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Introduction
There is a growing demand in Europe, especially in the field of public policies, to base decisions
on the best evidence available. The European Commission has been leading this effort for the past
decades.
In 2006, a Communication from the European Commission1 stressed that:
“Effective long-term policies must be based on solid evidence. For Member States to fully
understand and monitor what is happening in their systems, they need channels for producing
and accessing relevant research, a statistical infrastructure capable of collecting the necessary
data, and mechanisms to assess progress as policies are implemented”.
Later, in a working document2, the Commission also highlighted that:
“Member States and the EU institutions need to use evidence-based policy and practice, including
robust evaluation instruments, to identify which reforms and practices are the most effective,
and to implement them most successfully.”
“Decision-making in education should strategically aim for improvements in education and
training, and for this purpose we need research and evidence.”

1 Communication from the Commission to the Council and to the European Parliament: Efficiency and equity in European education and training systems, COM(2006) 481 final. Brussels, 08.09.2006.
(http://eur-lex.europa.eu/legal-content/EN/ALL/?uri=CELEX%3A52006DC0481)
2 European Commission (2007). Towards more knowledge-based policy and practice in education and training.
(Commission Staff Working Document SEC 2007.1098). Brussels: European Commission.
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Efforts have also been made to provide resources and tools to promote the development of policies
based on the best available research. A recent report3 published by the Education, Audiovisual and
Culture Executive Agency (EACEA, Education and Youth Policy Analysis) describes the mechanisms
and practices that support evidence-based policy-making (national agencies, knowledge brokers, etc.)
and it covers the member countries of the Eurydice network.
In line with the main objective of Erasmus+ Key Action 3, to support policy reform, this Guide
intends to be an executive document for policymakers in the Education and Training field to promote
practices and reforms based on research evidence.
STEP4SEAS Project, funded by the European Commission under the initiative Erasmus+K3, aimed
to impact educational policies that foster the inclusion of disadvantaged learners, based on the
improvements generated by implementing Successful Educational Actions.
The six Successful Educational Actions (SEAs) described in the Guide are the main findings of the
INCLUD-ED Project. This project, funded by the European Commission under the Sixth Framework
Programme (FP6 2006-2011), was the only one in SSH highlighted in the “ten Success Stories” of FP
research with added value for the H2020 targets. The INCLUD-ED project analysed and identified,
in 14 European countries, the educational actions developed by schools and their communities that
increase the impact of education in addressing social inequalities, marginalization, and disengagement,
to ultimately foster social inclusion.
This Guide is a joint effort of the STEP4SEAS consortium to produce a brief and relevant document
to inspire European policymakers (and beyond) at local, regional or national level to instigate reforms
based on evidence-based actions whose principles have been agreed upon by the international
scientific community. It aims to be a contribution, from the educational field, to the achievement
of article 27.1 of the Universal Declaration of Human Rights “Everyone has the right […] to share in
scientific advancement and its benefits”.
The structure of the Guide is designed to address the policy-making cycle. For each action is presented
a) the social or educational issue addressed b) a brief description of the specific action (or solution
proposed) c) Policy recommendations based on the general principles of the action d) Scientific
impact. Evidence or research published in top-ranking magazines e) Social impact. Main results in
the countries implemented.

