16
to 18 who want to attain a High School degree on specific themes depending on the career paths they want
to follow. The Spanish education system is one out of the twenty-three education systems in Europe that do
not define a time period for the entry of NAMS in schools (Eurydice, 2019).
In Italy, compulsory education lasts for 10 years, from 6 to 16 years of age, and includes the 8 years of the
first cycle of education and the first 2 years of the second cycle (Law No 296/2006), which can be attended
in secondary (state) school or in vocational education and training pathways (regional). In detail, the
educational system is organized as follows:
• pre-primary education having a year duration, which is not compulsory and is addressed to all
children from 3 to 6 years of age, in line with the principles of cultural and institutional pluralism
present in the Constitution of the Italian Republic, in the Convention on the Rights of the Child and
Adolescence and in the documents of the European Union.
• (a) primary school (five years, for pupils aged 6 to 11); (b) secondary school (three years, for pupils
aged 11 to 14);
• second cycle of education divided into two pathways: (a) secondary school (five-year duration, for
students who have successfully completed the first cycle of education). Schools organise high
schools, technical colleges and vocational colleges for students aged 14 to 19; b) three-year and fouryear vocational education and training (VET) courses of regional competence, always aimed at
students who have successfully completed their first cycle of education.
• higher education offered by Universities, institutions of Higher Education in Art, Music and Choreatic
(AFAM) and Technical High Schools (ITS) with different types of courses.
In addition, for all young people the right to education and training for at least 12 years or, in any case, until
they have obtained a three-year professional qualification by the age of 18 in accordance with Law no.
53/2003 applies. According to Law No. 47/2017, the maximum time in Primary Reception Centres for
unaccompanied minors was reduced from 60 to 30 days in order to attend formal education paths. Italy also
issued the Legislative Decree 140/2005, in which under article 10 ensures to do not postpone access to
education for more than three months after arrival.
Education in Greece is compulsory for all children aged between 4 and 15 years old including pre-primary,
primary and lower secondary education. Pre-primary education lasts for 2 years and can be attended by
children of 4 to 6 years old. Until recently it was only compulsory for the children that completed their 5th
year of age, but the Law 4521/2018 established the two-year compulsory pre-primary education. At the age
of 6 children may be enrolled in primary education which lasts 6 years. After graduating from primary school
at the age of 12, children are automatically enrolled in lower secondary education which lasts 3 years. No
distinction is made on grounds of legal status between natives and third-country nationals and the age limits
for compulsory education that apply for Greek nationals apply for NAMS as well. The maximum time period
from the time that the application of asylum protection is submitted until the enrolment of NAMS in public
education institutions is legally defined to 84 days (Graaf et. al, 2019). However, according to NGOs’
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testimonies in Greece, there is no automatic enrolment of asylum seekers into the education system. Many
do not go into school for years after they come to the country and it is up to them to enrol themselves, which
is usually very difficult unless they have the help from mediators.
In Cyprus, in 2018, the Council of Ministers in Cyprus decided (No Decision 84.078) to gradually increase the
school starting age for: (a) Pre-Primary class from the current age of 4 years and 8 months to the age of 5,
(b) Primary School from the current age of 5 years and 8 months to the age of 6. Consequently, all children
should be of those ages, before September 1st of the year during which they will attend school. Similarly,
all young migrants over compulsory school age, who have not completed compulsory education, have the
same rights compared to their native-born Cypriot peers. Furthermore, in relation to asylum-seeking
children, the Reception Regulations stipulate that all asylum-seeking children have access to education under
the same conditions that apply to Cypriot citizens, immediately after applying for asylum and no later than
3 months from the date of submission (miHub, 2020). The maximum time period for schools to enroll newly
arrived migrant children and young people in Cyprus is 84 days (Graaf et. al, 2019), however this applies only
to refugees of compulsory school age.

3. Overview of the national policy framework
3.1. Regulatory landscape at a national and European level
The purpose of EU policy in the fields of education and training is to support the action of Member States,
leaving them solely responsible for implementing specific activities and setting relevant priorities at a
national level complying with what has been instructed at an EU level.
Dated back in 1977, Directive 77/486 was one of the first legal documents of the EU that regulated the
education of migrant workers highlighting the need for including in education migrant workers’ children and
especially the need of free tuition and of adapting teaching for migrant children. This document, however,
only included EU citizens from another Member State rather than also third-country nationals. However,
Recommendation 1093 (1989) concerning the education of migrants’ children stipulated the need to
promote intercultural education pointing out that its aim is to prepare all children, indigenous and migrant,
to life in a pluricultural society.
On another note, the Race Equality Directive 2000/43/EC of 29 June 2000 specifically ‘prohibited racial
discrimination in education’ and the Long-Term Resident Directive 2003/109/EC of 25 November 2003
ensured that third-country nationals who were permit-holding long-term resident had to be treated equally
to nationals in education, as long as they could prove proficiency in the language of the host country which
was set as a prerequisite to access education.
At the same time, Recommendation 1596 (2003) on the Situation of young migrants in Europe, the
Parliamentary Assembly of the Council of Europe has endorsed that the Committee of Ministers elaborate
measures which are addressed to Member States, and thus aim towards responding to the special needs of
migrant students and ensuring unimpeded access to compulsory education for them.
Another important milestone was when the Representatives of the Governments of the Member States
urged in the Conclusions of the Council on Efficiency and Equity in Education and Training—2006/C 298/03
“to ensure equitable education and training systems that provide opportunities, access, treatment, and
outcomes independent of socio-economic background and other factors.”
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On top of that, the European Parliament and the Council in the Recommendation of 18 December 2006 on
Key Competences for Lifelong Learning called for ‘cultural awareness’ as well as ‘appropriate provisions for
students who, due to educational disadvantages, need particular support to fulfil their educational
potential’.
Recommendation No. R (2008) 4 has been an equally notable EU regulation which aimed at “strengthening
the integration of children of migrants and of immigrant background” with Member states being called
towards taking measures that ensure the full integration of NAMS into the national education system.
Towards that, in May 2009, the Education, Youth and Culture Council adopted the “Strategic Framework for
European Cooperation in Education and Training 2020” (ET 2020 Programme) whose objective on
“promoting equity, social cohesion and active citizenship” was to foster inclusive education systems across
Europe and ensure that all learners complete their education and engage in lifelong learning. In this
objective, ET 2020 specifically targeted migrants among the most vulnerable groups by asserting that
“education and training systems should aim to ensure that all learners—including those from disadvantaged
backgrounds, those with special needs and migrants—complete their education, including, where
appropriate, through second-chance education and the provision of more personalised learning.”
Twenty-seven European education systems (out of forty-two) take immigration or residence status into
account in their definitions. Very often, among these, specific statuses are taken into account such as
refugee, asylum seeker and unaccompanied minors (Eurydice, 2019). Asylum seekers are often mentioned
in the context of the implementation of the EU Directive 2013/33/EU (EP and EC, 2013), which calls on EU
Member States to provide education for those seeking asylum within three months of their application.
Since 2016, the European Commission has supported EU Member States in their efforts to integrate migrants
in their education and training systems - from early childhood education and care to higher education. The
Commission's Action Plan for the integration of third-country nationals identified three priorities for
education:
• to integrate newly arrived migrants into mainstream education structures as early as possible
• to prevent underachievement among migrants
• to prevent social exclusion and foster intercultural dialogue.
Subsequently through the Action Plan in 2016 on the Integration of Third Country Nationals, the EU has
implemented several actions in the areas of education and social inclusion, the latter including fundamental
rights and antidiscrimination policies as an integral part of effective integration (Jalušič, et al. , 2019).
In line with this, an EU High Level Group on combating racism, xenophobia and other forms of intolerance
was launched in 2016 to address integration. Also, a working group on ‘improving intercultural dialogue in
the context of the migratory and refugee crisis’ began operating from 2016–2017, with a following two-year
expert group on ‘fostering the contribution of culture to social inclusion’.
Last but not least, access to school and education for all children has been greatly manifested through
Resolution 2097 (2016) of the Council of Europe which calls Member States to enhance their education
systems in order to ensure access to quality education for all.
Paying particular attention to the different laws and regulations stipulated on a national level across the four
countries that ENACTED is being examined, we can say that the current landscape in those contexts has
undergone through various changes contemplating for more inclusive education.
More specifically, in Spain, during the last 35 years, the school landscape has changed a lot in relation to the
inclusion of immigrant students in the classrooms. Since the adoption of the General Education Act of 1970
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(6/8/1970), which barely contemplated the presence of immigrant students in the classrooms, until today,
in which this number of students has grown exponentially, the presence of immigrant students in the
classrooms of Spanish schools multiplying by 8 in the last decade. This General Education Act of 1970
(6/8/1970) contemplated the presence of immigrant students as something very specific, reason why their
socio-educational needs were not taken into account and it was intended that they joined the normal
development of the academic year in which they would be immersed.
There are several laws that regulate the right to education of foreign minors in Spain. Organic Law 10/2002,
of December 23, on the Quality of Education in Chapter VII Section 2, states that educational administrations
must favour the incorporation of students from foreign countries into the educational system, especially in
compulsory school age. The Spanish Constitution in Article 27.1 recognizes the right of all children to have
an education and establishes the compulsory and free basic education; and the Convention on the Rights of
Children states that the right to education of minors must be guaranteed to everyone equally. The right to
education is also included in the Organic Law 4/2000, of January 11, about the rights and freedoms of
foreigners in Spain and their social integration. In Article 9, Right to education, it is stated that:
1. Foreigners under the age of sixteen have the right and the duty to education, which includes access
to basic, free and compulsory education. Foreigners under the age of eighteen are also entitled to
post-compulsory education. This right includes obtaining the corresponding academic studies and
access to the public system of scholarships and grants under the same conditions as Spanish. If they
reach the age of eighteen during the school year, they will retain that right until their completion.
2. Foreigners over the age of eighteen who are in Spain have the right to education in accordance with
the provisions of educational legislation. In any case, resident foreigners over the age of eighteen
have the right to access the other post-compulsory educational stages, to obtain the corresponding
studies, and to the public scholarship system under the same conditions as Spanish.
3. The public authorities shall promote that foreigners can receive teachings for their social integration.
In addition, Provision 14 of the Foreigners Regulation (Royal Decree 2393/2004, of December 30)
contemplates that educational authorities may facilitate the access of foreign minors who are registered in
a municipality to non-university levels of education and the obtaining of the corresponding academic degree
equal to the Spaniards of their age. Finally, this law regulates the right of access to education for
unaccompanied foreign minors who are legally subject to the guardianship of a Spanish institution. This right
is contemplated in article 92.5 which states that “the fact of not having a residence authorization shall not
constitute an obstacle for the minor's access to those activities or education or training programs that, in
the opinion of the competent child protection entity, the more they benefit them”.
Looking into the Italian context, the school system is overall inclusive, according to article 34 of the Italian
constitution “the school is open to all” and separate educational tracks or institutions for children with
special needs do not exist in Italy. When a school receives an application from a migrant child, the same
documents as the ones required for Italian children should be asked; the lack of identity documents, health
documentation, and school certificates should not preclude the child from the enrolment.
The Reception Decree 142/2015 makes reference to Article 38 of “Testo Unico dell’Immigrazione” - TUI
(Migration Paper) which states that foreign children on Italian territory are subjected to compulsory
education. Asylum seeking children have access to the same public schools as Italians and are entitled to the
same assistance in case of special needs. The Reception Decree aimed to integrate all children in schools and
granted unaccompanied minors’ access to Italian language classes.
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The 2017 Guidelines on the right to study for pupils out of origin family so those in family custody, or in the
protection shelter, unaccompanied minors; but also, it addressed the psycho-emotional problems of the
pupils during the adolescence, as well as the importance of the education and networking for them. Finally,
the guidelines included administrative indication of school enrolment and integration, but also school
certification and orientation; clarification on the Italian school governance, the role of teachers, families and
all relevant stakeholders involved in the educational paths of the pupils (MIUR & AGA , 2017).
Minors over 16 are enrolled if they prove self-preparation for the class they want to attend. According to the
curriculum of the education system in the country of origin of the pupils, the Teachers’ Board can decide the
assignment to the class immediately below or above to limit the age difference between children in the same
class (2014 Guidelines for the enrolment and integration of foreign pupils). Moreover, in Italy, guidelines laid
out by the Ministry of Education, University and Research (MIUR) stated that no child should be barred from
enrolling to school due to lack of residency documentation, and that schools are not required to inform
immigration authorities. Judgement 1734 from the Italian Council of State (27th February 2014) clarified that
those without a residency permit may continue their education beyond age 18 to complete secondary
school.
In Greece, the protection of the fundamental right to education of migrant and refugee children became an
important concern for the Ministry of Education at the beginning of 2016. In line with the first principle of
the European Pillar of social rights which emphasises that “everyone has the right to quality and inclusive
education” (European Commission, 2017), the Greek Government adopted a series of new policies and
altered pre-existing regulations regarding the integration of NAMS in the Greek education system. One of
the most important legislative enactments was the Law 4540/2018. According to the article 13 (article 14 of
the Directive 2013/33/EU) of the aforementioned law, that was in force until January 2020, third-country
national minors have access to the public education system under similar conditions as Greek nationals
during their stay in Greece, as long as a removal order pending against themselves or their parents is not
enforced. Article 51 paragraph 1 of the Law 4636/2019 (article 14 of the Directive 2013/33/EU) stipulates
that minor asylum-seekers and those whose
parents have applied for asylum are obliged to
enrol in formal public schools and attend all
In Greece, NAMS have the possibility to enroll in
levels of compulsory education under the
all levels of education throughout the year, as
same conditions that apply for Greek
opposed to Greek children that need to enroll at
nationals. The article 28 paragraph 1 of the
the end of the previous school year.
Law 4636/2019 (article 27 of the Directive
2011/95/EU) ordains that every minor that has
been granted international protection has not
only the right but also the obligation to attend primary and secondary compulsory education. In case of
violation of this obligation, their guardians shall be subject to penalties that apply to Greek nationals.
Moreover, the legislation sets a time limit of 3 months from the date of their identification for school
enrolment, in order to reduce the time that NAMS education is interrupted (article 13 of the Law 4540/2018
and article 51 of the Law 46362019 as they conform with the Council Directive 2003/9/EC).
In case , the NAMS cannot provide the necessary documentation to access school, a law has been put in
place to facilitate this barrier (Article 58 paragraph 1 of the Law 4636/2019). The required documentation
for the enrolment includes birth certificate, vaccinations booklet or another document that proves that the
child has completed the mandatory vaccination, the Personal Student Health Card (ADYM), and proof of
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residence (Circular No 55081/D1/13-05-2020). These were and remain difficult for the majority of NAMS to
acquire, due to, among other things, their legal status and discrimination in the acquisition of certain
documents, and their temporary and unofficial housing situation. According to the article 21 paragraph 8 of
the Law 4251/2014, third-country children can be enrolled in public schools even with incomplete
documentation if: a) they are protected by the Greek State as beneficiaries of international protection or
under the protection of the UNHCR United Nations, b) they come from areas where the situation is unsettled,
c) they have applied for asylum, d) they are
third-country nationals residing in Greece,
even if their legal residence has not been
regulated in this country. The circular Νο
In Cyprus, access of asylum-seeking children to the
108457/D2/04-07-2016 provides the schools
public elementary and secondary education
with guidelines with regard to insufficient
system is being made under the same conditions
documentation, according to which the
as nationals.
headteacher informs the guardians and
indicates the authorities they should contact
for the completion of the paperwork, if
needed. Solely vaccination constitutes a conditio sine qua non for the completion of the enrolment.
Unfortunately, in practice, some school refuse to enroll refugee students due to incomplete documentation
(Palaiologou et al., 2018:6).
As for adult third-country nationals, their access to secondary education and to programmes of further
learning or training is subject to the condition that they reside legally and are documented in the country
(article 14 of the Law 4540/2018). Access to education for adults that have been granted international
protection is allowed under the same conditions that apply to the third-country nationals that reside legally
in Greece (Article 28 paragraph 2 of the Law 4636/2019). This means that if young adults do not have a legal
status yet they cannot continue their studies in higher education.
Cyprus compiled the National Inclusion Policy (NIP) that is in conformity with the EU Action Plan on
Integration of Third-Country Nationals of 7 June 2016 and the Council Directive 2000/43/EC of 29 June 2000
implementing the principle of equal treatment between persons irrespective of racial or ethnic origin: also
called the "Race Directive" (Directive 2000/43/EC on Anti-discrimination). The Action Plan came into force
in 2010 and was revised in 2013 to promote the integration and inclusion of individuals of migrant
background in the island. The Action Plan sought to increase the participation of immigrants in the social and
public life; combat racism and discrimination; and recognize and foster their social, economic, financial and
cultural rights and needs. The NIP was initiated in 2014 and features steps for the provision of support and
information, by local government authorities and civil society organizations, to TCNs legally residing in
Cyprus.
One of the most recent amendments was in 2016 to align with the recast Directive 2013/32/EU on asylum
processes and the Directive 2013/33/EU on reception conditions. In 2017, the Cyprus Parliament approved
the agreement between UNHCR and the Government of Cyprus regarding UNCHR’s operation in the country.
The Refugee Law of Cyprus, 2000, Section 9H- provides for the access of asylum-seeking children to the
public elementary and secondary education system under the same conditions as nationals. The Refugee
Law further states that their school enrolment should not be delayed for more than three months from the
date on which the application for asylum was lodged (Refugee Law, section 9H, transposes Article 14 of the
recast Directive 2013/33/EU of 26 June 2013 on laying down standards for the reception of applicants for
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international protection). Finally, Cyprus’ Youth National Strategy for 2017-2022 highlights the need for
investment in education, vocational training and health which directly affect TCNs.
As a concluding remark, we can say that all four governments, however different they are contextually
speaking and whichever measures they have stipulated over the years, comply to a certain extent with most
of the priorities and recommendations set at an EU level, assuring that children that arrive to each of these
countries, no matter their background and origin, can access an education that is compatible with them and
their knowledge and skills.

