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Abstract: The present study reports on the analysis of a professional development experience within
an international Erasmus + project for primary and secondary teachers focused on intercultural
education. The project consisted of intercultural education actions to promote the integration of
migrant children in primary and secondary schools. A qualitative research method framed as a case
study was chosen to assess the effects of the project activities. The perceived professional development
was analyzed through the administration of semi-structured interviews with the teachers after the
end of the project. The following six categories were identified in the qualitative analysis: attitudes,
teaching approach, community of practice, communication with students, professional development,
and implementation issues. The findings showed that participating in the project offered an occasion
to discuss different pedagogical orientations, examine practices, and develop teaching strategies
for intercultural education. Project activities provided teachers the opportunity to reflect on how
their teaching approaches related to the integration of migrant students. Suggestions for professional
development and the encouragement of a pedagogical change among primary and secondary teachers
are proposed for further studies.

Keywords: professional development; teacher education; migrant integration; intercultural education

1. Introduction

Recently, teachers have been driven to look for opportunities for professional develop-
ment to face several critical events unfolding in today’s world [1]. One such phenomenon
is the migratory flows that have consequences in many institutional dimensions, including
education [2]. Schools are becoming more multicultural by the day, and teachers are under
pressure to find effective strategies to manage their changing classes [3]. There is a pressing
need to find adequate pedagogical practices to successfully promote the inclusion of children
from migrant families [4]. Teachers are constantly working to develop new attitudes, strate-
gies, and approaches for creating an inclusive class, where children can find a welcoming
environment in an intercultural perspective [5]. Teachers’ competences may be enhanced by
participating in professional development experiences, with particular reference to opportuni-
ties to attend international projects [6]. In an international context, educators may compare
their practices with colleagues from other countries, sharing ideas, proposals, and problems
while collaborating to find effective solutions. The international perspective could play a
key role in developing the inclusion of migrant students, since it sustains an intercultural
approach not only in the class but also within the educational community [7].

The present study reports on the analysis of a professional development experience
for primary and secondary teachers focused on intercultural education and situated within
an international Erasmus+ project. The project consisted of intercultural education actions
to promote the integration of migrant children in primary and secondary schools. The
background analysis covers aspects of teachers’ needs in working with migrant students,
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professional development for teachers, and international project participation and teachers’
professional development.

2. Teachers’ Needs in Working with Migrant Students

European countries such as Italy, Greece, and Turkey are under intense pressure
because the number of migrants they receive is increasing. European schools are rapidly
becoming multicultural, and teachers need to develop specific skills to manage their
classrooms [2]. Developing intercultural education competencies is a complex job that must
be based on specific abilities [3]. Some countries, including Italy, are treating school migrant
problems as an emergency, so it is clearly relevant to define specific actions framed in a
definite plan of activities [8]. The importance and challenges of encouraging the inclusion
of migrant children in schools have been underestimated in Italy, and few opportunities
are offered to teachers to update their teaching approaches and methods [9]. Conversely,
studies in Turkey focus on the educational practices in temporary education centers [10],
providing professional development opportunities for teachers [11].

Biasutti, Concina, and Frate [12] recently analyzed Italian primary and middle teachers’
methodologies, practices, and needs to promote the integration of refugees and migrants in
educational contexts. Several elements were highlighted, including the importance of tak-
ing care of students’ emotional, cognitive, and linguistic needs, the role of teaching beliefs
and values, and how to develop inclusive activities and resources for classroom activities.
Social and relational aspects such as intercultural communication, social interactions with
students, and networking with the local community were considered particularly impor-
tant. Teaching approaches and strategies were based on inclusive approaches to promote
the integration of migrant children. Teachers had to face different contexts, and creativity
and flexibility emerged as core aspects of their work. Regarding teachers’ needs, there
was a call for training opportunities, didactic counselling, resources to support teaching,
economic resources, and organizational changes in schools. Finally, the complexity of teach-
ing in an intercultural context emerged as an overarching issue, and a multidimensional
approach was identified as a strategy to adopt when examining educational issues.

In the wider perspective, teachers who work with migrant pupils face several chal-
lenges that are partly related to their educational competences [13]. Teachers need to
become responsive to all students’ needs, given that different cultural backgrounds must
be taken into account when designing curricula for children. Teachers should link field
contents with students’ daily life experiences to sustain a meaningful learning process [14].
It may be particularly challenging to consider daily life experiences while working with
a class from multiple cultural backgrounds because of the different contextual variables
at work. Teachers should develop a specific sensitivity and attention to the cultural fea-
tures that students express in their school activities in order to encourage the children’s
interest and sustain their motivation to learn. In addition, teachers need to be prepared
to deal with the emotional dimensions of their pupils [13], including those arising from
personal experiences such as migratory events and current living conditions, along with
the effect of their feelings and attitudes toward linguistic and cultural differences on their
learning processes.

Another educational task for teachers is to help all students—migrant or otherwise—
to become citizens of a globalized world in which exchanges between cultures, transfers,
and migrations can be accessible opportunities for all. Teachers must develop a set of
complex skills for sustaining students’ learning not only during the initial education of
trainee teachers but also in professional development actions throughout the teaching
career. In-service teachers would also benefit from professional development opportunities
designed in several contexts.