3 European Commission/EACEA/Eurydice, 2017. Support Mechanisms for Evidence-based Policy-Making in Education. Eurydice Report. Luxembourg: Publications Office of the European Union.
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Successful Educational Actions
(SEAs) for inclusion and social
cohesion in Europe
In 2006-2011 the European Union funded the research project INCLUD-ED. Strategies for inclusion
and social cohesion from education in Europe, under the Sixth Framework Programme, as Integrated
Project (priority 7). One of the major contributions from this project was the so-called “Successful
Educational Actions” (SEAs), defined as those educational actions producing the best results in terms
of students’ learning, as supported by scientific evidence (Flecha, 2015).
Researchers within INCLUD-ED devoted all their efforts to identify not just “best practices”, which
usually are limited to situated contexts, but “Successful Educational Actions” (SEAs) namely, those
actions that improve school success and social cohesion everywhere.
Drawing on scientific evidence, SEAs prove to work in different contexts and situations, unlikely other
type of actions, such as the so-called “best practices”, which might work in local or particular contexts
and situations, but they are not transferable to other contexts with different situations. Transferring
“best practices regularly does not entail also producing great impact; on the contrary, because the
context and the situation is different from the original context in which the “best practice” proved
to be effective, the result is investing resources that do not produce improvement for vulnerable
children and youth at risk of school failure.
SEAs are evidence-based solutions transferable effectively to different contexts and situations. As
Flecha (2015) notes,
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“the impact of the INCLUD-ED project on policy development is already reflected in five
recommendations that aim to guide improvements in education at the European level,
which reflect some of the research outcomes of INCLUD-ED. These recommendations
are: the Council conclusions of 11 May 2010 on the social dimension of education and
training (2010/C 135/02), a Communication from the EC (January 2011). Tackling early
school leaving: A key contribution to the Europe 2020 Agenda, Council Recommendation
on policies to reduce early school leaving (June 2011) (10544/11), the European Parliament
resolution of 2 April 2009 on educating the children of migrants (2008/2328(INI)), and the
European Parliament resolution of 9 March 2011 on the EU strategy on Roma inclusion
(2010/2276(INI))”. (Flecha, 2015, p.4).
Right now, more than 50 governments at local, regional and national level all around the world
are implementing SEAs in their schools. This document aims to provide useful information to
policymakers that aim to base their educational policies and programs in scientific evidence, in order
to achieve better results for their schools and their communities.
More information about the SEAs can be found in the 10 Training Modules developed by the
STEP4SEAS Project that are available in English, Spanish, Greek and Maltese open access in the
webpage: https://www.step4seas.eu/project-outcomes
And also in Flecha, R. (2015). Successful Educational Action for Inclusion and Social Cohesion in
Europe. Cham: Springer International Publishing Company. https://www.schooleducationgateway.
eu/files/esl/downloads/13_INCLUD-ED_Book_on_SEA.pdf
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Interactive Groups
SOCIAL/EDUCATIONAL ISSUES ADDRESSED:
■ Learning and achievement for all
■ Attendance and retention in education
■ Improvement of school performance
■ Curriculum coverage
■ Increase of learning interactions
■ Motivation for learning
■ Students’ emotional wellbeing, solidarity and friendship
■ Coexistence in the class
■ Empowerment of family and other community members as educational agents
■ Home-school liaison around children’s education
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What are Interactive Groups (IGs)?
They are an inclusive and interactive learning environment in which the classroom is organized into
small mixed-ability groups with one volunteer (from families, school staff or the community) per
group, who facilitates dialogic interaction4 and dialogic talk5.

How do they work?
The teacher organizes the students into heterogeneous small groups with five or six individuals per
group. All groups are mixed in terms of ability, gender, culture, language and/or ethnicity. Each group
is facilitated by an adult (volunteer) who encourages the students to interact. The facilitator does
not provide the answer to the task designed by the teacher. Instead, s/he encourages the students to
discuss the task and the potential answers. Adult volunteers encourage students to use dialogic talk,
which is based on the exchange of dialogue drawing on validity claims, rather than power claims.
Any family or community member, including people with limited literacy skills or educational
experience, former students, university students and other adults from community organisations
may serve as volunteers.
Teachers are responsible for designing all the IG activities included in the lesson, as well as for
managing the session. They briefly explain the activities to the volunteers before each session.
Volunteers can choose which activity they want to facilitate, or the teacher can allocate an activity.
Although the brief explanation is important, it is not essential, as the volunteer´s role is to facilitate
dynamic and supportive learning interactions in the group and to guide the activity, not to replace the
teacher’s role. Volunteers does not provide any answers to the students. Instead, students discuss the
task drawing on egalitarian dialogue (as defined by Flecha, 2000). Thus, anyone can be a volunteer.
Group activities last around fifteen minutes and focus on instrumental (i.e. core subjects and abilities)
learning. After the fifteen minutes, each group moves on to the next activity and works with a different
adult on a different activity. Thus, after about an hour, all the students in the class will have worked
on four different curricular activities and will have interacted with four different adults.
In schools where IGs are implemented, the content of the curriculum does not differ from other
schools and teachers still work to government standards. Although IGs can be implemented in any
subject, language and literacy and mathematics are often prioritised.
Teachers will decide when to implement IGs and what resources to use, depending on the tasks. IGs
will not be the only method of teaching, to the exclusion of, for example, teacher-talk-time. Teachers
are always responsible for the correct implementation of the IG.
In schools implementing IGs, decisions about what support students need are made according to
the good practice of including parents, teachers, volunteers and students in assessing and agreeing
learning needs.
Students, volunteers and teachers participate in the monitoring and assessment of the IG’s success.
4 Dialogic interaction is a type of interaction based on the use of egalitarian dialogue (Flecha, 2000; Garcia-Carrion
& Díez-Palomar, 2015)
5 Dialogic talk emerges in dialogic interaction situations facilitated by adults encouraging dialogic learning (DíezPalomar & Cabré, 2015).