3.2. Levels of public spending on migrant education
Recent research (Open Polis, 2018) shows that the average expenditure of EU countries on education is
10.2% as a percentage of total public expenditure. Even though there is no official data on the levels of public
spending on migrant education, it is reported as a common policy approach for governments to allocate
dedicated financial resources to schools with high number of NAMS (Janta &Hante, 2016).
In Spain, the level of public spending on education is below the EU average. However, additional financial
resources are dedicated to address regional disparities mostly focusing on combating early school leaving
(European Commission, 2019b).
There are no official data about public spending for the education of immigrants. In Spain, there are
scholarships and study grants for all students who meet a series of requirements, without distinction
between native or immigrant students. Specifically, Article 83 of the Organic Law of Education (LOE) year
2006, defines the following:
1. the equality of all people in the exercise of the right to education. Students with unfavourable
socioeconomic conditions will have the right to obtain scholarships and study grants. In postcompulsory education, scholarships and study grants will also take into account the school
performance of the students.
2. the State will establish, from its General Budgets, a general system of scholarships and study grants,
so that all people, regardless of their place of residence, enjoy the same conditions in the exercise of
the right to education.
As presented in the below table, in 2017-2018 academic year, the percentage distribution of the amount of
scholarships and grants was considerably higher for the Regional Educational Authorities in pre-school and
compulsory education compared to the financial resources allocated by the Ministry of Education.
Ministry
Autonomous Community
(CCAA)
All Educations
69.4%
30.6%
Pre-School
Education, 18.3%
81.7%
Compulsory E. and Special
E.
Post-compulsory
81.4%
18.6%
non-university education
University Education
91.7%
8.3%
Table 8: Percentage of distributed amount of scholarships and grants in Spain (Ministry of Education, 2019)
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Italy is the EU country that allocates the lowest percentage of public expenditure to education, equal to 7.9%
(Open Polis, 2018). There are no specific estimates of public resources employed/destined to the school
integration of pupils with no-Italian citizenship. The funds used for this purpose come mainly from the EU
(e.g. through AMIF, Erasmus, PON projects, etc.), the central state, the regions and local authorities
(municipalities and provinces). The schools themselves use the Institute's funds to meet the specific needs
of the student population of foreign origin and, in particular, to respond to the urgent needs of NAMS pupils
(linguistic and relational with parents), in collaboration with Civil Society Organization (CSOs) in the area.
There is, therefore, a great fragmentation of opportunities and specific choices that do not allow the
effective use of economic resources to be traced back to activities for the inclusion of foreign students.
There is only one budget item that is certain and determined annually, since the early 2000s, which finances
projects relating to "Areas at risk, with a strong immigration process and against school marginalisation"
(CCNL School Sector 2006/2009, Art. 9). They provide for the financing of projects of schools, of all levels and
levels, located in areas at risk and with a strong immigration process throughout the national territory. With
these resources, especially in past years, a series of urgent interventions have been co-financed to respond
to the emergencies caused by the strong influx of NAI students. The financial resources allocated to these
projects amount to €. 53,195,060.00 per year (figure related to the academic year 2017/2018). It is up to the
Regional School Offices (MIUR) to allocate these sums to schools, following qualitative and quantitative
criteria, according to the territorial specificities and the problematic nature of the different areas of
intervention (areas at risk and/or with a strong immigration process). The main objective is to address in a
"synergistic" way the problem of early school leaving and the school integration of foreign pupils, by setting
up a series of initiatives of different kinds: orientation and/or re-orientation, aggregative-socializing,
recreational-recreational activities, strengthening motivation and skills, as well as awareness-raising
activities on issues related to distress addressed to families and teacher training activities.
Public spending on education in Greece is among the lowest in the EU. “Public education expenditure as a
share of GDP was 3.9% in 2017 (EU average: 4.6%). As a share of total government expenditure, Greece
spent 8.2% - less than most other EU countries (EU average: 10.2%). In real (inflation-adjusted) terms,
education spending has contracted by 2.1% since 2016 and by a cumulative 14.3% since 2010. The biggest
decrease (25.8%) was for ‘intermediate consumption’, i.e. teaching materials, heating and electricity. This
was followed by ‘gross capital formation’ (-20.4%), e.g. investments in computers, buildings etc. Spending
on teachers’ pay fell by 12.5%.” As a result, “in 2019, the Council of the EU addressed a country-specific
recommendation to Greece calling on it to invest in education and skills” (European Commission, 2019a:6)
As for the levels of public spending on migrant education, available information remains scarce. According
to an ESPN report, “[t]he financial resources used were secured mainly from the European Asylum,
Immigration and Integration Fund (AMIF), the funding of which amounts to €7 million for the period 20162018 (75% EU contribution and 25% national contribution)” (Ziomas et al., 2017). This funding was intended
for the implementation of the action Integration of refugee children, aged up to 15 years, in the Education
System which aimed at supporting the education of NAMS provided in primary and secondary schools as
well as in accommodation centres (AMIF, 2016). “The International Organisation for Migration (IOM) also
secured funding (€2.8 million) from the European Commission’s Directorate-General for European Civil
Protection and Humanitarian Aid Operations (DG ECHO) for the transportation of children between the
accommodation sites and the schools” (Ziomas et al., 2017). Additionally, the Greek Parliament, following a
request from the Ministry of Education, Research and Religious Affairs, proceeded with the granting of the
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School Committees for Primary and Secondary Education intended to cover the heating and cleaning costs
of the schools in which afternoon Reception classes are established (Ministry of Education, 2018).
In Cyprus, based on a recent report published by the Cyprus Statistical Services (Cyprus Statistical Services,
2020), the public expenditure on education amounted to 16.6% of the government budget, and 6.1% of GDP.
There was, however, no specification on the amount that was dedicated to migrant education.
The Responsible Authority for the AMIF in Cyprus is the European Funds Unit of the Ministry of the Interior.
The national allocation for Cyprus under the Asylum, Migration and Integration Fund (AMIF) for the 20142020 period is €39,105,838. 31% of this amount is allocated to Asylum, 25% to Integration and 36% to Return.
The Cypriot AMIF programme presents the following national integration priorities:
Supporting integration actions for TCNs
Improving acceptance of TCNs by the local society
Supporting local communities/NGOs/public authorities in order to better promote integration
Improving administrative capacity
In Cyprus, schools/ local authorities can apply for an increase in their education budget for integrating
migrant students (European Commission/EACEA/Eurydice, 2019). For example, schools in Cyprus can apply
to the Ministry of Education for additional teaching hours and extra teaching staff in relation to the number
of students from migrant backgrounds. For Cyprus, the main criteria for allocating funding to support the
integration of migrant students in primary, general secondary education and ICVET are the number of
migrant students in school/municipality and number of migrant students needing language support.