3. Professional Development for Teachers

In a knowledge society that is constantly changing, professional development is a cru-
cial issue in several fields, including primary and secondary education. In that arena, pro-
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fessional development consists of updating teachers on the latest pedagogical approaches
and didactic methodologies and encouraging a reflective practice toward teaching.

Teachers’ professional development is an important research topic that has three main
themes. First, the key elements of effective training programs have been studied [15,16].
The second aspect refers to the definition of the change processes initiated by participa-
tion in professional development experiences [17,18]. The third topic relates to teachers’
active role in shaping their professional development [19], with particular reference to the
collective and relational dimensions [20].

As to the main aspects of training experiences, professional development systems are
characterized by four features [15]: the training program, teachers in the role of learners,
the trainer who leads and acts as a facilitator of participants’ learning, and the context.
Certain common features are typical of effective training programs [16], which focus not
only on transmitting new content knowledge but also enhance participants’ skills in defin-
ing their pedagogical approach. Effective programs encourage interpersonal exchanges
among participants, contextualizing the training in the framework of a community of prac-
tice. In addition, effective programs are intensive and support constant critical reflection
among learners.

To understand how the process of professional development works, several scholars
have examined its phases and proposed different theoretical models [17,18]. Guskey [17]
uses the model of teacher change to explain the effects that training experiences may
have on teachers’ activities. In the beginning, training experiences can influence teaching
practices and modify teachers’ classroom activities. These changes are usually reflected
in improvements in the results of the students’ learning process. Seeing these beneficial
effects on their students’ performance can inspire teachers to modify their professional
attitudes and beliefs. This model could be useful in understanding why the impact of
professional development experiences on teachers’ values and attitudes is not always linear
but is often affected by contextual and personal factors. With reference to the framework
of teachers’ professional development experiences, Koellner and Jacobs [18] argue that
different models can be placed on a continuum, with one end representing highly adaptive
professional development events and the other highly specific events. The former usually
have a long duration, feature a flexible structure, and can involve not only teachers but
also administrators and institutions, whereas highly specific models have a detailed, fixed
structure and rely on materials such as handbooks, manuals, and workshops. Adaptive
models are now becoming more and more popular, since their flexibility allows educational
goals to be structured for the contexts in which they will be applied. Adaptive models
are also focused on the long term, which is effective in promoting changes in teachers’
professional competences.

The active role that teachers have as learners in training programs is a core element of
professional development. Effective programs can impact both the individual and group
dimensions [15]. At an individual level, effective programs can support teachers in chang-
ing their approaches and enhancing their practices, positively affecting their professional
self-esteem [21]. Teachers have different attitudinal patterns regarding professional devel-
opment on the individual side [3], which contribute to the construction of their professional
identities as educators. These attitudinal patterns are defined by the relations between
two factors: motivation for professional development (intrinsic vs. extrinsic) and career
aspirations (lateral vs. vertical development). The attitude of an individual teacher can
influence their experience in training programs. However, professional development is not
only an individual experience but also a group phenomenon: professional communities
are the most suitable contexts for enhancing experiences of professional development for
teachers [20]. The group dimension refers to the creation of professional groups as com-
munities of practice, in which sharing ideas, experiences, and best practices is encouraged
and welcomed. Leadership, sharing experiences, common values, and group learning are
the core features that characterize professional communities [20]. Communities that are
effective in promoting professional development have the following common elements:
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the presence of a learning facilitator who democratically manages the leadership of the
group, group dynamics based on collaboration and mutual support, and confidence and
respect among participants to ensure a meaningful involvement in the activities [22].

The professional growth actually promoted by a given training experience is affected
by several elements; the program itself, teachers’ attitudes, and the characteristics of each
participant group are just some of the key elements that enable success or contribute to
failure in the professional development process. In addition, several challenges could
be considered while working in multicultural contexts, such as navigating tensions or
challenges arising from resistance to discussions of diversity and equity, balancing specific
knowledge about students’ cultures, and guarding against promoting stereotypes or broad
generalizations [5].

Organizing professional development activities for teachers is not an easy task and
several issues were highlighted in previous experiences [1], such as conflicting agendas,
scattered teacher collaboration and commitment, and little student and community involve-
ment. Moreover, there seemed to be tensions between current professional development
and teachers’ needs and circumstances because teachers wished for more specific infor-
mation and pedagogical solutions, more collaboration and more organizational support
during the professional development activities. In addition, the format is important as
one-time professional development workshops are ineffective because they do not offer
teachers an opportunity to practice what they have learned and teachers need to practice
new skills an average of 20 times to achieve mastery [23]. In addition, content-based pro-
fessional development seems more effective than more general professional development
because teachers are personally involved and can acquire skills through meaningfully
contextualizing the proposed teaching techniques and methodologies [23].

One of the key skills for working in multicultural contexts is teacher self-efficacy,
which could be developed by offering professional development in multicultural educa-
tion [2]. In-service or trainee teachers would also benefit from opportunities to work with
academic research groups involved in intercultural education research projects [6,11]. While
acknowledging the role of researcher teacher collaboration, Delen et al. [11] underlined the
need for thinking more than language education to support migrant students.

4. International Project Participation and Teachers’ Professional Development

There are several ways to foster professional development, and participating in in-
ternational projects offers a wide spectrum of experiences such as enabling participants
to work in multinational groups and to see the value in learning conditions that are not
always available in an individual institution. Participants can benefit from aspects such as
exchanging views on different teaching approaches from an international context and gain
new perspectives on the topic being studied [24].