9

Often the IG sessions end with joint reflection on what students have learnt, what has worked well,
and areas for improvement.
In addition to internal progress measures, teachers and schools implementing IGs use standard
assessment instruments (e.g. standardised tests). The IG approach should help all students to pass
any kind of test.
To understand the research base of IGs, teachers need to undertake intensive initial training. The
volunteers may also participate in this training.

Results
IGs improve students’ academic achievement, as well as students’ motivation and coexistence,
encouraging collaboration and cooperation among them (Valls & Kyriakides, 2013).
IGs, as well as other SEAs, are designed to break the “Matthew effect”6 of limiting learning opportunities
for the more disadvantaged, as they enable everyone to achieve the learning goals described in the
standards’ curriculum, especially by providing high-level content for the more disadvantaged students.
Implementing IGs does not entail extra cost. Indeed, working in IGs can mobilise resources that are
already available in the educational community - namely community members and the students
themselves - so that all students’ learning is enhanced, resulting in a sustainable educational action.
In summary, the main results of implementing IGs include:
• More dynamic and participative lessons.
• Guaranteed learning for all students (Zone of Proximal Development – ZPD7); high expectations;
context transformation.
• Students develop collaborative and cooperative skills within a dialogic environment.
• More effective use of human resources.
• High levels of engagement and better use of time.
• Families’ and communities’ knowledge and experience (“cultural intelligence”) are capitalised upon
in the classroom.

6 Mathew effect is commonly referred to as accumulated advantage, where those who have more have an advantage to acquire more. The term was coined by sociologist Robert K Merton and Harriet Zukerman in 1968.
7 ZPD is defined as “the distance between the actual developmental level as determined by independent problem
solving and the level of potential development as determined through problem solving under adult guidance, or in
collaboration with more capable peers.” (Vygotsky, 1978, p. 86)
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POLICY RECOMMENDATIONS:
■ Encourage inclusive Successful Educational Actions (SEAs) that eliminate both streaming

and ability grouping. These practices widen the achievement gap in academic performance
and legitimizes the low attainment of some pupils.
■ Promote inclusive actions that have already demonstrated their success in improving learn-

ing for all.
■ Promote educational actions that achieve better results with the same resources. Research

demonstrates that when existing human resources (often used to separate pupils into special groups or classrooms) are organized into inclusive successful actions, schools improve
academic achievement for all the students.
■ Promote policies that encourage and facilitate volunteering in schools. Recognize and, if

appropriate, award certificates for volunteer participation.
■ Promote practices that encourage vulnerable students (such as minority ethnic students or

those whose voices are rarely heard) to participate in learning activities in small mixed ability groups in the classroom.
■ Create and support training structures for educators and families based on well-researched

evidence about dialogic learning.

EVIDENCE:
■ Aubert, A., Molina, S., Shubert, T., Vidu, A. (2017). Learning and inclusivity via Interactive

Groups in early childhood education and care in the Hope school, Spain. Learning, Culture
and Social Interaction, 13, 90-103. doi: 10.1016/j.lcsi.2017.03.002
■ Díez-Palomar, J., & Cabré, J. (2015). Using dialogic talk to teach mathematics: the case of

interactive groups. ZDM Mathematics Education, 47(7), 1299–1312. doi:10.1007/s11858-0150728-x
■ Flecha, R. (2000). Sharing words: Theory and practice of dialogic learning. Rowman &

Littlefield.
■ Flecha, R. (2015). Successful Educational Action for Inclusion and Social Cohesion in Europe.

Cham: Springer.
■ García-Carrión, R., & Díez-Palomar, J. (2015). Learning communities: Pathways

for educational success and social transformation through interactive groups
in mathematics. European Educational Research Journal, 14(2), 151–166. doi:
10.1177/1474904115571793
■ Valero, D., Redondo-Sama, G., & Elboj, C., (2017). Interactive groups for immigrant students:

A factor for success in the path of immigrant students. International Journal of Inclusive
Education, 22(7), 787-802. doi: 10.1080/13603116.2017.1408712
■ Valls, R., & Kyriakides, L. (2013). The power of interactive groups: How diversity of adults