4. Overview of the national education system
4.1. Overall institutional arrangements
In this section we seek mainly to describe the different institutional arrangements taking place at a school
level in each of the four countries under examination that will thus enable us to analyse their influence on
integration and school outcomes. We mainly focus on overall institutional arrangements that have been put
in place as a response to the post 2015 migration and refugee crisis and thus focus on the variations that
might exist in the different contexts.
Spain
In response to the various educational demands that battle against any type of exclusion in any educational
setting, the Spanish government has stipulated the Organic Law of Education (LOE) 2002 paying considerable
attention to the diversity of students at all levels, promoting equal opportunities. According to respective
Article 26 all educational centres were urged to prepare their pedagogical proposals favouring diversity and
access of all students to common education taking, at the same time, into account the different learning
rhythms of students. On top of that Article 78 referred to foreign students with late school enrolment,
ensuring their incorporation into the educational system during the compulsory school age according to their
circumstances, knowledge, age and academic history. Moreover, it is explicitly stated (Article 79) that the
Spanish Educational Administrations are responsible to adopt all the necessary measures for the parents or
legal guardians of the students who join the educational system late to receive the necessary advice about
the rights, duties and opportunities for their children’s enrolment in education.
According to the Spanish Constitution, refugees, asylum seekers, and immigrant students have the right to
attend schools and access education equal to those natives from the country. The requisites for these
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students are the same as for those who are nationals, and only in higher education (not compulsory, up to
16 years old), they will have to present a certificate that states that they are able to communicate in Spanish
(or the co-official language in which the classes are taught: Catalonian, Valencian, Galician or Euskera). For
immigrant students, the access to education is immediate in the years of compulsory education, so students
from 6 to 16 will not be left out (Educaweb, 2020). However, this is not a standardised practice, as some
Autonomous Communities are overflowing with people and minors and are not able to properly take care
of everyone in these centres (Marqués, 2017). Particularly, unaccompanied minors that arrive to Spain are
distributed to centres where they are cared for 24 hours, as being under the tutelage of the State.
NAMS are required to get registered in the education system between March and May, and in September.
If they arrive before those months, their registration will be done out of time, but the child will be able to
access the system immediately still. They are enrolled to schools depending on their availability and the
registration is completed by the schools, in the town hall (education area), Territorial Delegations of
Education or in the Office for the reception of immigrants (Bonilla, n.d.). It is worth noting that, migrants in
an irregular situation who have minor children in school may not be expelled from Spain until the end of the
school year (María García, 2019).
When accessing education, students are evaluated to assess their different competences in order to discover
in which school year the children should be put. These exams range from: linguistic competences, English
competences (as it is the main second language studied in Spain), cultural competences and other subjects
that are taught in the schools. These exams are usually carried out by a teacher, a pedagogue, a psychologist
or someone that is prepared to assess and deal with the difficulties and needs of the student (RodríguezIzquierdo, 2018).
In general, in the Spanish national education system, there are different types of school reinforcement
programs that adapt to the specific educational needs of students. In most of these programs, although they
are not intended exclusively for the immigrant population, but for any student who needs school
reinforcement to improve their educational level, a large number of immigrant students participate to
improve their educational level and therefore achieve their full school integration.
Although, as a general rule, all the educational centres of the different autonomous communities carry out
reception programs, in some cases these programs are integrated into the “Plan of Attention to diversity”.
In most of them, they are included as reception programs aimed especially at immigrant students
and(Rodríguez-Izquierdo, 2018) in some of these programs, it is established that school classrooms are
dedicated to the sociolinguistic reception of immigrant student facilitated by specialised professionals .
Furthermore, the Diversity Care Plan or Educational Compensation Programs also aim at the immigrant
population and include various sub-programs, such as the Curricular adaptation program whereby new
materials are being created which respond to the educational needs of these students, and that focus on
two particular lines of action: the language barrier and orienting teachers on the development of specific
activities that foster the integration and inclusion of immigrant students in the school environment and also
different workshops or specific programs for immigrant students which are implemented by the Government
of Andalucía and aim towards supporting those students in being competent in the Spanish language
(Fernández Batanero, 2004). It is also worth noting the Teaching Program for Arabic Language and Moroccan
Culture that supports students of Moroccan nationality to enrolled and smoothly integrate in Spanish
schools and aims to promote intercultural education (Gobierno de Castilla, La Mancha, 2020).
All these initiatives are aimed at promoting the original culture of the student, so they don’t lose their
identity when inserting themselves in the new social context they are living. This is a respectful way to boost
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multiculturalism, as both cultures are fostered and reinforced. During these classes, teachers also try to
connect elements of the original culture to the new one to foster a successful integration. In general, all the
Autonomous Communities (CCAA) carry out measures focused on the attention to both linguistic and
cultural diversity, aimed at the integration into the child's educational system and the integration and
participation of their families. In addition, some Autonomous Communities (e.g. Andalusia and Aragon) have
an interpreter service for immigrants or cultural mediators.
Intercultural education can be inserted in the mainstream curriculum in Spain, as is the case of the
Autonomous Community of Catalonia, where intercultural education is promoted as a cross-curricular theme
(Eurydice, 2020). Apart from all the programmes mentioned above (both for all students, and those
specifically targeting immigrant students), Spanish classrooms and curricula dispose of several subjects
aiming at intercultural education and diversity. These are taught in subjects like Ética (ethics), or Educación
para la Ciudadanía (citizenship education), and they are compulsory for all students regarding their origin
(Eurydice, 2020).
Italy
In Italy, throughout the ‘90s, the Italian school officially began for the first time to structure a theoreticalpractical (as well as normative) response to the presence of NAMS. The "historical" response of the schools,
the experiences accumulated in over 30 years of welcoming and integrating NAMS, has also guided and
guided, albeit with certain specificities and differences, the response of NAMS in recent years. The Italian
education and training system is organized according to the principles of subsidiarity and autonomy of
educational institutions and has exclusive legislative competence for "general rules on education" and for
determining the essential levels of benefits to be guaranteed throughout the national territory. It also
defines the "fundamental principles" that the Regions must respect in the exercise of their specific powers.
The Regions have "shared" legislative power (i.e. respecting the "fundamental principles") in the field of
education and "exclusive" legislative power in the field of "vocational education and training". Public
educational institutions have autonomy in teaching, organization and research, experimentation and
development.
Article 33 of the Italian Constitution establishes two fundamental principles: the obligation for the State to
offer a public-school system to all young people and the right for natural and legal persons to create schools
and educational institutions without charge to the State. The "equal" schools are entitled to award
qualifications with the same legal value as those of the corresponding public schools; they have full freedom
as regards cultural orientation and pedagogical-didactic orientation and benefit from more favourable tax
treatment if they are non-profit-making. For all pupils with special educational needs in the Italian school
system, the law provides tailored educational plans which improve their abilities and knowledge based on
their own skills and exigencies of improvement. Starting from 2013/14 school year, each school has to draft
an Annual Plan for Inclusion as a basis for the Educational Policy Plan (POF). The POF is the basic document
describing the curricular, extra-curricular, educational and organizational resources that each school adopts
autonomously. At the end of each school year, schools then monitor and evaluate the efficacy of their
inclusiveness.
Moreover, local authorities, as well as associations and organizations working at local level, often provide
volunteer cultural and linguistic mediators to help teachers and school staff to communicate with pupils and
their families. Unfortunately, not all Italian schools have cultural and linguistic mediators as part of the school
personnel. In Italy official guidelines also promote tutoring and mentoring activities, learning support and
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counselling, sports activities; as well as actions involving students' families mainly on academic issues and
information to be provided when their children enter school.
Since 2015, reception of unaccompanied children has been organized in Primary and Secondary Reception
Centers, and only the latter provide education based on regional funds. Children without residence or
identification documents could enroll with a self-declaration, however only a minority of unaccompanied
minors regularly attend school and appear in the official statistics (UNESCO, 2019).
In Italy, there is the direct immersion of newly arrived children into ordinary classes with the support of a
multilingual teacher or a two-teacher system; and outside of the classroom through extra-curricular
activities. Educating children in separate settings must be pedagogically motivated and with attention to the
children’s special needs. (Bunar, 2019). With regard to the length of time in which newly arrived migrant
students can follow some separate lessons parallel to the mainstream education, Italy set a period from 16–
24 weeks. During this period, newly arrived migrant students may benefit from 8 to 10 Italian language
lessons which are instructed from their mother tongue. Basically, the curriculum guidelines for teaching
Italian as a second language define two learning stages: learning Italian to communicate and learning Italian
for study purposes, the 'bridge stage’. (Eurydice Report, 2019).
There are some examples of target-group specific programs in Italy that have proven to be fruitful such as
100 scholarships which have been offered to all migrant students wishing to enter Italian higher education
and financed by the Ministry of Interior Affairs and implemented by the Italian Rectors Conference. In 2015,
the Oriental University in Naples with its 'Welcome Student-refugees Programme’, granted 12 scholarships
(Grigt, 2017).
Turning to another key aspect of inclusive education, under the Reception Decree article 21.2,
unaccompanied asylum-seeking children and children of asylum seekers are admitted to Italian language
courses which can be provided by local voluntary organizations. The Ministry envisages 8-10 hours per
week dedicated to Italian language labs (about 2 hours per day) for a duration of 3-4 months. Moreover, the
Circular of the Ministry of Education of 8 January 2010 states that the number of non-nationals in school
classes should be limited to 30%.
Greece
The Greek education system is organised by the Ministry of Education, Research and Religious Affairs and
implemented by the regional directorates of primary and secondary education (Palaiologou et al., 2018:4).
The Ministry of Education, exclusively responsible for the design and implementation of all formal education
programmes, established a Scientific Committee in March 2016 with the objective to prepare and implement
a plan for the integration of the unprecedented number of newly arrived refugee children into the education
system and to respond to their educational needs (Scientific committee, 2017:5; Palaiologou et al., 2018:12).
The Scientific Committee’s proposals were accepted by the Ministry of Education and the refugee education
programme was implemented in October 2016 - although the school year 2016-2017 was described as “preintegration year” (Scientific Committee, 2017:6). The implementation of this programme constituted, both
symbolically and practically, a groundbreaking endeavour to address NAMS educational needs.
In August 2016, following the Scientific Committee’s recommendations, the Working Group on the
Management, Coordination and Monitoring of Refugee Education was established, as an administrative
and coordinating mechanism. It now constitutes a formal department in the Ministry of Education, the
Department for the Coordination and monitoring of Refugee Education. To support the integration of NAMS
into the Greek education system, Refugee Education Coordinators (RECs) were also appointed in all refugee
accommodation centres as of 2016. Depending on the size of the accommodation centre 1-3 RECs are
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appointed in each centre. RECs are permanent teachers who are seconded to the position of RECs on the
basis of a skills list and are responsible for the ensuring that refugee children that reside in those sites they
are appointed to (mainly mainland refugee sites or camps) have access to education. As far as their duties
(Greek Government, 2016) are concerned, RECs inform NAMS’ parents about the way the Greek education
system operates and the importance of the education as a means of social integration; they are responsible
for the enrolment of NAMS in the schools (arranging for vaccinations and organising their paperwork),
organising NAMS’ transportation to the Reception Classes, monitoring and coordinating all nongovernmental actors offering non-formal education in the accommodation sites, coordinate the actions for
the operation of the kindergarten departments within the accommodation sites and centres (Scientific
Committee, 2017; Jalbout, 2020). However, it should be mentioned that there aren’t any orientation or
integration classes offered upon arrival in country, which results in children -especially those residing on
the islands- being excluded for months or even longer from any educational or integrational process.
The educational scheme for NAMS is composed of two tiers: the morning Reception Classes of the Zones of
Educational Priority (ZEP in Greek) and the afternoon Reception Classes for the Education of Refugees (DYEP
in Greek). Both tiers constitute part of the formal compulsory education system. The Reception Classes of
ZEP are not a new educational scheme, as it was first established in 2010 (Law 3879/2010) aiming at the
integration into mainstream classes of children who have insufficient knowledge of Greek (repatriated,
migrant, Roma and vulnerable children in general). As a response to the post 2015 ‘refugee crisis’ (article 38,
Law 4415/2016), the ZEP Reception Classes were established in primary education in 2016 and in secondary
education in 2017 (Jalbout, 2020). They operate in the morning and are divided in two levels: Level I is
targeting NAMS with little or no knowledge of the Greek language. Students attend an intensive Greek
language course, while they also attend some subjects like Physical Education, Art, Musical Education,
Foreign Language in the mainstream classes. The attendance at this level can last for one year with the
possibility of prolongation of one more year. Level II addresses the needs of students with moderate
knowledge of the Greek language who still need additional support in attending the mainstream classes. It
can take place either inside the mainstream classroom or in another classroom. The attendance at Reception
Classes level II lasts for 2 years, and in special cases it can be extended for one more year. The decision for
the full integration into the mainstream class is taken by each school’s teachers’ council (Palaiologou et al.,
2018). Placement tests are used in order to assess the students’ level of Greek and to subsequently place
them in the right level of the morning Reception classes. NAMS that have completed their attendance in the
afternoon Reception classes are exempt from passing those tests and the teachers’ council decides on their
placement.
The DYEP is a pre-integrational educational scheme that started operating for the first time in the school
year 2016-2017 in order to cover the educational needs of NAMs that reside in open accommodation sites.
As already mentioned, DYEP constitute part of the formal compulsory education system and operate as
kindergarten, primary and secondary departments. In line with the Scientific Committee’s
recommendations, the kindergarten DYEP (age range 4-6) are established within the open accommodation
centres, so that really young children can stay close to their parents. Kindergarten teachers hired by the
Ministry of Education with funding from AMIF staff those departments. They follow the regular timetable
(8:15-13:00) and curriculum of the mainstream kindergartens. Primary (age range 6-12) and Secondary DYEP
(age range 13-15) are established in school units located at reasonable distance from the accommodation
centres and operate in the afternoon (14:00-18:00). The teachers that staff these afternoon classes are
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appointed by the Ministry of Education from the list of substitute teachers 3 of public schools. The DYEP
curriculum is set by the Institute of Educational Policy (IEP) and it includes the following subjects: Greek,
English, Mathematics, Physical Education and Computers for primary schools, and Greek, English,
Mathematics, Physical Education, Information Technology and Civics for lower secondary school. The
Institute of Education also developed materials for Greek as a second language (Ziomas et al., 2017;
Palaiologou et al., 2018; Jalbout, 2020).
With regard to the students over 15 years of age, morning Reception classes are also re-established.
Intensive Greek language courses are provided so that after learning the language they can study either in
vocational high schools (Lyceums) or continue their education in general upper secondary school
(Palaiologou et al. 2018; Ministry of Education, 2019). However, according to NGOs’ testimonies in Greece,
the reality is that the majority of NAMS over 15 don’t go to school and drop out and in some cases, teachers
often don’t turn up.
In addition, despite the fact that NAMS aged 4-15 years have the right to attend primary and lower secondary
education, the reality is that children of pre-primary (2.5-4 years old) and upper secondary (15-18 years old)
ages that are beyond the extent of the legislation on compulsory education, are excluded from school
integration programmes (UNHCR et al., 2019). However, minor asylum seekers or minors whose parents
have applied for asylum do not forfeit their right to attend secondary education, solely by the fact of reaching
adulthood (Article 58 paragraph 1 of the the Law 4636/2019, and article 2 paragraph 2 of the Ministerial
Decision 2099/GD4/03-02-2020). Education for both age groups (2.5-4 and 15+) seems to be crucial for both
their development and integration. The importance of upper secondary education, on the other hand, lies
in the fact that it opens the door to tertiary education, ensures greater employability and facilitates the
inclusion and integration in the host society.
Cyprus
In the case of Cyprus, the highest authority for policy-making in education is the Council of Ministers, whilst
the overall responsibility rests with the Ministry of Education and Culture. The Minister’s chief
responsibilities are the drawing up of educational policy, within the framework of the general education
policy of the government and the promotion and observation of its implementation. To this end, the Minister
is supported by the services of the Ministry. Further to the legislations and policies in Cyprus, there are
several initiatives that promote the NAMS integration in Cyprus. One of the initiatives currently running in
Cyprus, are the 4 Migrant Information Centres (MICs) operating across the island. MICs offer one-stop-shops
for services to TCNs and applicants or beneficiaries of international protection, offering guidance and advice
on housing, access to health, education services, administrative support, translation and interpretation
services. Moreover, the MiHub online platform and InfoBuses are also used to reach out and support TCNs
who do not have easy access to the 4 MICs (EWSI, 2019).
Τhe Ministry of Education and Culture set up an Interdepartmental Committee for the integration of children
with a migration background in the Cypriot educational system that worked towards the adoption, in 2016,
of a Policy Paper for the integration of migrant students via the provision of systematic support in all levels
of education. In addition, Cyprus has one of the most comprehensive monitoring systems in Europe in terms
of migrant student integration in education (European Commission/EACEA/Eurydice, 2019). Specifically, the
3 Substitute teachers

are teachers that cover teaching positions in public schools when permanent teachers are not available for
a number of reasons: maternal, sick, or educational leave, or even because the permanent teacher retired and their position is
not covered by another permanent teacher.
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following policy areas related to migrant students, primary, general secondary education and IVET are
monitored:
Language provision for migrant students
Access of migrant students to schools
Strategies for integrating migrant students
Learning support for migrant students
Psycho-social support for migrant students
Teacher training for integrating migrant student
Additionally, there are several projects that are running in Primary and Secondary Schools that aim to the
integration of migrant pupils in their school environment in social and academic terms. One example is the
Geiaxara project (http://www.geiaxara.eu/en/) which is being implemented since November 2017.
Particularly in during the school year 2018-2019, the programme run 47 Greek classes across the Republic
of Cyprus (in Nicosia, Limassol, Larnaca, Pafos) that were successfully completed by 451 migrant children.
This initiative aims to the development of the four basic language skills in Greek: listening, speaking, reading
and writing which are being taught in line with the National Curriculum. The courses are offered at the same
school that the pupils attend, 2 times a week for two hours each time.
Another example is a program called “Actions for School and Social Integration” (DRASE) (2014 – 2023) of
the Ministry of Education and Culture that is co-funded by the by the Cohesion Policy Funds of the European
Social Fund and the Republic of Cyrpus. This programme is among the thirty most flagship projects currently
being implemented in Europe. DRASE aims to the support of migrant pupils to the learning of the Greek
language and to the development of their social skills in the form of extra-curricular activities after-school
lessons, aiming to cover 15.6% of the student population (European Commission, 2020b). The school year
objective for 2019-2020 was “Promoting social inclusion and combating poverty and discrimination “. During
that year 96 schools participated in the programme. Schools participating in the DRASE, offer free extracurricular creative programmes (e.g. dance, theatre, journalism, music, painting) along with remedial
teaching for both students and parents in morning and afternoon classes; additional psychosocial support
services to students and parents, through the creation and operation of Information and Psychosocial
Support Centres (MOEC, 2020).
During the interviews conducted with stakeholders for the needs of the present report, it was explained that
when NAMS arrive in Cyprus they are given assessments based on the age that they are at. The age then
corresponds to the class that they should attend in school. It usually is the case that the NAMS are placed in
one class lower so that they have enough time to do intensive Greek language classes and thus be able to
catch up with their classmates. There are no mixed classrooms, and the welcome classes are essentially
comprised of more intensive Greek language classes. Unaccompanied minors enter the educational system
as soon as they arrive via an introductory process.