The literature regarding the effects of attending international projects on intercultural
education and education for sustainable development (ESD) has focused on improvements
by students during intensive programs or summer schools [7,25], with less research consid-
ering the effects on teachers, which is the central emphasis of the present study [6]. Alfaro
and Quezadab [6] examined 21 biliteracy teachers who studied and taught in schools
through an eight-week in-service professional development program with indigenous
Mexican children and underlined the need for providing support in ethnically diverse
settings. Dooly and Villanueva [7] proposed an international training program for trainee
teachers. The students were presented with a blended course focused on intercultural
communication that aimed to develop awareness of intercultural issues and offer oppor-
tunities for critical reflection. The outcomes of the project highlighted the promotion of
negotiating and reflection skills among participants, who recognized the importance of the
intercultural dimension for their future educational activities.

With reference to professors of higher education institutions, Biasutti et al. [26] ana-
lyzed the effects of an international project on educating academic staff to reorient curricula
in ESD. The project activities included revising university curricula to infuse sustainable
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development principles. A qualitative approach based on focus groups was used to collect
data about the perceived professional development of the university teaching staff. The
findings showed that revising the curricula was an occasion to reflect on different peda-
gogical approaches, teaching methods, and educational practices. Participants developed
a positive attitude toward metacognitive strategies and a goal-oriented approach to cur-
riculum planning. In addition, the project inspired the participating university professors
to reconsider their teaching methods, affecting their attitudes, pedagogical orientations,
teaching methods, didactic planning skills, and assessment approaches [27]. Overall, the
Biasutti et al. [26] study offered a variety of views on the effects of participating in an inter-
national project. However, few details were provided regarding the project’s conditions
and context, and it would be valuable to verify whether those kinds of variables could
influence the quality of the professional development experience.

5. Summary of Literature Review

The background analysis above emphasized that acquiring strategies to promote the
integration of refugees and migrant students is needed for primary and secondary teachers.
Teachers’ specific intercultural educational needs include training opportunities, didactic
counselling, resources for supporting teaching, economic resources, and organizational
changes in schools. For the professional development of teachers, the integration of mi-
grant students is a core mission and demands new pedagogical orientations and didactic
methodologies that will promote the reflective teacher model. Participating in interna-
tional projects could be a way to encourage professional development and meaningful
educational change.

The literature reviewed shows limitations such as the limited generalizability of the
results due to the small number of participants. In addition, the creation of a permanent
change in teaching staff must be verified using follow-up assessment techniques. It would
be valuable to assess whether attending an international project could itself lead to a
pedagogical change or whether there are specific conditions that are needed to facilitate
such a change. Both the significant variables that might encourage pedagogical change and
any specific conditions needed to enhance professional development during attendance at
international projects need to be examined.

6. Method
6.1. Aim of the Study

The present study investigates the perceptions of teachers who participated in an
international Erasmus+ project on intercultural education. A qualitative research method
framed as a case study [28] was chosen to assess the effects of the project activities. The
perceived professional development was considered through the administration of semi-
structured interviews with the teachers after the end of the project. More specifically,
participants’ perceived improvements of their teaching competences were analyzed as
indicators of their professional development.

The following research questions drove the investigation:

(1) What are the main changes that participants reported in their professional activity as
a consequence of their involvement in the project?

(2) What are the main changes that participants reported in their ability to promote
migrant students’ inclusion in school?

(3) What are the main changes that participants reported in their ability to collaborate
with colleagues and professionals from other agencies to promote migrant students’
inclusion in school?

6.2. The International Project

The EDUCAMIGRANT (Ensuring Equability in Education for Migrant and Refugee
Pupils) project (2015-1-TR01-KA201-021464) was a KA2 Strategic partnership project ap-
proved by the Turkish National Agency that included partners from Italy and Spain. The
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project started on 1 September 2015 and ended on 31 August 2017. In all three countries,
the university faculty, teachers, and representatives of local branches of national education
institutions worked together. During the project, the researchers and teachers from the
different countries visited one another and focused on creating a learning environment for
migrant students. The project focused on the development of three modules.

The first module was focused on (a) human rights as applied to migrants and refugees,
(b) emotional education and educational support, (c) linguistic and communicative compe-
tences for migrant and refugee students, and (d) inclusive pedagogies and methodological
proposals. This first training module also served as a key component for presenting the
same language to all educators included in the project.

The second module addressed how teachers could implement these approaches by
focusing on (a) orientation skills, (b) pedagogical-linguistic skills, and (c) intercultural
skills. All three countries organized professional development sessions for local teachers to
support dissemination.

The final step of the project was focused on developing the third module, which
sought to support teachers in designing different learning outcomes regarding language
and intercultural skills. To support these goals, the final module included five units:
(1) teaching the alphabet and vocabulary, (2) my family and the world around me, (3)
cultural life, (4) mathematics and science education, and (5) my food and my games. All
five units supported students in creating design products as an outcome of their learning.
The project team also developed an online game to assess students’ language development.

The international project sought to ensure that all educators understood, above all,
the importance of an inclusive approach. During the project, several activities that could
be used by the teachers when educating their pupils were developed. Due to the limited
nature of the project, these activities served as a baseline to help teachers support pupils in
different topics.