volunteering in classroom groups can promote inclusion and success for children of
vulnerable minority ethnic populations. Cambridge Journal of Education, 43(1), 17–33. doi:1
0.1080/0305764X.2012.749213
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Social impact from STEP4SEAS partners:
Interactive Groups have been implemented and/or accompanied by all partners in the consortium.
Some schools have implemented this Successful Educational Action across the whole school (e.g. La
Rábida Primary school has implemented 22 IG a week), while other schools have selected strategic
year groups and subjects to regularly implement IG in a weekly basis. In total, eleven schools from
five countries have implemented them.
P2. St Luke´s Primary School (UK)
• The organisation of classes into heterogeneous (mixed ability groups) ensured inclusion, a greater
sense of collaboration and teamwork.
• The teachers reported a beneficial impact on attainment for all students. Lower ability students
benefit from the working pace of more advanced classmates.
“Their confidence grows under the relative shelter of a smaller group of children. They are reassured by the help and support of their peers and by the presence of a volunteer”. (Senior staff
member)
• Higher achieving students deepen and consolidate their understanding of curricular subjects, such
as mathematical concepts, as they seek ways to explain their working out, in order to bring their
teammates up to speed.
• Students reported more motivation and enjoyment in learning. New friendships have grown, removing academic attainment, culture, or gender barriers.
“It is very important that children don’t automatically associate mathematics with ‘boring’ or
‘difficult’ and I think that was achieved with these sessions”. (Volunteer).
P3. University of Malta (Malta)
• The children learnt how to work together and the fact that all members of the group, whatever their
background or academic ability, can participate and contribute to the activity.
• The children learnt how working together produce better results than when they competed and
focused on doing better than others.
• Volunteers have a greater awareness of what happens in the school. This insight helped families
to appreciate the value of schoolwork. The volunteers developed their sense of self-worth as they
could see how they contributed to the education of the children. Finally, they could experience the
sense of solidarity on which IG is based.
P4. Eparchiako Grafeio Paideias Lemesou (Cyprus)
• Greater inclusion of the disadvantaged learners in a democratic learning environment.
• Enhanced relationships and solidarity among students.
• Reduction in the number of incidents of student misbehaviour.
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• Reduction in the occurrence of complaints and other problems with families.
• Open the school to the community.
“The community is not used to being asked to join the class. Parents are more often asked not
to come inside the class or school. But this programme gave them the opportunity to be part of
the learning process. I have been working on Interactive Groups in Geography and the parents
cannot believe that they are actually learning as well. And that this knowledge is giving them
a shared topic to talk about at home, or at least it is an initial talk to continue later about other
things, too’ (Teacher, at Potamos Germasogeias Primary School).
P5. Secretariat for Catholic Education (Malta)
• IGs are in line with the National Curriculum Framework’ statement: “Schools strengthen ties with
the various members, groups and agencies within the community as this will help extend learning
within the community and bring learning into the school(s).” (National Curriculum Framework,
Malta, 2012, p.43).
• Huge parental involvement was noticed after the implementation of the SEAs within the school.
P6. Cambridgeshire School Improvement Board (UK)
• Improvement in attainment. The Standard Assessment Tests (SATs) conducted in one of the schools
involved with 61.4% of economically disadvantaged children (national average 24.3%) and shared
in a National Seminar, showed an outstanding progress made after the implementation of IGs in
Mathematics (1,6 versus 0,8 corresponding to the local area).
• Encourage strong relationships among the students:
“[…]* will be the person like a doctor, he will come and ask him what is wrong, he will take him
out, he will make everything in his power to make sure that […]* is OK. To me that is a very powerful friendship. It is not something that you get to see in every school. IGs for me just encourages friendships like this.” (pupil) *(names have been removed).
P7. La Rábida Primary School (Spain)
• Acceleration of learning. Teachers report that the same content that they are able to cover in two or
three regular classes can be done in one session of IGs.
• Improvement of attainment (e.g. the percentage of students reaching the expected standards at
school in Year 5 moved from 69% to 90%).
• Improvement in the social climate of the centre (e.g. the number of incidents against the rules of the
school deacresed from 15 in 2017/2018 towards 9 in 2018/2019).

1 3

P7- ITS-BACT (Italy)
• Students are more enthusiastic; they enjoy much more the time in the school. Working with peers
and volunteers have helped those who have more problems in terms of learning and social interactions to reach the school standards faster. Better results for all.
• Participating in the school helped families to understand better the role of the school and its importance.
• The schools participating in the project report that the discontinuation rate has dropped up to 4%.
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Dialogic Literary Gatherings
SOCIAL/EDUCATIONAL ISSUES ADDRESSED:
■ Literacy, communication, lexicon, reading comprehension for all
■ Critical thinking and higher-level cognition skills
■ Cultural intelligence and active listening in the class
■ Participation and empowerment of most vulnerable students
■ Family engagement and participation
■ Motivation for reading and learning
■ Human rights and values such as solidarity and friendship
■ Emotional wellbeing
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What are Dialogic Literary Gatherings (DLGs)?
They are dialogic reading activities based on two principles: using universal classic text (such as
Romeo and Juliet, The Odyssey, or Don Quixote, for instance) and sharing meanings, interpretations
and reflections drawing on the principles of the dialogic learning approach, as outlined below.