4.2. Teacher training programmes on intercultural mediation
The European Parliament in the Resolution on ‘Improving the Quality of Teacher Education’ of 2008
reiterated the importance of ‘intercultural skills’ and ‘an understanding and appreciation of diversity’ for
teachers, in terms of both teaching students and interacting with their families and surroundings. To this
end, foreign-language learning and teacher exchanges has been suggested. It also stressed that, ‘the
teaching profession needs to be made specifically aware of intercultural issues and processes, not only within
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schools, but also in relation to families and their immediate local environment’ (Jalušič et al., 2019). Another
notable milestone towards this aspect was Recommendation No. R (84) 18 (Council of Europe: Committee
of Ministers, 1984) which referred to “the training of teachers in education for intercultural understanding,
notably in a context of migration”. Considering the large number of NAMS in schools across Europe, the
role of teachers in assisting those students to integrate into school and society is pivotal. In order to
accomplish this task, teachers should receive appropriate training that will equip them with the necessary
awareness and knowledge and help them not only understand and approach students of different cultures,
but also to overcome stereotypes and prejudices. Effective school development will take place by investing
in teachers’ capacity to teach in a diverse classroom, hence all training and mentoring programmes should
include intercultural and gender-sensitive skills, language learning, and the specific needs of migrant learners
(Sirius Network, 2014). This should inspire teachers to treat and value learners equally, to encourage other
learners to do the same, and to recognize the value of all backgrounds. Also, school leaders need to be given
formal training to lead schools valuing diversity, facilitating also the professional development of their staff.
Regarding the issue of teachers training on multicultural and multilingual classes in Spain, it has to be notated
that there are many variations in the way of understanding the problems that are associated with
multiculturalism. This is mainly due, among others, to the experiences of different communities and groups.
It is possible that the sensitivity towards multiculturalism is greater in communities where there is a greater
presence of citizens of different countries and ethnic groups (like Andalusia and Catalonia) and, probably, a
greater formative experience acquired before the necessity to take care of immigrant students. (Montero
Mesa, 2000). The diversity of courses for teachers on intercultural issues is very large, but many of the
programmes for teacher training have an individual or group character, outside the schools and daily practice
(Cantalini & Alvarez, 2019). This individual character provokes a complete decontextualization of the needs
of the teaching staff (facing the teaching of the Spanish language; achieving contact with the families of
foreign immigrant students; integrating their culture into the school, etc.) and the contents with which they
work in the training courses, preventing the reflections generated from having an impact on the daily
practice of their school. Also, the majority of these courses are optional, only for those who are interested
in developing their skills and capacities in this sense, which makes the scenario not even, and always
depending on each professional (Cantalini & Alvarez, 2019). Specifically, in Cataluña, teachers receive
constant support when it comes to assessing migrant students thanks to counselling teams specialised in
language, interculturality and social cohesion. This support covers the emotional and educational field,
covering the needs both from teachers and from students (Eurydice, 2020). Moreover, teachers and trainers
receive specific training sessions to deepen in their intercultural competences to be able to support and
properly integrate immigrant students in their classrooms.
In Italy, numerous training courses for teachers on the subject of foreign students were carried out during
the 2000's, mostly organised locally, promoted by CSOs, in collaboration with local authorities, and drawing
on the resources of the EU, the Italian State, and the Regions. These training courses dealt with various topics
(pedagogical theory, practices and didactic experiences) briefly mentioned here: a) intercultural education;
b) teaching of the second language; c) bilingualism and multilingualism; d) reception and integration of
foreign students; e) cultural linguistic mediation and school-family relationship/communication and f)
inclusive education.
Nowadays, top-level education authorities foresee continuing professional development (CPD) activities
that aim to raise teachers' awareness and competency in addressing the socio-emotional needs of students
from migrant backgrounds. The CPD activities focus on increasing the effectiveness of relations between
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schools and migrant families as well as relations between peers. Participation to CPD activities, in Italy, is
mandatory for teachers and it takes place after their recruitment in schools and during their teaching period.
While higher education institutions have certain autonomy in designing teacher education and training
programmes, authorities take decision on teachers’ knowledge and skills to be developed in order to address
the holistic needs of students from migrant backgrounds in classrooms such as their intercultural
competences, their understanding of language and culture of origin, basically to build their multicultural
identity and so facilitating their integration in school.
During the academic year 2017-2018, the MIUR has promoted a wide training of the Italian teaching staff,
through a large AMIF (Asylum, Migration and Integration Fund) project on the theme of reception and
inclusion of foreign students. In addition, the National plan for CPD activities 2016-2019 aimed to strengthen
teachers' ability to encourage pluralism, respect for all and empowerment.
However, during the last years these training programs have undergone both a downsizing and a different
orientation. There has been an overall reduction on the teachers’ training investment and with regards to
issues of inclusion recent training programs try to consider the multiple and challenging diversity of the class
as a whole responding to the specific needs of various pupils (e.g. foreign students, children with attention
deficit and hyperactivity etc)
In Greece, there isn’t a structured and organized set of trainings organized for educators or education staff,
with most being of a voluntary nature. Initially the Institute of Education organised a limited number of
training sessions that took place between October 2016 and February 2017 for the substitute teachers
appointed to DYEP and included a brief analysis of cultural and pedagogic parametres for the education of
refugee children, a presentation of the curriculum and teaching practices. Because of administrative and
financial issues faced by IEP the training attended by a small number of teachers was not adequate and
teachers began work unprepared (Scientific Committee, 2017:66-67). At the end of 2018, in collaboration
with Unicef and the National and Kapodistrian University of Athens, the Aristotle University of Thessaloniki,
the University of Thessaly, the University of Ioannina and the University of Crete, the teacher training
programme Teach4integration was launched (National and Kapodistrian University of Athens, n.d.). It takes
place as per the request of educational institutions (mainly schools). It covers a wide range of topics: refugee
education, issues of intercultural communication, multilingual classroom management, teaching Greek as a
second language, differentiated teaching, child rights, psychosocial and emotional challenges- but remains
on a voluntary basis.
Two more initiatives have been also implemented by the Ministry of Education with the support of the
Institute of Educational policy. The first one - Schools For All- Integration For Refugee Children - is a 3-year
training project (2019-2020) addressed to teachers and parents of students in the schools in which NAMS
are enrolled, and is intended to create an inclusive environment for the integration of refugee children. The
second project - Towards An Inclusive Education for Child Refugees - is a 3-year partnership with
organisations in different countries. It aims to provide schools and policymakers with tools that will enable
them to address the needs of NAMS in a more effective way. It includes a database of the best practices in
the areas of guidance, evaluation and validation and “a portal of collaborative exchange and repository of
resources on education integration”. It also introduces peer support learning, as a means of learning that
promotes inclusive education (Jalbout, 2020:39-40). Despite the implementation of the above training
programes, today, among the most important issues in the operation of the Reception Classes for Refugees
is the fact that only a small number of teachers have been trained to teach this specific population. Ιn
addition, teacher guides and textbooks have been used before for the integration of Roma or migrant
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children in Greek schools and more coordinated steps in this direction need to be made (Scientific
Committee, 2017).
Based on the recent report (Eurydice, 2019), Cyprus is one of the two countries in Europe, where it is
mandatory for teachers to undergo Continuous Professional Development (CPD) in the following areas:
• Teaching in diverse, multicultural classrooms
• Discrimination issues and implicit bias against students from other cultural/linguistic
backgrounds
• Integration of migrant students in general
• Teaching curriculum subjects in the language of instruction to students for whom it is a second
language
• Whole-school approach
These CPD activities are organised or supported by top-level education authorities on issues related to the
integration of migrant students. The Cyprus pedagogical institute, “which is the official body of the Ministry
of Education and Culture responsible for in-service teacher training, implements a variety of training
programmes covering issues related to the education of children from migrant backgrounds” (Essomba et
al., 2017). Some of the initiatives taking place are the seminars that focus on social inclusion and antiracist
policies in schools, support to teachers for Greek language learning as a second language, seminars related
to sociocultural diversity and their readiness to manage and resolve hot issues that might arise at school
(European Parliament's Committee on Culture and Education 2017). Educators teaching NAMS are listed
in the general catalogues of teachers and is not in the prerequisites for their recruitment to have special
training on the above topics. There is a catalogue of teachers who have attended these trainings, so there is
a formal recognized list of teachers/educators knowing how to handle these situations.
UNHCR Cyprus has also developed several educational materials for teachers. An example is the ‘Teaching
about Refugees’ resource which has been adapted into Greek by the UNCHR’s office in Greece. This set of
material helps teachers tackle the subject of refugees effectively in their classrooms and enable better
integration for these students (UNHCR, 2020a). In addition, specialized actions and trainings have also been
conducted to develop the knowledge and awareness of employers, teachers, journalists, public officials in a
bid to promote inclusion in all aspects of life in Cyprus.
However, despite the existing educational and training programmes, teachers in Cyprus lack competences
to work in diverse and multicultural classrooms (EACEA et al., 2019). This is finding further supported by
research which shows that teachers often feel unprepared and insecure when confronted in the same
classroom with students from different cultural and linguistic backgrounds (European
Commission/EACEA/Eurydice, 2015).

5. Main challenges in integrating NAMS in education
Entering formal education structures certainly comes with a lot of challenges for the majority of NAMS. In
addition, there is a widespread gap in the educational achievement between migrant children and their
native peers (Huttova et al., 2010). As presented in this section, different challenges and a wide range of
disabling factors are reported to affect NAMS school integration in each of the 4 countries under
examination. Indicatively, in Italy, the main barriers that children with migrant background encounter in
accessing education are: the overall lack of school space, inadequately trained teachers, language obstacles,
limited access to psychosocial support and limited recovery classes/catch-up lessons (NRT Italy Report,
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2019). Particularly, the challenges which underpin and hinder the integration of migrant and refugee children
in education are multifold, yet can be analysed around the following axes: i) NAMS’s current living conditions
and circumstances, ii) refugee response coordination and iii) the education system of the host country.
i)

Challenges related to NAMS circumstances and current living conditions

Responding to NAM’s socioemotional and mental well-being
One of the most important challenges associated with NAMS’ circumstances is the psychological trauma
they suffer because of the extremely stressful events that they have experienced before or after they fled
their countries, like trauma from separating from their families and friends. Many students have either
experienced school-related anxiety or have been diagnosed with post-traumatic distorters4 which hinder
smooth integration in school. In addition, a sort of persistent vulnerability and vicious circle can be built
over time that originates from the condition of migration and from being a foreigner: a penalizing entry,
which does not respect the consistency between age and class attended; the greater probability of having a
negative outcome especially at the end of the first year of each type of school; a social marginality that also
becomes relational loneliness in extracurricular time; daily proximity to other pupils with poor performance
that creates a multiplier effect of vulnerability and risks producing demotivation. Assessing these matters
and adequately approaching them is a great way to ensure the well-being of the child, which will have a
great impact not only in their integration, but also in their school performance (Cerna, 2019). In Greece,
with the ministerial decision No 48833/D1/12-04-2019, psychologists are appointed in every DYEP in order
to provide psychological support to the NAMS and their families, while at the same time collaborating with
the school staff for the proper operation of the school and the promotion of inclusive education.
Furthermore, Cyprus has among the seven out of 42 education systems that offer psychosocial support for
migrant students and is among the few European countries that have specific top-level strategies or targeted
action plans for integrating migrant students into schools. In Cyprus, these strategies cover primary, general
secondary education and IVET.
Needless to say, NAMS who come as unaccompanied minors or separated children (UASC) are faced with
even more dire conditions. In Greece, with the State (Jalbout, 2020) and the majority of CSOs failing to
properly attend to their needs in the long run (overpopulated accommodation sites for UASC, hindered
access to mental health support or even primary healthcare, insufficient legal guardians, excruciatingly long
periods of waiting for family reunifications etc. (Huddleston & Wolffhardt, 2016), the majority of UASC NAMS
is always-already conditioned to fail in school. Not surprisingly, early school leaving chances and drop-out
rates among UASC are very high (Eurydice, 2019).
Insufficient home-school communication and cooperation
Collaboration from parents is very important when integrating children into new contexts, as they see their
parents as a trustworthy figure. If the parents are actively involved in the process, the children will be more
receptive and more prone to continue with the integration and with the development of their own
competences (Eurydice, 2019). However, the family systems of NAMS, namely parents or caregivers -if any
at all- usually undergo the same emotional and psychological turbulence and thus feel unable to support
their children when they start going to school. Although parents and caregivers are more likely to actively