A team of university professors, schoolteachers, and administrators from Italy, Spain,
and Turkey conducted the project. There was continuous collaboration inside the team.
The teachers attended the project meetings and supported the team in developing the
materials and learning units for the modules; they also became the spokespeople for the
different challenges that educators in European multicultural classes experience on a daily
basis. The theoretical approaches proposed by academic researchers were merged with
the teachers’ perspectives to support a personal and professional process of empowerment
among the teachers. Teachers from different countries shared their activity examples and
brought their own activities, which were used in the modules.

6.3. Participants

The interview was conducted with eight teachers who were actively engaged in the
international project. Participants were five women and three men, with a mean age of
40.62 (range 35–49, SD = 4.75). Teachers worked in primary and secondary schools teaching
different subjects: five taught English, two national languages, and one technology. Three
Italian (two females and one male) and five Turkish (three females and two males) teachers
participated in the study. All the teachers involved in the international project worked with
university researchers on actions such as designing a teacher training program focused
on intercultural education. It is also important to underline that four Turkish teachers
attended several international project meetings with the project team and two of these
teachers took an active role in creating the final project module after participating in
the project’s professional development sessions. They also collaborated in creating class
activities to encourage the inclusion of newly arrived refugees and migrant children in
primary and secondary schools.



Sustainability 2021, 13, 4171 7 of 16

6.4. Ethical Statement

The study was designed and conducted in accordance with and respecting the stan-
dards of the Code of Ethics and Conduct of the British Psychological Society and the
Declaration of Helsinki.

6.5. Procedure and Interview

About 10 months after the end of the project, the teachers who participated were
contacted about sitting for an interview. Eight teachers agreed to be interviewed; they were
contacted individually by the researchers. In each case, informed consent was obtained,
and all eight were informed that their answers would remain anonymous and be used only
for research purposes.

The interviews aimed to elicit the changes and improvements that participants iden-
tified in their professional activities as a result of their involvement in the project. More
specifically, teachers were encouraged to describe changes and enhancements in their
attitudes, teaching methods and strategies, and communicative and interpersonal abilities
related to their work in classes with migrant children. The interview questions are reported
in the Appendix A; the interviews lasted approximately 30 min and were transcribed
verbatim for analysis.

6.6. Qualitative Analysis

The data collected from the eight teacher interviews were examined using an inductive
qualitative method. A content analysis was performed to identify the main themes of the
participants’ experiences in the project, with a focus on their professional development. A
grounded theory approach that has been used successfully in other studies on teachers’
professional development was adopted [29]. The coding process was characterized by
three main phases.

The first consisted of in-depth reading of the written material, followed by an identifi-
cation of brief portions of the text to extract codes of content. The coding process started
with an immersion phase, in which the answers of the interviews were read several times
to acquire a high level of familiarity with the material. This task was carried out by each
researcher individually.

The second phase involved deleting redundant or ambiguous codes and finding
agreement among researchers on the codes identified. In the second phase, the discernibly
different answers were determined, and distinct codes were assigned to the statements.
While assigning the codes, a revision of the initial codes was undertaken by conscientiously
rereading the interviews to avoid repetitions due to the nature of the coding process. In
the second phase, the codes were checked many times, and before generating a new code,
it was verified if it was possible to set the statement in an existing code; only in the case
where the code did not fit the existing codes was a new code determined.

In the third phase, categories were defined with reference to the relations between
codes and a coding scheme was developed. The coding scheme was used to analyze
all the interviews and this process was carried out with the support of Atlas.ti software,
which allowed the data to be systematically checked and verified. The Atlas.ti software
was useful for proficiently managing the coding process and permitted the control of the
quotations associated with the codes. The coding of the interviews was later endorsed by a
researcher who independently proved the coding scheme and verified the coding of the
interviews. Any contrasting findings were discussed until full agreement was obtained
among the coders.

At the end of the coding process the following six categories and 28 codes ulti-
mately emerged:

(1) Attitudes (five codes)
(2) Teaching approach (six codes)
(3) Community of practice (three codes)
(4) Communication with students (six codes)
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(5) Professional development (four codes)
(6) Implementation issues (four codes).

The categories and their relations with codes are reported in Figure 1.
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7. Results

The six categories consisted of several codes which are described in the following
paragrphs. The quotations reported below are marked ‘T1′ to ‘T8′ (where ‘T’ indicates
‘teacher’), to allow the reader to compare insights and comments belonging to the same or
different individuals. Quotations for the Italian teachers are identified as T1 to T3, while
the quotations for the Turkish teachers were identified as T4 to T8.

(1) Attitudes. This category’s five codes (1. Personal experiences, 2. Identifying priorities,
3. Intercultural awareness, 4. Reasoning, 5. Reflective teacher) relate to the main
changes in teachers’ professional mindset that occurred due to their involvement
in the project. The quotations in the attitude category are focused on the thoughts,
opinions, and experiences that teachers developed or revised as a result of their
participation in the project. Participants reflected upon their personal experiences
in relation to the perspective of intercultural education, as reported in the following
statement of one teacher:

I asked students to make nativity scenes using recycled material from their
daily life (e.g., the tea box with the tea bag) . . . for them, the option of the
nativity scene, which is first of all strongly cultural, was to some extent
transformed into another activity . . . of [simply] making an object with the
recycled material (T1).