How do they work?
DLGs are organised as follows:
1. Before the gathering, (a) the class chooses a classic text from universal classic literature and
agrees the number of pages to be read before the gathering; and (b) each participant reads the
text at home and selects the paragraph(s) s/he likes the most or have caught his/her attention, in
order to share it (them) in the gathering with the other classmates.
2. During the gathering: (a) all participants meet in a circle; (b) the facilitator (normally the teacher,
but it can be any of the students) asks who wants to share his/her paragraph(s). Then the facilitator will create a list with the names of the students willing to participate/share their paragraph,
to ensure that everyone who wants to speak has the opportunity to do so; (c) each participant is,
in turn, given the opportunity by the moderator to read out their chosen paragraph and explain
why they selected it; (d) the moderator invites expressions of interest to respond to the paragraph shared; (e) when the discussion is done, the moderator moves towards the next participant
(name) on the list. The same procedure is repeated during the whole duration of the gathering.
Two important criteria to meet:
• Students are invited to speak in turn, giving priority to the students who usually do not participate.
• Respect of each participation is essential. Everyone has the right to participate, as well as the right
to be heard without interruption.
DLGs can be carried out with children and also with family members as a family education
activity. DLGs improve language performance and give children experience of regional as well as
international classic culture, whilst allowing them to draw on their own experiences. DLGs challenge
the assumption that students and families from low socio-economic background are not interested
in classic literature, as we see students from such backgrounds reading universal text such as The
Odyssey, Metamorphosis, among others, talking about and reflecting dialogically on the ideas from
the book. At the same time students participating within DLGs reinforce their literacy and learning
skills.
Family and community members also may ask to participate / organize their own DLGs, also to
read and discuss classic text (e.g. Joyce’s Ulysses or García Lorca’s The House of Bernarda Alba, for
instance). Family and community members participating in such activities foster their own learning
and that of their children. This is possible because the instrumental learning8 (Valls & Kyriakides,
2013:27) is a main component of the DLGs. As a result, it raises the educational level of the families,
transforming the interactions among them, as well as improving their children’s learning.
8 Referenced in Valls and Kyriakides, 2013: 27, in this guide “instrumental learning” is understood as the basis for
developing the knowledge and competencies required to succeed in the information society.
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In schools where DLGs are implemented, the content of the curriculum does not differ from other
schools and teachers still work to reach curriculum standards. DLGs specifically address literacy.
However, there is a wide range of dialogic gatherings addressing other subjects, such as science,
mathematics, arts, music, etc. Participants read and share the best masterpieces in those subjects (E.g.
Darwin’ On the Origin of Species, Fermat’s theorem, Mozart’s The Magic Flute, etc.). These dialogic
gatherings follow the same criteria and method of working as presented above.
As with other SEAs, DLGs contribute to breaking the negative “Matthew effect” of limiting learning
opportunities for the more disadvantaged, as they enable everyone to achieve, especially by providing
high-level content for more disadvantaged students.
In order to understand the research base that underpins DLGs, teachers need to undertake initial
training. Teachers organise the DLGs and decide when to use them. They can be a complementary
activity to other styles of teaching such as teacher-led lessons. Teachers are responsible for the correct
implementation of DLGs.

Why classic text?
When choosing a text (a reading, a play, etc.) it is important to make sure that it is a classic one.
Universal literature (as well as the classics in science, mathematics, music, etc.), includes pieces that
have been recognized because their high quality. Drawing on these will provide the participants with
the opportunity to know and “be in touch” with elaborated codes which are the ones legitimated by
the school institution. This does not mean that other text are not valuable. However, the school should
provide access to these types of classic literature, especially for those participants who have not had
the opportunity to have access them in their own everyday contexts. Using classics is a guarantee of
the quality of the contents (lexicon and grammar, but also universal values embedded in the stories
narrated within the readings), validated by the fact of declaring that text as a masterpiece of universal
literature (or the universal repertoires of science, mathematics, music, etc.).