4

Oscillating from mild manifestations (e.g. nocturnal enuresis) to more severe ones (panic attack crises, belligerence with other
students, withdrawal from peers and caregivers etc.)
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support their children and engage in the school community (PTAs, field trips etc.) when they live in urban
settings, families who reside in remote accommodation sites have reportedly found it very hard to access
information about schooling opportunities or even keep up with homework assignments and the school’s
schedule. The reality for most NAMS and their families is that they “must endure a long period of poverty,
unfit housing and precariousness, all of which directly affect children and their parents’ time and support for
their development” (Huddleston & Wolffhardt, 2016). In this light, the ‘residual’ -if any at all- social services
offered to refugee and migrant populations, mainly on the fringes of society (Kourachanis, 2019), make it
impossible for NAMS to develop resilience, self-esteem and a sense of belonging, let alone for their parents
to actively support the young learners in their brave new steps. According to research in the territory of
Spain, parent’s level of involvement in the school life of NAMS is usually related to their socioeconomic level.
Particularly, students whose parents have a good economic level tend to have better integration in the
classroom, as well as to obtain better marks, than those whose parents have a low economic level
(Rodríguez-Izquierdo, 2018). Parents’ participation in Spanish schools is carried out through the AMPAs
(Associations of Parents of Students) with their participation in such associations not being homogeneous at
all. For instance, in Infant Education and the first cycles of Compulsory Primary Education there is a tendency
to participate more, and it decreases as the children grow up and contact with the rest of the group and with
the school is less frequent. There is also less parental involvement in Compulsory Secondary Education.
Participation also depends on the dynamics of each centre and the environment. Although participation is
open to everyone, it is true that native families participate more in this kind of groups and activities than
immigrant families (Grau et al., 2016). In Cyprus, the level of parental involvement is little to almost none
rendering this as an equally important challenge enabling the integration of NAMS in education. The only
chance that parental involvement is being prompted is unless there is a CSO that offers additional resources
translated in their native language, or mediation services that can help them integrate their children in
education.
Another challenge affecting the integration of NAMS in schools is that NAMs and their families feel
insufficiently informed about the existing educational opportunities in public schools, especially with
regards to the transition from reception to mainstream education types (Koehler & Schneider, 2019).
Moreover, schools should try hard to familiarize NAMS and their families to an education system that is
different from the one they are used to.
On the other side of the spectrum, however, we have Italy and Greece where parents are encouraged to
have a positive attitude towards the education of their children and establish a partnership between schools
and parents (Eurydice, 2019). More specifically, in Italy, there are specific training courses which are
provided to parents of migrant students aiming towards developing their skills in the language of the host
country and improve their knowledge of the way the school works. In Greece, despite the lack of specific
legislative initiatives, involving NAMS’ parents in their children’s school life was a good practice adopted by
many Refugee Education Coordinators (RECs), who tried to include them by inviting them to participate in
different aspects of the school life: accompany their children during their transportation from the
accommodation centres to the schools, take part in informative meetings, establish parents’ associations
that visit children’s schools, get to know the teachers and be informed about their children’s progress
(Scientific Committee, 2017:63).
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Language barriers
Language barriers and provision of language lessons that are not adapted to the needs of students with a
different mother tongue are among the most important challenges that NAMS face during their access and
integration into the school system (Eurydice, 2019). Language skills are not only important for academic
achievement, but are essential for NAMS to develop a sense of belonging at school. Those students who are
competent in the host country language will be more prone to communicate with their peers, socialising and
establishing links and friendships (Cerna, 2019). They are also more likely to express their concerns and/or
needs if they are not able to properly follow the lessons. In Italy, it is reported that NAMS have reduced
knowledge of the Italian language, not so much for communicative issues as for study purposes (Favaro,
2017). In Greece, most migrant students have little to no knowledge of the Greek language when they arrive
in the country. This lack of proficiency makes their attendance in school very difficult and inhibits their sense
of belonging. It also makes children’s stay in reception classes longer and delays their transition to
mainstream classes. This combination constitutes one of the main reasons for migrant students dropping
out of school (Crul, 2017:5; UNESCO, 2019:27). The role of the morning and afternoon reception classes is
to support NAMS with little or no knowledge of Greek, to learn the language in order to be able to integrate
them in mainstream schools or classes alongside Greek nationals. Likewise, in Cyprus, one of the most
important challenges faced for the integration of NAMS as reported in the Eurydice report, is the provision
of adequate language and/or learning support (Eurydice, 2019).
NAMS unstable living conditions and sense of temporality
Another factor that makes NAMS integration difficult is the constant change of residency or their frequent
relocations during the asylum procedure. Families might get relocated right after their children have started
attending school, which leaves the latter uprooted yet again, trying to readjust to new environments from
scratch. Change of residency often causes ‘loss’ of information among school officials and therefore slows
down enrolments to new schools after the relocation. In Greece, NAMS and their families are caught
agonizing in constant transit, a reality which creates a sense of temporality (Scientific Committee, 2017) or
relinquishment respectively, therefore no interest or investment in school. Since integration requires stable
living conditions, the adaption to the new school and the learning of the host country’s language gets even
more difficult (Crul, 2017:5). Many schools have even discouraged the enrolment of students who came at
the end of the school year, implying that there is no point in welcoming new students only for a few months.
Moreover, migrants located in Greece who want to relocate to other countries do not consider it important
for their children to attend the Greek school and focus mainly on attending the English or German classes
provided by NGOs because they feel that their children will be thus better equipped for the next phase of
their journey in Europe. In addition, NAMS geographical location and absence of transportation (from
remote sites) are also among the main factors that obstruct their access to Greek public schools (UNHCR,
2019b). Only 1 in 4 migrant children residing in the RICs on the Aegean Islands, where they have to remain
for long periods, have access to formal education (UNHCR, 2019a). In addition, another challenge that is
closely related to the frequent relocations of NAMS and their families, is the long absence from school. Most
migrant students have had limited or interrupted access to formal education. According to a UNHCR report,
“more that half of Syrian, Afghan, Iraqi, Pakistani and Iranian children had been out of school between 1 and
2 years. Among Syrian children this gap could reach 2.5 years” (UNHCR, UNICEF & IOM, 2019).
Due to their unstable living conditions, NAMS are also lacking necessary documentation (vaccination records,
student’s health book, social security number etc.) and proof of their legal status that block their registration
in public schools in a timely manner. It goes without saying that the acquisition of such paperwork is often a
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very turbulent and time-consuming procedure for most NAMS and their families. On a more positive note,
in Greece, steps have been made to mitigate such bureaucratical restrictions, in part due to pressure from
local teachers’ unions and advocacy on behalf of CSOs.
Rise of anti-immigration politics and existence of latent racism
Among other factors enabling students’ integration is the ‘sense of belonging’ which is crucial to overcome
many barriers and succeed in school, as well as to increase learners’ motivation and participation in the host
society. Thus, it is quite evident that hostility and experiences of bullying or racism could dramatically refute
educational and social inclusion. In Spain, one of the most important challenges that prevent full integration
of NAMS is the existence of latent racism among families that ultimately transmit relevant behaviors to their
children, causing feelings of rejection to immigrant classmates (Rodríguez-Izquierdo, 2018). Based on a
recent report by UNHCR (2018) on the challenges of refugee education in Cyprus (UNHCR, 2018), despite
the extensive efforts of the Ministry of Education and some schools, there are continuing difficulties with
the integration of asylum-seeking and refugee children into their new school environment mostly related to
conflicts between children and racism.
In Greece, an underlying challenge found across all case studies, statistics and anecdotal experience is the
general marginalisation of migrant and refugee populations. The anti-immigration policies which Greece has
been implementing since the beginning of the ‘refugee crisis’ (heavily militarised borders, inhumane
treatment of NAMS and families on the islands, mass evictions of recognised refugees from housing,
discrimination in the access to welfare services and education for children), alongside the surge of rightwing and xenophobic rhetoric establishes refugees and migrants as a deprived social class. Such policies
have come close to being a disastrous impediment to NAMS educational inclusion and social safety. In the
last few years, far-right groups and the neo-Nazi party of Golden Dawn have tried to block NAMS entrance
to schools, with however an opposing response from many teachers’ unions, local communities and CSOs - showing excellent reflexes and giving an adamant reply to racist hatred. More recently, the school
shutdown after the coronavirus outbreak highlighted the segregation policies imposed on refugee
populations. Local teachers around the open accommodation site of Ritsona have reported arbitrary
decisions on behalf of regional and national authorities (MoE General Secretariat, Regional Directorate of
Secondary Education) which excluded NAMS from returning to their classrooms based on grounds of ‘public
safety’ (Alfavita, 2020).
ii)
Refugee response coordination
Delays and difficulties in entering the school
In many EU countries, such as Italy, when NAMS, especially teenagers, arrive in the country (for family
reunion, for example) after the school year has started, they run the risk of not being able to enter school,
or of waiting for months and months, because the schools refuse their enrolment, claiming to have "full"
classes. The pupil is thus "bounced" for months between one school and another: for middle school he/she
is considered too big in terms of age, while for secondary school he/she is considered unsuitable because of
his lack of knowledge of the host country language. Thus, some of the foreign children "disperse" and do not
enter the school immediately after their arrival, or spend a considerable amount of time between the time
of family reunion and the time they enter the classroom. Although Italian law establishes "the insertion of
the pupil at any time of the year arrives", in reality there are therefore girls and boys who look for a place at
school for a long time before arriving at their destination. It is mainly teenagers and those who arrive in Italy
during the school year (and males more than females) who find themselves for a while "outside the door",
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with the risk of wasting precious time, loosening motivation to learn, reducing the possibility of contact and
exchange with their Italian peers. In fact, a substantial part of the foreign students continues to be included
at the time of arrival in the host country in a class that does not correspond to their age. Particularly, in
Italy, immigrant minors, especially NAMS, are placed in a lower class of one year, but also 2 and 3 years
younger than the age of the student (late departure). Such practices aim to facilitate the beginning of the
educational path for pupils who, as soon as they arrive in a new country, have important linguistic difficulties
to overcome. However, especially if the gap/delay is large, it often jeopardizes theirs school future (Favaro,
2017). In Cyprus, access to tertiary education for NAMS is limited to non-existing. Based on a UNCHR report
(UNHCR, 2018) there are around 100 unaccompanied/separated asylum-seeking children living in shelters in
Nicosia and Larnaca and the majority are between 16-17 years old, and yet only 25% of these children have
places in gymnasium, technical or lyceum schools.
Lack of coordination between responsible bodies and officials
It is often the case that bureaucratic and management issues combined with a severely underfunded welfare
state often slow down the implementation of refugee education programmes or grassroots initiatives that
could provide breakthroughs towards real inclusion and equal educational chances. In most cases, these
issues are caused by the lack of coordination between responsible bodies and usually lead to the school
concentration of learners from economically disadvantaged or low educated families. What also causes such
polarizations, in addition to the demographic and residential data, linked to the housing settlements of
migrant families in a given territory, are also the concerns of parents about the quality of learning in (too)
multicultural classes (Favaro, 2017). In Italy, children aged 16 who have not obtained a lower secondary
school certificate can be enrolled in Provincial Centres for Adult Learning (CPIA), to prepare for this diploma.
However non-native students are overly represented in courses at CPIA indeed while they were initially
developed for adult learners (native and non-native), they turned into institutions that are regularly
attended by not native. Concerns of ‘ghettoization’ have been expressed by several stakeholders (European
Agency for Special Needs and Inclusive Education). In Greece, another critical issue is the concentration of
a large number of NAMS in urban areas as a result of poorly organised transfers from accommodation
centres (Sirius Network, 2014). Because of the failure of the Ministry of Education to distribute the NAMS in
schools “by planning for timely operation of a sufficient number of reception classes”, resulted in many
children not being able to enroll and therefore being excluded from the formal education system. Therefore,
NAMS are integrated in a smoother way in areas where the number of refugee children is lower (Scientific
Committee, 2017:38). In Cyprus, although an inter-ministerial coordination group has a mandate for
coordination it seems that the country is facing challenges in coordinating policies that have an impact on
the integration of migrant students into school (Eurydice, 2019). Also, despite the Action Plan developed by
the Republic of Cyprus to promote the integration and inclusion of individuals of migrants on the island,
there are still important challenges identified. One of the challenges is that this plan has not been updated
recently. At a practical level, there is no mandatory and comprehensive integration programme in place,
despite a wide array of projects and initiatives being implemented to foster the integration of TCNs that
include the provision of free language courses and civic education to migrants.
iii)
Education system of the host country
Lack of qualified teachers
With regard to the factors relating to the education system, the most important is relating to the unprepared
teacher workforce to teach in multilingual and multicultural settings. Moreover, the heterogeneity of ethnic
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minority groups is becoming more and more visible and with it, emerges an indisputable need for a tailormade pedagogy that will respect and include all students. As such, teachers may result on using obsolete
training methods that do not focus on the individualized needs of students and hinder their inclusion as they
may are used to other ways of learning. In addition, most local school teachers have little or no knowledge
of mother tongue phonology and grammar, thus might mistake learners who are struggling to adapt to a
new learning context. Lingering between mother togue and target language is a difficult process for NAMS
(Crul, 2017) and there is no efficient training to that effect for teachers who are helping this transition into
target language. In Greece, refugee education programmes have been implemented slowly and unevenly
due to unprepared school communities both in terms of infrastructure and personnel. More specifically, the
gaps in teaching staff that have traditionally been too many in Greece (last mass recruitments took place
back in 2008) became more than evident when thousands of NAMS entered public schools (Scientific
Committee, 2017) and teachers working in Reception Classes are not qualified to teach in multilingual and
multicultural settings. They are appointed to the Reception Classes from a list of substitute teachers, without
taking into consideration any criteria, such as previous experience with migrant and refugee populations,
experience in teaching Greek as a second language, knowledge of migrant students’ mother tongues etc.
Limited provision of training opportunities has also left the majority of the teachers totally unprepared to
teach in such diverse contexts. Another issue related to the appointment of substitute teachers in Reception
Classes is the continuous turnover of teachers. As already mentioned, substitute teachers, as opposed to
permanent teachers, are appointed in different schools every year, filling the positions that come up on the
basis of the needs of each school. This consequent absence of regularity and continuity results in children
dropping out of school (Scientific Committee, 2017:41-42).
Absence of a consolidated mechanism for assessing NAMS prior education
A good assessment of their previous knowledge and the proper grade placement of NAMS is key to their
process (Cerna, 2019). Being in a class with a higher level would hinder their self-esteem, as they would see
themselves not being able to follow the lessons and falling behind all of their classmates. However, putting
them in a lower level would make them feel bored and uninterested, which may cause drop out.
In Spain, to assess the previous knowledge of the student, usually there is a first meeting with some parts of
the teaching staff, the family and the child. During this meeting, the student is asked to answer several
questions regarding different matters and at a next stage the teaching staff has to fill out a questionnaire
assessing what they observed: i.e. if the kid is fluent in the language or not (Junta de Andalucía, 2014). All
this information will help them assess the appropriate school year of the student, taking into consideration
other factors like the number of immigrant students in the different classrooms.
In Italy, according to the interviews conducted, the procedure for integrating NAMS into the school system
requires that a commission of several members makes an assessment to ascertain previous knowledge and
to ensure proper learning for NAMS. There is the figure of the Scholastic referent who coordinates with the
manager and the vicar of the school, as well as with the coordinating teacher, pupils and families. The
integration of the NAMS is a goal provided for by law but which depends a lot on the sensitivity of the school
manager, as well as on the network that the school has with the territory.
In Greece, NAMS prior knowledge, educational experience and qualifications are not assessed prior to
starting school. Those who cannot cope with the level or teaching methods provided at school do not receive
further training or support tailored to their learning needs. Furthermore, in numerous cases, because of the
lack of documentation, the children’s age is determined on the basis of parents’ statements. This leads to
children being placed in classes that reflect neither their real age nor their education level and results in
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children dropping out (Scientific Committee, 2017:42). Cyprus holds one of the 18 education systems in
Europe that adopts initial assessment of NAMS. Specifically, there are certain top-level criteria for assessing
competences in the language of instruction and/or prior learning, which can promote consistency in the
initial assessment of migrant students across all schools in the education system (Eurydice, 2019).
No systematic monitoring process and/or database available showing NAMS progress in education
According to the Recommendation No. R (2008) 4 which asserted that specific measures needed to be taken
for the full integration of NAMS into the national education system is the establishment of “a system of
constant monitoring of the progress of migrant children (especially newly-arrived migrant children) with a
view to preventing them from dropping out of school and to supporting their social integration” (Council of
Europe, 2018). The best available comparable data showing migrant student’s performance in reading,
maths and science is currently being monitored and held by the ‘Programme for International Student
Assessment’ (PISA). Indicatively, the 2018 PISA tests for Greece show that migrant students performed
worse than the average performance of migrant students in OECD countries and in Italy, only a proportion
of 14% of migrant students scored in top quarter of reading skills (with an average rate of 17% across OECD
countries (OECD, 2019).
However, apart from PISA, there is no systematic data available on the monitoring and assessment of NAMS
performance. Most EU countries assess NAMS level of knowledge at the beginning of their entry to education
and adopt national or international tests to monitor their performance in school. Consecutively, they are
being assessed in the same way that other native-born children are assessed. However, in some countries,
like Cyprus, assessment tests are specifically designed for migrant students. According to the Cyprus
Pedagogical institute, the responsibility for the monitoring and assessment measures on NAMS education
lies in the hands of the Formal School Supervisors and the Supervisors of certain thematic areas. These
Supervisors should be controlling and monitoring what the educators do as a way of evaluation.