The activities proposed within the project helped participants to identify the first as-
pects that needed to be faced in working in multicultural classes and raised their awareness
of intercultural issues:

I think it becomes an interesting starting point for a teacher to understand how
cultural diversity is an added value (T3).

Another teacher stated awareness in multicultural classes as:

I noticed that each student was different. I learned how to involve all students
into the education environment in multiple cultural classes. I understood the
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importance of tolerance, patience and mutual understanding. When I put myself
in the place of refugee students, I once again saw the importance of language
learning (T6).

Other features focused on teachers’ reflective activity, with participants prompted to
reason about their experiences and beginning to adopt a reflective approach for monitoring
and assessing their activities in school:

Professionally, I have been led to reflect more” (T1) and “The theme was stimu-
lating . . . because it led me to make other reflections that will probably be the
starting point of the educational theme of the future for us teachers (T3).

(2) Teaching approach. This category captures all perceived improvements related to
teaching practices (codes: 1. Student-centered approach, 2. Personalized learning,
3. Integrating different cultures, 4. Inclusive approach, 5. New teaching approach and
activities, 6. Objectives and assessment). The quotations in the teaching approach
category address the improvements related to objectives, strategies, methods, activi-
ties, and assessment that characterized participants’ teaching methods as a result of
their involvement in the project. Participating in the project encouraged teachers to
adopt a student-centered approach and to invest their efforts in the personalization of
learning to effectively meet their students’ needs, as one participant summarized it:

I developed . . . [a teaching] approach that placed the students at the center
of the teaching and learning processes. A student-centered perspective is
very helpful when working with migrant students (T2).

Teachers learned the importance of working to integrate aspects from different cultures
during class activities:

Cultural diversity is an added value . . . as the grafting of a new culture (T3).

The inclusive approach was recognized as a core dimension for promoting school
inclusion, not only among migrant pupils but also of the whole class. The involvement in
project tasks positively influenced the participants’ teaching methods and offered them
new ideas for activities in class. One of the teachers stated:

I started to use game-based activities in the classroom (T4).

In addition, designing activities, implementing educational objectives, and applying
assessment practices were all affected, and the project modules were well-received by the
teachers. Another teacher specifically addressed this point as follows:

The module booklet was a good advisor for me, I got effective clues on how to
communicate with refugee students (T6).

(3) Community of practice. The codes in this category (1. Working collaboratively, 2. Shar-
ing ideas and experiences, 3. International networking) represent the interpersonal
dimension of teachers’ professional activities. The quotations in this category are
focused on the importance of social interactions with students and their categories,
including both migrants and native pupils. Being involved in collaborative tasks
supported the development of a sense of community of practice in which teachers
could meet colleagues from other schools and countries, sharing best practices and
developing new ideas, approaches, and strategies. One teacher explained this aspect
as follows:

I believe that international cooperation projects are the best tools for teach-
ers to verify all their modalities of teaching and their professionalism, con-
fronting themselves with other realities and within the limits of what can
be our job as teachers (T3).

Another key aspect relates to the opportunity for participants to be included in a
wider network that encompasses educational realities from different European countries.
One of the teachers stated this international collaboration as follows:
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In the EDUCAMIGRANT project, we have learned strategies and methodologies
of other countries by working with the colleagues across Europe (T7).

(4) Communication with students. This category includes all the features in the teacher-
student interpersonal and communicative sphere, with reference to migrant pupils
(codes: 1. Teacher-student relationship, 2. Becoming supportive, 3. Intercultural
communication, 4. Students’ emotional dimension, 5. Promoting students’ motivation,
6. Communication with families). The quotations in this category are focused on
the importance of social interactions with students and their categories, including
both migrants and native pupils. One of the participants (T4) recognized the central
role of a positive teacher–student relationship. It is also important to underline
that T4 was also the vice-principal of the school and continued to support students
inside and outside the classroom to promote school inclusion for migrant children
and adolescents:

We hang a flag of their country in the class, we allowed them to explain
themselves however they wanted. At the end, they had more confidence
. . . I visited their homes, saw their life conditions, had dinner together
with them . . . We went on a picnic and visited some places. While these
were happening they tried more to talk and we tried more to understand
them (T4).

Teachers acknowledged the value of becoming more attentive to students’ needs,
offering them support in facing their challenges. In this process, teachers underlined the
need to improve themselves:

In the education of refugee and immigrant students I have been more under-
standing more supportive them. Through the EDUCAMIGRANT, they make
themselves feel more valuable and vital. I have improved my communication,
so immigrant students that have been integrated to school society understand
different cultures and lifestyles (T7).

Another teacher also stated that the communication should be initiated by the teacher:

Migrant students didn’t know our language so that was the biggest problem
that we faced . . . I learned and understood how I touched the student and
communicated with refugee students (T7).

Teachers learned how to communicate in an intercultural perspective and began taking
greater care of the emotional dimension of their students, as reported by one participant:

Migrants face several problems; also, considering aspects such as emotional
education is very important for the development of personality (T1).

The role of teachers in promoting students’ motivation for learning and school
emerged as a crucial element of the teacher–student relationship. Finally, communi-
cation with migrant families was recognized as fundamental to ensuring the positive
inclusion of children and creating an educational network between the personal and
institutional dimensions.