Results
In schools implementing DLGs, parents, teachers, volunteers and students are involved in the dialogic
processes of assessing and agreeing learning needs. When a student has difficulty with the reading or
with preparing their contribution to the gathering, support is organised within the school. Students
can prepare their input with a support teacher or assistant or with a more able peer. It can also be
agreed with the family that the child gets help from them to prepare the reading at home.
In addition to internal assessment instruments, teachers and schools implementing DLGs use
standard assessment instruments (e.g. standardised tests) to assess students’ learning. The DLG
approach should help all students to successfully pass any kind of test, especially in literacy.
Implementing DLGs not entail extra cost for the schools, nor the students. As DLGs tap into existing
resources in the educational community (namely family, community members and the students
themselves) to enhance all students’ learning, they are a sustainable educational action.
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POLICY RECOMMENDATIONS:
■ Encourage dialogic reading on a regular basis, involving more persons, in more spaces, dur-

ing more time. The latest research shows that reading is more than an individual cognitive
process and that we can improve this skill with an interactive approach.
■ Promote the reading of the classics. These texts are full of rich opportunities for learning;

they are cross-cultural and timeless because they pose the big questions that inspire humankind and help to bridge cultural gaps for disadvantaged groups.
■ Encourage Dialogic Literary Gatherings with families and the wider community. With a

strong track record of proven effectiveness in fostering learning and social inclusion (Soler,
M., 2015) Dialogic Literary Gatherings have demonstrated that classic literature can transform lives and expectations of participants, especially for the most excluded groups.
■ Involve families in school activities related to learning outcomes. Facilitate and encourage

families’ participation in reading activities.

SCIENTIFIC EVIDENCE:
■ García, C., Gairal, R., Munté, A., Plaja, T. (2017). Dialogic literary gatherings and out-of-home

childcare: Creation of new meanings through classic literature. Child & Family Social Work,
23(1),62-70. doi: 10.1111/cfs.12384
■ Llopis, A., Villarejo, B., Soler, M., & Álvarez, P. (2016). (Im)Politeness and interactions in

dialogic literary gatherings. Journal of Pragmatics, 94, 1-11. 10.1016/j.pragma.2016.01.004
■ Soler, M. (2015). Biographies of “invisible” people who transform their lives and enhance

social transformations through dialogic gatherings. Qualitative Inquiry, 21(10), 839-842. doi:
10.1177/1077800415614032
■ Álvarez, P., García-Carrión, R., Puigvert, L., Pulido, C., & Schubert, T. (2018). Beyond the

walls: The social reintegration of prisoners through the dialogic reading of classic universal
literature in prison. International Journal of Offender Therapy and Comparative Criminology,
62(4), 1043-1061. doi: 10.1177/0306624X16672864
■ Hargreaves, L., & García-Carrión, R. (2016). Toppling teacher domination of primary