6. Synergies between formal and non-formal education providers
(CSOs)
CSOs exhibit valuable ‘front-line’ experience, with ability to identify integration challenges and enunciate
varying cultural understandings. Proximity with refugee and migrant populations -especially with NAMS- and
operations on the field which were initiated as early as in the very first phase of the humanitarian crisis, have
fostered a more holistic understanding of NAMS needs and challenges to be addressed. As such, CSOs could
play a vital role in the process and efforts made towards achieving access and integration of NAMS in
education. By consolidating the efforts and the collective and complementary work of formal and non-formal
education providers in the area of inclusive education, better integration results can be obtained. CSO’s work
is necessary because on many occasions they can reach places that public entities cannot, but, on the other
hand, cannot act without their approval. Coordination between them and the existence of both is essential.
This section provides a brief overview of the role of CSOs in providing educational support to NAMS
(complementary to formal education) in the participating countries, as well as some first insights on the
potential of synergies between CSOs and formal education providers. It aims to act as a liaison between the
current report (O2.1) and O2.2: “Stakeholders perspectives on the identified needs and gaps of integrating
NAMS in education” that will go deep into the issue of synergies between formal and non-formal education
providers and provide useful results and reflections on how CSOs could become an integrated part of a
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comprehensive educational approach, where both schools and communities could play active roles for
offering effective education meeting NAMS’ needs.
Spain
In Spain, in the field of education the Ministry of Education is in charge, first of all, and Territorial Social
Services are there to provide further support. Although both work in a coordinated and common manner in
favour of the minor, there are areas that they cannot be covered due to limited time and human resources.
As such, CSOs play a fundamental role in working with these minors and their families. Ιn addition to the
programs that are carried out in regular education, many others are carried out by CSOs that operate in the
national territory and work for the social integration of immigrants. Generally, these programs are carried
out in coordination with the school, with the teaching staff and management team, as well as with the
community service technicians and counsellors of each school and with the reference social services. Some
CSOs also develop language programs for those students whose mother tongue is different from Spanish. As
they are in direct contact with NAMS and their families, they also enjoy their trust and are aware of their
real needs. As such, they provide the necessary information for the elaboration of the individualized
attention and reinforcement plan by the school and they serve as mediators between the families and the
schools.
Bureaucracy and strict regulation of formal education is a big problem that exists nowadays in the Spanish
context. Consequently, cooperation and collaboration between both spheres (formal and non-formal
education providers) is not very common in Spain, as public authorities are difficult to access and they tend
to be constricted by internal regulations and laws. Furthermore, according to information gathered from the
interviews, one of the main problems for the lack of cooperation is that public entities do not take the work
of CSOs completely serious, and they see them only as complementary education to that of formal and
structured education in public and private schools. In addition, the offer of courses for in-service teachers
do not include collaborative work between teachers and other professionals, which is essential for the
exchange of innovative experiences (Cantalini & Alvarez, 2019).
Finally, according to Aparicio et al. (2012), the differences that exist on legislation, regulations, and approach
followed among the different Autonomous Communities of Spain, constitute another important aspect that
shall be taken into consideration. Each of these communities has their own particular government that,
although it is subjected to a general rule from the Spanish Government per se, has some liberties in
regulating and legislating different aspects, with education being one of them. On top of that, the fact that
neither the same numbers of refugees/asylum seekers/immigrants, nor the same profile, exist in every
Autonomous Community, make the cooperation and collaboration measures more difficult to be
implemented (Aparicio et al., 2012).
Italy
The changes that have occurred in the last decade in the phenomenon of migration at school, in Italian
national legislation, and in the economic resources allocated to projects and interventions for the integration
of foreign pupils have certainly reduced the intensity of collaboration between schools and CSOs. However,
collaboration between formal and non-formal education providers for the reception and inclusion of foreign
students has always been very strong in Italy and especially, in territories/regions most affected by the
migration phenomenon. Historically, the Italian school - or at least some schools - have "delegated/assigned"
an important part of the support and assistance of NAMS, to organized associations: both because they
have more expertise and knowledge about this target group and because they are able to guarantee a
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"holistic" approach both to students and their families, through a plurality of services and activities taking
place on different levels:
- project: joint development of projects for reception, inclusion and intercultural education
- organisational: development of tools and devices
- didactic: realization of both compensatory workshops specific for NAMS (Italian Language 2 teaching)
and "inclusive teaching" workshops for the whole class.
- training: creation of training and refresher courses for teachers on various topics related to the
presence of foreign and non-Italian speaking students
- research: carrying out research on NAMS, including observational research.
With respect to the specific target of NAMS, we can highlight 4 important strands of concrete school/extraschool collaboration/experience developed over the years in some Italian realities, documented by a wide
literature:
- Developing and promoting "Reception Protocols" in schools, i.e. documents that define the resources
and activities that must be put in place when NAMS arrive, with the identification of the levels of
responsibility of the various figures of the school (manager, teachers, technical-administrative staff)
and forms of collaboration with extra-school organisations (Favaro, 2017);
- Developing specific procedures to prepare the arrival of NAMS who meet their migrant parents
already in Italy, aiming to avoid the phenomenon of descolarization (Luatti & Tizzi, 2014);
- Designing structured paths of "linguistic and cultural mediation" with NAMS, parents and school
teachers (Luatti, 2012);
- Diffusing in many Italian schools (and in some European schools) the "Portfolio of Integration", a
research-action tool for teachers of all levels who have NAMS in the classroom, to follow/observe
the different phases of their path of integration and learning (Luatti, 2013).
In general, inclusive education and didactics (aimed at the whole class) has become an interesting and fruitful
field, considering the many "diversities" that cross the class and that make the teacher's task more complex
in differentiating and individualizing the didactics to the specific needs of the pupils. Inclusive didactics draws
heavily on devices and knowledge gained over years and years of working with disabled children and NAMS.
Also for this reason, and in particular with schools of the first cycle (primary school and first grade school),
inclusive didactics, both in terms of teacher training and as a workshop activity with pupils in the classroom,
becomes an area of potential collaboration between associations and schools, to be researched and
developed.
Another fruitful area of collaboration to be maintained and strengthened concerns the whole "linguistic"
sphere: both with respect to the teaching and learning of the second language to communicate and study,
and with respect to intercultural education to multilingualism, which enhances the linguistic repertoires
present in the classroom and in the territory thanks to immigration. Since some of the critical issues
mentioned above regarding the reception and integration of NAMS are still "open", which are emphasised
by the Covid-19 pandemic-emergency, it is necessary to re-launch the issue at local and national level, trying
to formulate "holistic" proposals and responses, i.e. to the overall fragility of NAMS, their family and
territorial context.
Greece
Since the onset of the 2015 reception crisis, CSOs -both larger and more established, as well as grassroots
and volunteer-based, foreign and local- have been present in the sites on the islands, and later in the
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mainland and accommodation structures, attempting to address NAMs’ education needs, within the
framework of the humanitarian crisis and the lack of preparedness that Greece was faced with. The
Education Sector Working Group (ESWG), part of the humanitarian cluster system in Greece, chaired by
UNICEF started operating, providing structure and coordination to the education response, whilst education
actors among CSOs were appointed by UNICEF to cover specific areas of refugee education. To this day, the
ESWG remains very active, and is one of the few working groups of the cluster system to have successfully
engaged national authorities. Assessments and evaluations of NAMS inclusion in formal and non-formal
education undertaken, meetings are consistent and the participation of diverse CSO education actors as well
as MoE representatives, these meetings and the coordination overall, has covered many gaps and yielded
many tools for the inclusion of NAMS in education. The ESWG also created a platform and communication
channel for education CSOs to communicate their experience from the field directly to a group and an
authority with the capacity to act.
In addition, the creation of the Independent Department for the Coordination and Monitoring of the Refugee
Education in the MoE, demonstrated understanding of the specific needs of refugee populations, offering
CSOs a liaising channel with official authorities. The Department introduced Refugee Education Coordinators
(RECs) in 2016 and, consequently, allowed more tangible pathways of networking on the ground between
MoE representatives and CSOs providing support in refugee education.
The international organisations such as I.O.M., UNHCR and UNICEF were invited to cooperate with the
Ministry of Education from the beginning; UNICEF also joined discussions and planning early on, and remains
an influencing actor in refugee education policies; including UNICEF education experts being seconded
within the MoE. According to Ministry executives and staff members (Scientific Committee, 2017)
communication and meetings with UNICEF have been helpful in sustaining a more holistic understanding of
global and international practices with regards to refugee education. International agencies, like UNHCR
have also contributed in terms of infrastructure and spatial arrangements by donating -for examplecontainers to the Ministry in order to accommodate kindergarten stations, REC offices, or NFE learning
spaces in refugee sites. Moreover, it has facilitated -when necessary- the access to refugee accommodation
sites’ demographics, data and statistics so as to facilitate the functioning of DYEP, ZEP/RC for NAMs. IOM as
another education actor has provided transportation(buses) throughout Greece for school-going children
residing in open sites. CSOs are, however, not formally consulted, remaining outside of formal education
decision-making and implementation, whilst the non-formal education (NFE) programmes they provide have
not been as accredited. During the early phase of the humanitarian crisis, formal education actors remained
sceptical of NGO and CSOs staff delivering educational services in refugee accommodation sites. In order to
obtain the approval of their educational curriculum and consequently authorisation to deploy their
programmes in refugee accommodation sites or urban centers, need undergo a time-consuming process to
register in the official record of Institute of Educational Policy (IEP) and to receive their approval on a yearly
basis.
Synergies between formal education and NFE providers have served to cover gaps in the rolling out and
implementation of the refugee integration programme. For example, CSOs active in NFE cover a large gap
that exists in providing homework support classes to NAMS attending formal schools that are provided in
many open accommodation sites and some educational centers as well as preparatory sessions for NAMS
about to start school. In particular, the expertise knowledge which CSOs are offering to formal education
authorities and staff, draws on the grounds of: i. knowledge of mother tongue and cultural mediation
services ii. access to refugee accommodation sites & proximity to NAMS and their parents/guardians, iii.
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good practices in multicultural and mixed-abilities classrooms & specially designed educational resources to
this end, iv. training seminars for newly recruited teachers and staff in non-formal refugee education. As a
final remark, considering that the MoE has not openly welcomed CSOs expertise knowledge towards building
more effective blueprints for a genuinely inclusive education and that the current Government in power is
marking a rigid boundary between its own jurisdiction and CSO involvement, we could only speculate about
limited synergies on a field level between CSOs and formal education providers/education policy makers in
Greece.
Cyprus
In Cyprus there is no consultative body on migrant integration in Cyprus. However, CSOs take part in the
Monitoring Committee of the AMIF National Programme 2014-2020 which is consistently revised to face the
latest migration and integration challenges and meets once, annually, to supervise the progress of the
National Programme. CSOs in Cyprus, primarily offer social and legal support, provide integration services,
carry out research and raise awareness on issues affecting migrants and refugees and implement a wide
range of integration programmes.
Concerning the provision of integration services, MiHub is responsible for the functioning of four information
centres offering language support to NAMS and their parents is also very active in relation to providing
information to parents about the educational opportunities of their children. CARDET develops various
integration programmes, offering language and capacity building courses, and developing online tools for
migrant education and integration. Regarding the provision of campaigning services, Hope for
Children conducts advocacy actions and provides capacity building trainings for unaccompanied minors as
well as professionals working with migrant minors.
Based on stakeholders’ perspectives, there is a need for more effective collaboration between formal
(primary and secondary schools) and non-formal providers sector (NGOs, businesses, community
organisation) in integrating NAMS in education in Cyprus. To be able to carry out certain initiatives in schools
it is necessary that the government approves the organisation and the intervention to be carried out. This
can be a strenuous process which could become much more effective if a formal process was set in place to
allow for more ease of collaboration. For the majority of stakeholders that participated in the interviews that
were conducted under the framework of our project’s activities, the potential of synergies can only be
realised through communication: between formal and non-formal providers, between national authorities,
between NAMS and CSOs and between CSOs and national authorities. A common plan is necessary to be
developed to ensure there are no overlaps in effort and to maximise the impact of synergies and
collaborations.