(5) Professional development. In this category, participants identified the main elements
that characterized their professional development experience and the growth of
their teaching competences as a result of their participation in the project (codes:
1. Professional development opportunities, 2. Improving teachers’ competences,
3. Enhancing teachers’ motivation, 4. Pedagogical change). One of the most relevant
features of the project was the professional development opportunity that teachers
were afforded by being actively involved in designing educational programs. One of
the teachers stated this collaboration as:

Academicians from educational science departments and experienced teach-
ing staff of partner schools and administrators prepared a module for the
pupils and guide book for teachers (T7).
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As stated by T6, teachers were also part of a process of personal and professional
growth that enhanced their teaching abilities:

Seeing good examples and experimenting in European countries were beneficial
for me and my teaching skills (T7).

Teachers’ psychological and emotional dimensions in terms of motivation were also
reported as benefiting from project participation. Participants experienced a pedagogical
change in their competences, which gave momentum to their work in multicultural classes.
One teacher underlined how participating in the project helped with transferring abilities
into different classes:

Observing and experiencing good examples in other European countries gave
me several inputs, and now I could practice the system in any class (T5).

(6) Implementation issues. This category includes all of the project’s critical issues and the
aspects that should be improved (codes: 1. More exchange and active collaboration
among teachers, 2. More structured approach (objectives, feedback, follow-up),
3. More networking between institutions, 4. Better dissemination). Participants
suggested that more opportunities for exchange and support among teachers would
be beneficial for both project implementation and professional development. As stated
by one teacher, providing continuous support for the teachers is the key:

“These projects need to continue. Teachers working at schools that have
a high number of immigrant students need PD. Immigrant students’ lan-
guage and adoptation problems can be solved when the teachers are sup-
ported (T8).”

In addition, teachers emphasized the importance of adopting a more structured ap-
proach, where objectives should be defined more specifically and made explicit to all project
members before activities begin. One of the teachers underlined the importance of feedback
and the need for a follow-up phase, features that are crucial for better understanding the
impact of the project.

“The outputs of the project should be continuous . . . Similar practices should
continue in the local area (T6).”

The summary of categories and their codes, along with other representative quotations,
are reported in Table 1.

Table 1. Supporting quotations for the codes extracted from the interview responses.

Categories Codes Quotations Explanations

1. Attitudes

1.1 Personal experiences

Considering the subject of recycled material, I
leave the children’s room to maneuver. In my

experience, it has happened that, especially with
those children who have aunts or mothers from
Morocco, it helps to make small frames not from
a shoebox but from branches taken from along

the [river]. The quotations in the attitude
category are focused on the

thoughts, opinions, and
experiences that teachers

developed or revised as a result
of their participation in

the project.

1.2 Identifying priorities Migrant students didn’t know our language, and
that was the biggest problem that we faced.

1.3 Intercultural awareness

It is a way to manifest a cultural identity within
a community but without giving it a particular
social relevance. It is the egos of the students

that manifest themselves, and it shows elements
of continuity with different perspectives.

1.4 Reasoning Then, it pushed me to make some reflections that
I use, for example, with pupils.

1.5 Reflective teacher
I learned to question myself and to confront

myself; sometimes it was useful to review some
of my positions to improve.
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Table 1. Cont.

Categories Codes Quotations Explanations

2. Teaching approach

2.1 Student-centered approach

In addition, I understood that there are several
ways of interacting with migrants and that a

learner-centered perspective is more productive.
You have to start considering the needs of the

students and their requirements.

The quotations in the teaching
approach category address the

improvements related to
objectives, strategies, methods,
activities, and assessment that

characterized participants’
teaching methods as a result of
their involvement in the project.

2.2 Personalized learning
They [students] could potentially have several
different issues, and you have to consider them

carefully and in an individualized way.

2.3 Integrating different cultures

Students also showed different cultural
perspectives; this means that I am not different
from you, but that I act differently. For example,

students proposed alternative solutions and
integrated them into the schoolwork.

2.4 Inclusive approach
It is not only how to include the students that

have just arrived but how to facilitate migrants’
inclusion in the community.

2.5 New teaching approach
and activities

I developed a more systematic approach to
curriculum planning with migrants.

2.6 Objectives and assessment
Here, our goal remains the same, but the path
can be varied. The objectives are to achieve a

certain type of technological expertise.

3. Community of
practice

3.1 Working collaboratively We worked in a collaborative way during the
project workshops, and that was very insightful. The quotations in this category

are focused on the interpersonal
dimension of the project, which

enabled the creation of a
community of practice among

participants.

3.2 Sharing ideas and experiences

Working collaboratively helps you in sharing
your ideas, verifying if the ideas are understood
by the colleagues, and seeing if your proposals

are effective.

3.3 International networking During this project, having an international
context for reference was very intriguing.

4. Communication
with students

4.1 Teacher–student relationship

I understood that establishing a relationship is
the first fundamental step for teaching with

migrants. You cannot teach content if you have
not developed a relationship.

The quotations in this category
are focused on the importance

of social interactions with
students and their categories,
including both migrants and

native pupils.

4.2 Becoming supportive
Perhaps I am more tolerant of and more
attentive to the different modalities for

supporting students.

4.3 Intercultural communication I consider the dialogue between migrants and
natives, between guests and hosts.

4.4 Students’ emotional
dimension

I had confirmation that taking care of the
emotional aspect during teaching is important.