classroom talk through dialogic literary gatherings in England. FORUM: for promoting 3-19
comprehensive education, 58(1), 15-25.
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Social impact from the STEP4SEAS partners:
Dialogic Literary Gatherings (DLGs) have been implemented and/or accompanied by all partners in
the consortium. In total, twenty-two schools from five countries has been involved.
P2. St Luke´s Primary School (UK)
• Children have become familiar with classic texts that they might not otherwise have encountered.
This has helped to increase their vocabulary discovering words they would rarely use or hear in
everyday speech and boost their critical thinking.
• Those children who otherwise rarely contribute to class discussion or who come from homes empty
of books, have regularly played a major role in DLGs. The book becomes not only a shared, wholeclass “project’’, but one that involves families and the community.
• The dialogic turn-taking structure of DLGs has greatly improved students’ communication skills. All
contributions are appreciated and respected. It is a place where everyone listens to and supports
each other, practising values such as respect, tolerance, solidarity, coexistence etc.
P3. University of Malta (Malta)
• Improve articulation of arguments. The DLG enabled the children to articulate their thinking. They
started putting their thoughts into words in a logical manner, and the sessions helped the development of both the mother tongue, Maltese and their second language – English.
• Boost inclusion. It was observed across groups and schools that children who are usually withdrawn started to request to give their opinions and ideas. Children from challenging socio-economic backgrounds with accentuated behavioural issues also improved their educational engagement.
• Capitalise on cultural intelligence. Participants started discussing social issues that were not normally raised and discussed in the classroom. Very often they connected the story line to something
happening in their own life or in the local context.
P4. Eparchiako Grafeio Paideias Lemesou (Cyprus)
• Learning through dialogue leaded not only to content knowledge, new vocabulary but improved
thinking skills. Slow readers became faster. Students developed their imagination, creativity and
critical thinking.
• Social skills were highly improved. Students learned to express their opinions, their feelings and to
listen to their classmates. This improved their relationships. They shared what they have read with
their classmates and also with their families at home. One student shared “We learn a lot of things
from books and we can discuss them with our parents. We can say to them what we have learned,
so that they learn, too”.
• Increased motivation for learning and pleasure for reading specially in the most disadvantaged
students. “Last year it was The Odyssey, this year is Romeo and Juliet and Tom Sawyer, the Little
Prince visiting earth and Traveling around the world in 80 days in all school grades. Can we continue tomorrow? This is the most common question” (Teacher).
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P5. Secretariat for Catholic Education (Malta)
• Children became aware that when they think as a group, they came up with more innovative and
broader perspectives.
• Encourage understanding as the children become appreciative of diverse point of views. The fact
that they had to wait for their turn, express their approval or disapproval with respect and work as
a team, helped the children to become more competent as societal participants.
• Their reading became more meaningful approaching the text with an increasingly critical eye. Children consistently interacted with the texts and compared the recounted past with their own reality.
P6. Cambridgeshire School Improvement Board (UK)
• Improvement in reading and comprehension skills. Some of the schools involved reported their
improvement in the Hodder Scale to assess progress. This scale would expect children to make 0.6
points over an academic year. After DLG Year 4 and Year 5 students increased in reading ability +0.7
(higher than expected). Also, increase in number of children working at the expected level.
• Increased motivation:
“The enthusiasm and appetite for children reading classics has astounded us. They are making
links with their own lives and the topics covered in school. For some of our children, this is the
first time they have ever had their ‘own copy’ of a book” (Head teacher).
• Improvement of social skills:
“All students learned how to agree and disagree in a respectful way” (Head teacher). Another
Head teacher shared a special case of selective mutism that wanted to participate in DLG and
recorded his intervention that was played during the gathering.
P.7 La Rábida Primary School (Spain)
• Participants from a low socio-economic status had access at two classic books a year. DLG boosted
learning and academic improvement. E.g. The percentage of students in Early Years achieving the
expected standards has moved from 87% to 100%.
• Bridge the cultural gap. The students participate in debates about questions that have being inspiring humankind for hundreds of years and have had access to cultural works that in his contexts
could never have happened.
P8- ITS-BACT (Italy)
• Egalitarian dialogue between the participants, allowed them to know better each-others and themselves.
• It has helped in the prevention of conflicts, indeed trough the classics students understood two
important concepts: be open to the dialogue and taking into account different points of view.
• They learned they could have the right attitude to facilitate the interaction with other students.
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Educational participation
of the community
SOCIAL/EDUCATIONAL ISSUES ADDRESSED:
■ Active involvement and participation of families and communities in decision making
■ Social cohesion
■ Multicultural coexistence
■ Home-school cooperation
■ Gender inequalities
■ Learning and coexistence outcomes
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What is educational participation of the community?
This form of participation involves families and community members in assessment processes
related to the student’s education and learning. Their participation provides multiple viewpoints
on individual pupil progress and whole-school outcomes. These collaborative assessments lead to
improvements in classroom activities and in whole-school practices.
The INCLUD-ED Project studied five types of participation. Informative (when families and
community are informed of the activities developed by the school), Consultative (when there is a
formal consultation normally through the school statutory bodies), Decisive (when families and
communities participate in decision-making processes), Evaluative (the participation involves also
helping with the evaluation of student’s learning processes and school in general), Educational
(families and communities are involved in student’s learning activities and in their own learning
process). The three later forms of participation achieve better results and “entails transformational
processes that transcend the school itself and reach other social spheres that affect the lives of the
participants” (Flecha, 2015).

How does it work?
In Learning Communities, families and other community members actively participate in the
children’s learning; for example, in the classroom during school time, in activities outside school
time and in their own training (on courses or training opportunities which are responsive to their
needs and interests).
This type of participation increases the human resources available to support children’s learning,
triggering inclusive actions and behaviours that then contribute to improving students’ performance
and school coexistence. It also strengthens the interest and efforts of the whole community in
learning, fostering improved learning for all.
The educational participation of the community can be described as having a focus on the involvement
of families, volunteers, professionals and others in training spaces and in decision-making around
students’ learning. This does not just mean consultation with groups that have parental representation,
nor merely families helping with school events such as sports day. Community participation in
education requires transforming any lack of confidence in the interest and capacity of families to
collaborate with school management into high expectations of such valuable contribution. This is
especially so in cases of those who, for whatever reason, have seldom participated in school life.
Educational participation cannot happen if community-school dialogue is not egalitarian and based
on the validity of arguments. Educational participation happens when everybody cooperates towards
a common objective: the best possible learning and educational experience for their children.