7. Policy Reforms and Recommendations
As described in chapter 5 above, migration poses a great challenge to the European education policy makers
who must develop new and inclusive educational policies and teaching approaches in response to the
linguistic and cultural diversity that brings to local communities and schools. Education should promote an
intercultural society and schools are the main actors to fight and prevent stereotypes and prejudices, as well
as to overcome an ethnocentric vision, fostering understanding and cooperation among people. Schools
should keep discovering the existence of other forms of thinking, consider rights and duties of those who
emigrate, enhance the immigrants’ origin cultures and create new cultural identities (De Angelis et. al, 2015).
To put it simply, accommodating NAMS in formal education can bring about a long-dreamed change in the
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EU schooling systems in general. Less populated classrooms, more inspiring (and inspired) teachers, inclusive
pedagogies and broader institutional supports will equally serve children with disabilities, Roma children,
other marginalised student groups, NAMS and local students. In this light, a systematic and systemic reroute
towards social inclusion and equity for all students, regardless of background, is a quintessential prerequisite
in policy making change.
Many EU papers, Recommendations and reports have opened a broad debate on how education policies
may better address the challenges posed by migration and mobility flows. However, even if there have been
several educational policies around the EU which have proven to significantly improve the lives of NAMS and
their integration (i.e. sustained language support, building the capacity of schools, promoting cultural
diversity), there is a clear need for a holistic approach that will integrate NAMS on a legal, social, economic,
political and cultural level that could be translated into a set of recommendations and policy reforms as
described below.
Better coordination among parties and authorities
The European Commission in its Recommendation of 20 February 2013 ‘Investing in children: breaking the
cycle of disadvantage’ (European Commission, 2013) affirmed to address barriers which stop children from
attending or completing school by strengthening cooperation and synergies between key players in the field
of education, equality and children’s rights. Measures are needed at a systemic level to fight the lack of
coordination and transparency among the parties and officials involved in the education and inclusion of
NAMS, ranging from Ministries of Education and Asylum to municipality officials and schools’ administrative
staff. Although many legislative and administrative reforms have been made across EU to address the needs
of NAMS in education, the coordination among the parties and authorities still remains fragmented. The
right/duty of everyone to education can no longer be compromised, as is sometimes the case, by the
unacceptable difficulties of immediate integration of foreign children and young people arriving at the
beginning of the school year. It is necessary that the school administration acquires all the useful information
on the arrivals of "reunited" children from the authorities who are in charge of the registration of NAMS in
a timely mannerv; it is necessary that in all the territorial areas most affected by migratory flows the
formation of classes avoid the saturation levels that prevent the reception of new arrivals; it is necessary
that the tools of schools and classes in which to insert new pupils do not involve "waiting lists" and transfers
from one school to another that waste time, motivation, trust in the institutions.
As research suggests, in Greece, there is a great need for a clear and comprehensive national plan under the
supervision of MoE as the lead on the refugee education response (Jalbout, 2020:51). For Cyprus, following
the UNHCR’s 2018 report ‘Towards a Comprehensive Refugee Integration Strategy for Cyprus’ which
identified a set of shortcomings in the state’s integration plans for TCNs, better coordination between the
Asylum Service and the Ministry of Education is recommended for conducting analysis of arrival patterns
and ensuring that children of compulsory school age are swiftly enrolled in schools, regularly attend classes,
and are provided with the necessary learning support. Furthermore, it would be of great value the creation
of a Working Group within the Ministry of Education completely dedicated to ensuring inclusive education.
This Working Group could include members from the School system (i.e. headteachers, educators,
educational psychologists, parents, and students) who would meet periodically to review and address
educational policies and make recommendations. For Spain, educational measures should be undertaken at
a national level and spread, in a balanced- however flexible -manner, across all Autonomous Communities.
In this way, all the Autonomous Communities would include in their school plan the maximum possible
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programs and resources for the inclusion of NAMS, paving the way for their smoother and more fair
integration regardless of their place of residence.
Providing language support and promoting linguistic diversity
The Council of Europe highlights the need for language education policies to enable individuals to be
plurilingual. Moreover, it is reported that immigrant students who maintain the heritage culture and
language contribute more to the society than those who learn only one cultural orientation/ language
(Lifelong Learning Platform, 2016). Developing students’ mother competences is beneficial because it can
result in increased cognitive development and second language literacy, two important learning aids for
immigrant and refugee students. Moreover, this would enhance their self-esteem and the identity of the
child and the rest of their family, as they would not see their primary culture completely erased (Cerna,
2019). As such, among the options to learn other languages, the learning of migrant languages should be
supported for all interested learners either within the school or as extra-curricular activities (Sirius Network,
2014). Instead of trying to eradicate barriers in language/communication, schools should learn to embrace
students’ cultural and linguistic references so as to help them understand the reception language better
more effectively (Mogli et al., 2019). In Italy, the Italian Ministry of Education (2015) has issued some
improvements for a better integration of foreign students that recommend the enhancement of bilingualism
among classroom pupils and teachers’ training on linguistic diversity and multilingualism. Italy should
foresee the establishment of "permanent language laboratories" in schools, animated by teachers
specialized in teaching Italian as a second language, who are also able to coordinate the work of linguistic
simplification of the contents of the various disciplines and to facilitate the learning of the specific languages
of the subjects of study. It is therefore a question of organising language laboratories of Italian L2 in schools
for the different phases of learning and for different levels and purposes including the provision of extracurricular time in collaboration with CSOs.
Enhancing teachers’ training on intercultural education
Another policy reform should be around the establishment of measures related to educators’ support to
NAMS’ learning and social integration. The resolution of the European Parliament of 23 September 2008 on
‘Improving the Quality of Teacher Education’ stresses that, with the arrival of a highly diverse immigrant
population, the teaching profession needs to be made specifically aware of intercultural issues and
processes, not only within schools, but also in relation to families and their immediate local environment.
According to UNESCO’s 2019 report recommendations (UNESCO, 2019), governments and education
authorities need to invest in equipping teachers with the necessary skillset to manage diverse and
multilingual contexts, raise awareness on displacement and thus confront stereotypes, prejudice and
discrimination in the classroom. Properly trained teachers can aspire changes in school communities and
strengthen NAMS self-esteem and sense of belonging. UNICEF initiatives to build teachers’ capacity in
inclusive and intercultural education, rightfully points to that direction (Stergiou & Simopoulos, 2019).
Moreover, in January 2016, the European Parliament adopted a Resolution on the role of intercultural
dialogue, cultural diversity and education in promoting EU fundamental values. This resolution indicated a
shift in understanding the role of formal, non-formal and informal education and intercultural learning in the
process of integration. The document underlines ‘the importance of teaching intercultural dialogue which is
essential tool of conflict management and of developing a deeper sense of belonging;’ and teachers, Parents,
NGOs and Human Rights Organizations are seen as key players in this process (Jalušič et. al, 2019).
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As such, it is advocated the creation and introduction of a National Plan on Intercultural Education in all the
in-service teacher training programmes, so that all teachers that did not have this kind of specific training
can have access to it and benefit from it. To that direction, making use of the latest research on intercultural
education in teacher training could get teachers updated strategies on how to deal with cultural minorities
and migrant pupils today. However, although many educational systems around the EU have developed
several educational materials for teachers (e.g. the UNHCR Cyprus has developed the ‘Teaching about
Refugees’ resource which has been adapted into Greek by the UNCHR’s office in Greece), it is important that
these training opportunities become obligatory for all educators so that they have immediate access to
quality teaching materials that help NAMS make sense of their new environment as well as any social and
political issues they may be concerned with. In Greece, teacher guides and textbooks that were mainly used
in the Intercultural Schools to teach Greek to Roma and migrant children have been amended, but more
such initiatives need to occur at both the regional and national level (Crul et al., 2019). In addition, Sirius
report (2019) suggests the promotion of a national network of teacher trainers specialized in intercultural
education and diversity management, where they can exchange good practices around teacher training and
facilitate peer-support among higher education staff.
Introduction of innovative, community-based and flexible learning approaches
Evidence strongly suggests that more innovative and play-based approaches can foster positive learning
experiences among NAMS and therefore boost their self-esteem and sense of belonging in school (Sengupta
& Blessinger, 2018). Examples from refugee sites in Greece showed that NAMS’ learning ability and
behavioural discipline were improved when NAMS were responding to stimulating educational material and
learnt through dramatization, social & emotional learning and intercultural approaches (Mansola, 2020).
Flexible modes of learning can also tackle NAMS frustration or sense of being transient/stranded and thus
address drop-outs and early school leaving (Koehler & Schneider, 2019).5
Given the different structure of the host country languages compared to NAMS mother tongue languages,
students need tailor-made lesson plans and textbooks which will draw on familiar patterns, meaningful
contexts and the development of useful life skills. On a recent report by SIRIUS (Graaf et. al, 2019) it was
explained that accounting for NAMS specific circumstances and needs is important in the overall process of
inclusive education. For instance, a wide array of complicating factors are suggested to be taken into account
such as the NAMS traumatic personal experience of migration, the process of readjusting to a new
environment, as well as having to adapt to a new education system and ensuring the skills and knowledge
obtained from previous education is used as a foundation for their further learning in the host country.
Efforts to this direction need to be discussed, circulated among teachers and education professionals, and
ultimately become translated into new, innovative approaches to education. It is high time schools across
EU dropped the ‘bone-deep’ obsolete pedagogy and instead embraced ground-breaking teaching
methodologies by adapting on the particular needs of NAMS and cultivating proximity with their cultural and
linguistic backgrounds. In Italy, according to latest reform by the Italian Ministry of Education (2015), each
school must be ‘trained’ to prepare personalized plans and adapt the curriculum and the assessment system
with regard to children and young people with migratory origins.
What is more, schools should open their doors to communities and become multifunctional community
centers by expanding their functions and reconsidering their role in local communities. Towards this
5

The Europe 2020 headline target of achieving less than 10 % early school dropouts highlights the importance with which policy
makers are beginning to address ESL
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direction, extracurricular activities could play a key role, as through them students have the opportunity to
meet and make friends with peers from different cultural and socio-economic backgrounds. Especially, for
students with learning disabilities and those from disadvantaged backgrounds, extracurricular activities
could demonstrate talents in ways that that might not be available to them in traditional classroom settings
(Cerna, 2019). Youth work is essential in this regard: youth clubs organize meetings, sports and leisure
activities, cultural projects to participate and to overcome the language problem for refugees/migrant
communities. Only by involving all actors we can have a relevant, sustainable, inclusive learner-centered
vision of education (Lifelong Learning Platform, 2016).
Preventing school segregation
Research commissioned by DG Education and Culture has shown that inclusive policies for all underachieving
learners can deliver better educational outcomes for newly arrived migrant learners than models that
transfer them into reception classes (PPMI, 2013). Consequently, NAMS should be separated as little as
possible from their native peers (UNESCO, 2019) and offered second language support with parallel teaching
and tailor-made lesson plans, instead of more segregating options. It is an indisputable reality that NAMS
who joined mainstream classes in public schools developed language skills much more rapidly and managed
to integrate exponentially faster than children attending afternoon or welcome classes sporadically.
Therefore, it comes as no surprise that latest research suggests that NAMS should be welcomed in regular
class as early on as possible (Mogli et. al, 2019). A significant part of the educational community itself has
campaigned for the integration of refugee students into regular public schools (Simopoulos & Alexandridis,
2019), ‘highlighting the dangers that they felt would be created by the development of a parallel system’
(Mogli et. al, 2019: 46).
Increased funding towards education
Augmenting funding means expanding educational services provision, thus increasing chances for social and
educational inclusion. More funding in schools means more permanent teaching staff and professionals who
can create, disseminate and consolidate knowledge on Intercultural and inclusive education; more
interdisciplinary and longitudinal research on NAMS’ specific needs; more cutting-edge textbooks and
curricula; more theoretical and material capacity to develop New Technologies in Intercultural Education
classrooms, and thus make school more meaningful to NAMS (Beck & Sofos, 2011). In Greece, years of
economic austerity have left schools underfunded and understaffed, with alarmingly low-quality services
and declining learning outcomes (Jalbout, 2020:36).6 The OECD 2018 report stresses that the country needs
to prioritise education spending and thus allow schools to flourish by developing the skills children need for
their future and investing in teachers and infrastructure.
Additional funding needs to be channeled towards non-formal education as well, which is more than often
confined to an ongoing search for donors and funds. In Greece, such funding could allow unremitted training
for teachers who work with refugee children7, achievable commitments on behalf of CSOs for meeting
6