4.5 Promoting students’
motivation

And, of course, learning is more significant
when it is linked to an engaging and fun activity.

4.6 Communication with families

I visited their homes, I saw their life conditions, I
had dinner together with them. We went on a
picnic and visited some places. During these

events, they tried to talk more, and we tried to
understand them more.

5. Professional
Development

5.1 Professional development
opportunities

It was also interesting to have activities that
include the teacher training level and not just

school class activities.

The quotations in this category
are focused on the development

of participants’ professional
competences as a result of their

participation in the project.

5.2 Improving teachers’
competences

Just integrate it; that is, you go to add an attitude,
a nuance, a greater sensitivity that you put

inside the project, inside your way of teaching.
5.3 Enhancing teachers’

motivation
Working in an international context is a difficult

but very motivating challenge.

5.4 Pedagogical change

This project was useful for improving learning
methods and teaching techniques for refugee
students. Observing and experiencing good

examples in European contexts gave me insights
into how to change my teaching in the system

and in any school class.
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Table 1. Cont.

Categories Codes Quotations Explanations

6. Implementation
issues

6.1 More exchanges and active
collaboration among teachers

As an example, if we had had two or three
similar opportunities for meeting, the

collaborative and participatory aspects would
probably have come out much more.

The quotations in this category
address the main issues related

to the implementation of
the project.

6.2 More structured approach
(objectives, feedbacks, follow-up)

I am not sure that all the interlocutors
understood the aim of the result we

actually obtained.

6.3 More networking between
institutions

I would have linked the three design realities. So,
it would have been appropriate for us [Italian
schools] to function with the regional school
office linked with the corresponding regional

school office of the local branch of Education, as
well as the Italian university world.

6.4 Better dissemination The outputs of the project should be shared with
all schools in our city.

8. Discussion

Several important insights appear in the results. As to the first research question
(What are the main changes that participants reported in their professional activity as a
consequence of their involvement in the project?), participants reported categories such as
attitudes, teaching approach, community of practice, communication with students, and
professional development. These categories offer an overview of the richness of the expe-
riences that teachers elaborated on during the project and reveal that teachers were fully
involved in the activities since the teachers participated in international project meetings
and some of these teachers took an active role in developing project modules. These find-
ings contrasted with previous professional development activities addressed to teachers
which were perceived challenging [1,5]. Aspects such as conflicting agendas, dispersed
teacher collaboration and commitment, and little student and community involvement
were avoided because teachers of the current study were supported constantly. In addition,
teachers were offered several opportunities to practice new skills during the project that
lasted more than two years and provided a continuous support to the teachers during a
long period allowing teachers to obtain good results and to achieve mastery [23].

As to the second research question (What are the main changes that participants reported
in their ability to promote migrant students’ inclusion in school?), teachers recognized the value
of the social dimension and the need to establish a positive relationship while working
with migrants; these factors emerged in many categories, especially in communication with
students and professional development categories. These findings are in agreement with
Choi & Lee [2], who reported that professional development in multicultural education
promoted a positive school climate. A teacher-centered approach was considered funda-
mental, and aspects such as the teacher–student relationship, becoming more supportive,
and developing intercultural communication were identified as core elements. Teachers
regarded it as important to take care of the students’ emotional dimension, to promote
student motivation, and to communicate with families [3]. The focus on social and emo-
tional dimensions in these findings confirms the key aspects identified by Zhao [13] in
working with migrant students, where the emotional sphere is of fundamental importance
in assuring positive inclusion in the classroom. In addition, the results provide evidence
that learning is closely linked with emotions and that the teacher should be aware of and
attend to this complex relationship. Teachers also called for more training opportunities
and felt the need to improve emotional aspects such as their empathy with students and
motivation [6].

Regarding the third research question (What are the main changes that participants
reported in their ability to collaborate with colleagues and professionals from other agencies
to promote migrant students’ inclusion in school?), participants identified several aspects
of teamwork, which are highlighted in the community of practice category. These results
are in agreement with Miled [4] who recognized the importance of learning community and
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professional development. Working collaboratively, sharing ideas and experiences, and
international networking were all cited as crucial elements developed during the project
that fostered the teachers’ attitudes toward collaborating. The collective dimension of the
work helped the development of interpersonal skills that characterize teachers’ professional
activities. Sharing effective practices, proposing innovative ideas, and defining strategies
and approaches were some of the key activities of the collaborative work. In addition,
the international nature of the project facilitated this process, allowing participants to
develop a sense of community of practice in which teachers could share a variety of best
practices and approaches from different countries. Participants developed reasoning and
a reflective practice in agreement with Dooly and Villanueva [7] who recognized the
importance of developing an awareness of intercultural issues and providing opportunities
for critical reflection.