‘Students in Greece scored below the OECD average on maths, reading and science on the 2015 and 2018 PISA tests. According
to 2018 test results, a smaller percentage of students in Greece reach either high levels of proficiency or minimum proficiency
compared to their peers in other OECD countries. Notably, immigrant students in Greece perform worse on PISA tests than the
average performance of immigrant students in OECD countries’.
7
NFE educators also work precariously under short-term programmes, liable to EU, national and private funding. Often, NFE
educators who work under integration programmes are offered short-term contracts which do not allow holistic educational
support.
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learning outcome targets, and ongoing monitoring for the smooth transition to formal education services in
coordination with the Ministry of Education (Jalbout, 2020). Institutional support and more generous
spending on NFE programmes could facilitate the implementation of educational programmes which should
more systematically report and monitor NAMS needs on the ground, and then translate them into the
regional and national level. For Spain, it is recommended to designate more resources to teacher training
for supporting them in multicultural integration and on how to address the integration of immigrant students
in the classroom as most of the teachers do not know how to integrate students with cultural differences,
lower curricular competencies, different language (Sirius, 2019).
Increasing parental involvement
Recommendations have been formulated on improving measures for involving families in the educational
path of their children, as well as encourage the representation of foreign parents. Particularly, according to
2019 Sirius report (Graaf et. al, 2019) it is necessary to make the school an open and welcoming space for
migrant families, allowing them to get some counselling and mentoring. It is also recommended to clarify
roles and tasks of the different professionals who work within the school frame with regards to the migrant
parents: tutors, counsellors, mentors and trainers. There is currently some confusion that leads to the
parents not being completely sure and being unwilling to involve themselves. This would include translation
and mediation among parents who don’t speak the national language and teachers. Further, generating a
culture of participation through book clubs, language proficiency courses, etc. for parents would open the
door to them involving themselves in other areas of the educational framework, like in the decision-making
process.
Pre-school support and educational provisions beyond compulsory schooling
Pre-school support and educational provisions beyond compulsory schooling are necessary and urgent
reforms that need to be made for the integration of young NAMS and older students, who are among the
most deprived NAMS cohorts. Access to vocational education and lifelong learning paths should be part of
integration policies as that widen the opportunities to gain competences and skills, as well as neutralize
inequalities. However, the Greek system is more selective and thus tends to exclude learners with difficulties,
disabilities or gaps in prior education-which is the case with NAMS (Crul et al., 2019). The Italian Ministry of
Education (2015) suggests that it is necessary to inform and involve migrant parents on the educational
opportunities available in kindergartens in order facilitate the access of children with migratory origins in
the entire system of early education.
Structural changes in migration and asylum policies
Inclusion in education for NAMS is far more likely to succeed if it extends to social protection programmes
(UNESCO, 2019), because short-term provisions in housing, social security and healthcare are strongly
inhibiting factors when it comes to educational inclusion and equity. Therefore, structural changes in
migration and asylum policies are needed in order to provide NAMS and their families with long-term,
inclusive programmes of physical and mental healthcare, asylum support, decent housing, and economic
support. Such a holistic approach needs to galvanize a larger set of stakeholders at the local, regional and
national level, for the consolidation of a comprehensive national strategy for the educational and social
inclusion of NAMS (Koehler & Schneider, 2019).8
Enhancing synergies between formal and non-formal education providers (CSOs)

8

Koehler & Schneider are drawing on the relevant recommendations by the European Commission (2013b, 2016)

The European Commission support for the production of this publication
does not constitute an endorsement of the contents which reflects the
views only of the authors, and the Commission cannot be held responsible
for any use which may be made of the information contained therein.
Project number: 612204-EPP-1-2019-1-IT-EPPKA3-IPI-SOC-IN

54

www.enacted.eu

During the latest ‘refugee crisis’, CSOs have become key players in supporting NAMS access and integration
in education, filling in policy gaps left behind by national governments and the EU (Dassis in EESC, 2017).
Creating synergies between CSOs and formal education providers would encourage and facilitate the
exchange of good practices and ultimately support NAMS and their needs and as an extension, uphold the
values that make us ‘European’ and are proclaimed in the EU Treaties: solidarity, compassion, human rights,
support and cooperation (Dassis in EESC, 2017). Going further, our analysis shows that synergies can yield
more efficacy and radical results if:
•frictions among parties and actors involved are eradicated in the interest of holistic support towards
inclusive education and the promotion of common values;
•an interdisciplinary supervisory body oversees the monitoring of needs and challenges in the constantly
shifting framework of refugee education;
•expertise knowledge, good practices and implemented innovative methods become consolidated in an
interactive, multilateral platform which can connect CSOs with schools and vice versa, and enable them to
exchange best practices and lessons learnt so as to build a solid knowledge base for inclusive education.
In Italy, there are many educational institutions that have been able in recent years to build effective
responses to new needs with the active support of Local Authorities, Universities and CSOs. These
experiences, built in the field, offer a rich repertoire of indications and suggestions. But they are not always
known and widespread: it is therefore a question of moving from the "buzz" of good practices to a strong
and shared voice, developing a capillary and not sporadic training of school leaders and teachers, animated
first and foremost by those trained in the ground. In Greece, studies highlight the necessity for the Ministry
of Education to seriously strategize with CSO networks and interdisciplinary experts so as to consolidate an
on-going platform for the creation and dissemination of educational blueprints and methodologies towards
a genuine intercultural education (Kramer & Merry, 2013; Stergiou & Simopoulos, 2019; Jalbout, 2020). To
that effect, insight from Intercultural Schools (Tsaliki, 2017)9 and NFE providers could significantly facilitate
the integration of NAMS in public schools, were there a coordinated strategy that allows bottom-up
knowledge to influence policy making.
Further reforms needed for the inclusive integration in education of NAMS
Gender-mainstreaming should be understood and implemented as a vital part of integrating newly arrived
migrant pupils (Sirius Network, 2014). Specifically, gender-based psychological, cultural and sexual violence
directed at newly arrived female pupils should be prevented and addressed through the relevant teacher
and pupil trainings.
With regard to the representation of people with a migrant background in the education professionals,
monitoring the underrepresented groups in the teaching and educational sector is essential. Best practices
should be promoted about outreach to potential teachers of migrant background (Sirius Network, 2014).
An in-depth Study on the ‘Diversity within the Teaching Profession with a Particular Focus on Migrant and/or
Minority Background’ (Donlevy et al. , 2016) established that attracting and retaining teaching staff with a
migrant and/or minority background in the profession are equally important.
Peer mentoring projects need to be promoted as an integral part of policy making in education as they
proved to be an effective tool for reducing the achievement gap. Mentoring should be perceived as a broad
9

Intercultural Schools in Greece were established in the 1990s to integrate migrant and repatriate children into the Greek
educational system. Pedagogical approaches, curricula and textbooks in intercultural schools are often adjusted to the needs of
the majority of students, who are not Greek natives.
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support and integration mechanism beneficial for all learners, not only for migrant students "at risk" (Sirius
Network, 2014). In Italy, official documents highlight the importance of peer education experiences based
on the help of second-generation students (with foreign-born parents) as tutors and guides for the newly
arrived ones (Sirius Network, 2014). Expanding and encouraging peer-to-peer mentoring for learners with a
migrant background should be foreseen as a part of a broader picture of education that takes place outside
the classroom and strengthen the development of social skills. In general, mentoring projects should be upscaled to ensure the training of a growing pool of dedicated mentors.
The Committee on Migrant Workers and the Committee on the Rights of the Child recommend that ‘States
should put in place adequate measures to recognize the child’s former education by acknowledging
previously obtained school certificates and/or issuing new certification based on the child’s capacities and
capabilities.’ (UN CMW & CRC, 2017). The competences and qualifications of migrants/ refugees should be
acknowledged and recognized with proper validation mechanisms as stated in the Reception Conditions
Directive. NAMS prior learning and knowledge should be assessed by educators with knowledge of the
relevant home country education system and experienced in individual student assessment to determine
the appropriate support for them to catch up to the grade level of their peers in their new country.

8. Conclusions
The recent conflicts in the Middle East and Africa resulted in the arrival of an unprecedented number of
NAMS. The majority of these minors belong to unstructured families and/ or with few economic resources,
have communication problems due to the language difference and have a curricular gap. Many have not
gone to school in their country of origin or have had their education interrupted, so they just comprehend
basic skills. Those who have been able to have a regulated formal education also present difficulties, because
the educational levels of each country and the national curricula are significantly different. It is necessary to
become aware of the presence of different cultures and the need to adopt organizational and curricular
measures that make quality education for all viable in a multicultural society. We must positively value
cultural diversity and promote intercultural teaching, respecting the individuality and culture of each person.
Throughout this integration process, education plays a fundamental role in helping refugees and immigrants
to adapt to a new country and a new culture, and to establish social relations in their places of reception.
Acknowledging all these new circumstances, it is beyond doubt that policy makers and practitioners across
Europe are obliged to strive towards offering quality and inclusive education to these newly arrived refugee
children.
In light of the above, the current report gives an overview on how inclusive education and intercultural
dialogue are key to cohesive societies through tracking the response of the EU member states (focusing on
partner countries: Spain, Italy, Greece and Cyprus), school officials and CSOs involved in refugee education
and inclusion of NAMS. In more detail, it gives an overview of the migrant population and their demographic
characteristics, the national context and laws in relation to migrant education and integration, as well as the
educational and institutional arrangements and training programmes put in place in order to address the
emerging needs of NAMS. Finally, this report goes on to evaluate challenges in this context and provide
suggestions towards a genuinely inclusive education for all students, regardless of origin, nationality and
social standing.
Our analysis has identified a solid legal background at national and European level in the field of inclusive
education. Particularly, concerning the four governments under examination, however different they are
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contextually speaking and whichever measures they have stipulated over the years, most of them comply to
a certain extent with most of the priorities and recommendations set at an EU level, assuring that children
that arrive to each of these countries, no matter their background and origin, can access an education that
is compatible with them and their knowledge and skills. However, it seems that the institutional arrangement
in Greek education is not favourable to the integration of a large majority of NAMS and the few provisions
that have been put in place are not sufficient to accommodate the number and diversity of NAMS. In
addition, although member states are required to provide access to NAMS in mainstream education earlier
than three months after arrival, we can observe substantial differences among countries for NAMS time
period of school enrolment, that directly affect NAMS integration path.
All in all, it seems that the main challenges which impede the integration of NAMS in education, are
inextricably connected with NAMS special needs (language and socioemotional) and current circumstances
(level of parental involvement, living conditions and sociopolitical environment) and an unprepared and
inconsistent response by officials leading to delays and difficulties for NAMS enrolment in schools and to the
phenomenon of school concentration. In addition, our analysis identified a deeply structural problem of illprepared institutional arrangements across the education systems of the four countries under examination
that have led in many cases to an unprepared teacher workforce to teach in multilingual settings, insufficient
assessment of prior learning and NAMS performance in schools and inappropriate grade placement.
The synergies fostered between CSOs and formal education providers have helped create and disseminate
good practices, innovative pedagogical methods and expertise knowledge, thus partly mitigating hitherto
impediments in NAMS’ accessing and integrating in public schools. The report calls official authorities
involved in NAMS schooling to further engage in a long-term interaction and networking with CSOs and
inclusive education experts so as to build a solid knowledge base for welcoming NAMS in classrooms. Such
initiatives can lead to the consolidation of an interdisciplinary supervisory body that will oversee the
monitoring of needs and challenges in the constantly shifting framework of refugee education.
In this light, we stress the need for the creation of a systematic evaluation system based on NAMS specific
needs and aspirations, as well as accelerated education programmes which can ensure and promote access
to education for students who have missed out on substantial amounts of schooling. Moreover, the mandate
for expanding education provision to include all levels of education emerges as an absolute necessity, and in its turn- it necessitates robust funding to a competently underfunded and understaffed system. Further,
from the critical issues raised in this report with regard to the reception and inclusion of NAMS, we suggested
a series of recommendations and policy reforms for improving measures for avoiding school segregation,
increasing parental involvement and introducing innovative and flexible learning approaches can foster
positive learning experiences among NAMS. It was suggested that schools should reconsider their role in
local communities and become multifunctional community centers by expanding extracurricular activities
and fun learning environments, as well as involving all actors with a sustainable and inclusive learner-centred
vision of education. Community-based educational support has been demonstrated to be effective while
also providing a motivating and credible role model. The current report also mentions that a substantial part
of foreign students continue to be enrolled in a class that does not correspond to their age and/or educationlevel, so it is recommended to assess NAMS’ prior learning and identify the right support to catch up to the
class of their peers in their new country.
This report also emphasizes the importance of inclusive education and intercultural dialogue as tools to
develop a deeper sense of belonging, and promote tutoring and mentoring activities for academic paths.
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Schools are required to inform parents on available support for child’s inclusive education, and in general
peer mentoring should be an integral part of policy making in education as proved to be effective for
reducing the achievement gap and widen the opportunities to gain competences. With regard to the staff,
inclusive schools should invest in teachers’ capacity to be able to teach in a diverse classroom, hence
providing training on intercultural skills, language learning and specific needs of migrant learners.
Most importantly, it should be stressed that accommodating NAMS in formal education can simultaneously
contribute towards a long-dreamed reform in EU schools writ large: trained and culturally sensitive teachers,
curricula and textbooks that aim towards social and emotional learning, the development of communication
and life skills replacing sterile learning, and school communities that foster respect to diversity and
multiculturalism are a few examples of the changes we should be striving towards.
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