It is important to identify the characteristics of the project that facilitated the profes-
sional development process and allowed participants to improve their competencies. First,
the program promoted the achievement of professional competences among participants,
as required for effective training programs or teachers [16]. Second, the interpersonal di-
mension was a core aspect, and participants were involved in collaborative tasks, with the
possibility of meeting colleagues from other countries to develop new ideas and strategies.
This is the educational power of professional communities, where the individual experience
is shared and amplified by the collective dimension of the group [20]. Third, the setting in
which the project’s actions were developed was a friendly working environment with good
group dynamics. Sharing the working methodology, discussing the pedagogical approach
to be used during the project, and encouraging collaboration among participants were just
some of the key aspects in this regard. The focus of the activities was on specific techniques
and methodologies rather than on general aspects facilitating the personal involvement
of the teachers and the acquisition of skills through meaningfully contextualizing activ-
ities [23]. Fourth, teachers had the opportunity to act as a team, receiving constructive
feedback from other participants; in addition, they interacted with academic research
experts, joining the theoretical and practical dimensions. All partners offered continuous
feedback during the project. For instance, participants provided additional activities for
modules developed by other colleagues, and all partners shared their working experiences
with migrant students during school visits in each country. Moreover, teachers took an
active role in realizing the modules. They not only implemented what was given to them;
they also worked with the project team to design the final module. Fifth, the collaborative
environment facilitated the sense of a community of practice, where participants developed
their identities of working as teachers in multicultural contexts.

All these aspects reflect the core elements that Vangrieken et al. [22] recognized for
effective professional communities of teachers, where collaboration and mutual respect
are fundamental to assuring a positive training experience. It could be argued that the
interaction of more factors contributed to the success of this project and that there was
a fusion of competencies while working on the tasks. The organization of the project
activities was also likely relevant; it was goal-oriented and developed through teamwork.
Moreover, designing challenging activities and the nature of the task—the integration of
migrants, which is an urgent social imperative—helped motivate the participants, who
were keen to work on the tasks and achieve actionable results.

9. Limitations and Further Developments

The current study has several limitations, including ecological validity and assessment
design. With regard to the former, the results from the participants were grouped even
though they came from different countries and cultures. During the analysis, there was no
reference to the impact that culture could have on the results or how it could shape different
participants’ perspectives. In addition, the teachers’ disciplines were not distinguished
in the analysis. However, the aim of the present study was not to compare participant
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responses from different cultures while demonstrating the professional development effects
that the participants experienced.

As to the assessment design, the methodology adopted was a post-evaluation design;
it was not possible to apply a pre- and post-evaluation design, although that could be
considered in future studies. Another issue regarding the evaluation methodology was
that it involved only a limited number of participants located in specific areas of Italy and
Turkey, which are only small parts of the two countries. In addition, the qualitative methods
used in this research did not allow to generalize the findings. However, the results could
be used for discussing and comparing methodologies and practices in other contexts and
countries. A larger number of participants could be included in a future study to provide
stronger validity of the results obtained here. In addition, future research studies should
involve more participants from other countries to develop international comparisons.
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Appendix A

(1) What were the most stimulating aspects of the international project?
(2) What were the main aspects of the international project that were useful for

you professionally?
(3) What have you modified in your professional line of work as a result of your partici-

pation in the international project?
(4) How has the international project modified your relational ability to deal with and

teach migrant students?
(5) How has the international project modified your communication ability when teach-

ing in intercultural classes?
(6) How has the international project modified your professional abilities?
(7) Do you have criticisms of or suggestions for improving the international project?
(8) Any other suggestions?

References
1. Szelei, N.; Tinoca, L.; Pinho, A.S. Professional development for cultural diversity: The challenges of teacher learning in context.

Prof. Dev. Educ. 2020, 46, 780–796. [CrossRef]
2. Choi, S.; Lee, S.W. Enhancing Teacher Self-Efficacy in Multicultural Classrooms and School Climate: The Role of Professional

Development in Multicultural Education in the United States and South Korea. AERA Open 2020, 6, 2332858420973574. [CrossRef]

http://doi.org/10.1080/19415257.2019.1642233
http://doi.org/10.1177/2332858420973574


Sustainability 2021, 13, 4171 16 of 16

3. Premier, J.A.; Miller, J. Preparing pre-service teachers for multicultural classrooms. Aust. J. Teach. Educ. 2010, 35, 3. [CrossRef]
4. Miled, N. Educational leaders’ perceptions of multicultural education in teachers’ professional development: A case study from a

Canadian school district. Multicult. Educ. Rev. 2019, 11, 79–95. [CrossRef]
5. Parkhouse, H.; Lu, C.Y.; Massaro, V.R. Multicultural education professional development: A review of the literature. Rev. Educ.

Res. 2019, 89, 416–458. [CrossRef]
6. Alfaro, C.; Quezada, R.L. International teacher professional development: Teacher reflections of authentic teaching and learning

experiences. Teach. Educ. 2010, 21, 47–59. [CrossRef]
7. Dooly, M.; Villanueva, M. Internationalisation as a key dimension to teacher education. Eur. J. Teach. Educ. 2006, 29, 223–240.

[CrossRef]
8. Biasutti, M.; Concina, E.; Frate, S. Social Sustainability and Professional Development: Assessing a Training Course on Intercultural

Education for In-Service Teachers. Sustainability 2019, 11, 1238. [CrossRef]
9. Biasutti, M.; Concina, E. Including migrant students in the primary school: Perspectives of Italian principals. Int. J. Educ. Manag.

2021. online first.
10. Aras, B.; Yasun, S. The Educational Opportunities and Challenges of Syrian Refugee Students in Turkey: Temporary Education Centers and

Beyond; Mercator Policy Brief; Istanbul Policy Center: Istanbul, Turkey, 2016.
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