Expansion of learning time
Research such as that conducted by Creemers and Reezigt (1996) shows a positive relationship between
increased learning time and academic results, especially in terms of time allowed for instrumental
learning such as mathematics, language and science. Creemers and Reezigt (1996) research, which is
still relevant after twenty years, demonstrates that the most effective schools are those that offer the
most extensive opportunity for learning in terms of time.
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Learning time outside regular school hours is also a feature of Learning Communities. This offers
additional opportunities for students to benefit from Successful Educational Actions including
Dialogic Gatherings and, for example, a Tutored Library where students undertake schoolwork and
can get answers to any questions, they might have about it. This accelerates learning for all students
and at the same time offers additional support for less able or disadvantaged students. Adults (staff
and volunteers) participate in these spaces in order to increase the number and quality of interactions.
The Tutored Library reduces educational inequalities as it helps address learning difficulties and
provides additional support.
In the case of Tutored Libraries which operate outside school hours, for example in the evenings or at
weekends, children and their families are offered a learning space which is accessible and also free of
charge. Even though Tutored Libraries can take several forms, their core feature is that they provide
an open community space where everyone, especially children, can find resources and help (from
volunteers) to support their work in instrumental learning.
Opening hours and activities vary considerably between Tutored Libraries. Some Tutored Libraries
open over the weekends, others during the afternoons or the holidays. Example activities include
reading from a book, doing homework, learning a language or playing chess.

Mixed Committees
Mixed Committees are made up of students and their families, staff and/or other education
professionals and volunteers, thereby representing the diversity of the educational community. Mixed
Committees are responsible for implementing developments focused on the specific Successful
Educational Actions chosen by the school. These Committees, ratified by the School Council, school
Board of Governors or Trustees, are organised according to the Successful Actions prioritised for
development and they coordinate, implement and monitor a specific aspect or activity. Some
possible responsibilities of Mixed Committees are as follows: volunteers, learning, communication,
coexistence, etc.
Mixed Committees are always open to new proposals and change through discussion and consensus.
Such decisions are based on the validity of everyone’s arguments and are not imposed by those in
power including education professionals.

Results:
• Decisive, evaluative and educational participation has a significant impact on whole-school issues, thus impacting learning progress and outcomes. Firstly, as people learn in diverse spaces and
through a range of interactions, the pupils have more opportunities to learn, as they can take advantage of several interactions and discourses. This also provides diverse role models which gives
under-represented groups – often those from minority ethnic backgrounds – a sense that they can
participate in and contribute to decision-making in school.
• Community participation facilitates the coordination of discussion among families, the school and
other education professionals or agencies in the neighbourhood. They make shared decisions with
the common goals of improving educational performance and helping students realise they can
achieve academic success.
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• The contribution of families and the community to school’s policy and procedures improves homeschool and community relationships. Relationships of solidarity, collaboration and friendship are
strengthened, thus benefiting the student body, their families and the community as a whole. This
allows for more effective prevention and resolution of conflict as everyone involved has more human resources available to them to create a dialogue to resolve any coexistence or social cohesion
issues.
• Increased egalitarian relationships between families and community agencies contribute to overcoming inequalities and foster alternative gender models. With community participation, such inequalities can be identified and overcome, ultimately preventing or creating effective action to
diffuse conflict situations.
• The transformation of interactions at school motivates students because they make school more
meaningful for them, especially for vulnerable and minority groups. Such benefits have a positive
impact on academic results, social inclusion and social cohesion.

POLICY RECOMMENDATIONS
■ Move away from informative and consultative models in schools and provide structures,

spaces and time to develop a decisive, educative and evaluative model of participation.
Promote high expectations of families’ capacity to participate and improve the quality of
what is on offer at school.
■ Create a climate of confidence and egalitarian dialogue, remove language barriers (avoid

technical terms, use non-discriminatory language, provide translation and/or interpretation
if necessary and possible).
■ Promote opportunities, spaces and time to involve families in decision-making and school

evaluation. Advocate assemblies and Mixed Committees (small groups representing families, students, teaching and non-teaching staff and community that work together towards
the priorities agreed on the school) as the most effective formats. Encourage egalitarian dialogue where decisions are made according to the validity of the argument rather than the
power position or status of the people giving their opinions.
■ Promote opportunities for families and community members to participate in students’

learning (through Interactive Groups, Tutored Libraries, Dialogic reading, etc.) and in their
own learning. Build up flexibility and be attentive to the needs of the community regarding
timetabling, venues, interests and so on.
■ Encourage the involvement of families who traditionally have not participated in such

areas of school life before, including those from minority groups or those with no formal
education. Focus on incorporating women from the community as this kind of participation
also plays a significant role in helping overcome gender inequalities in education.

2 4 - P O L I C Y

G U I D E

SCIENTIFIC EVIDENCE:
■ Carrillo, A., Girbés-Peco, S., De Botton, L., & Valls-Carol, R. (2017). The role of communicative

acts in the dream process: Engaging Moroccan migrants in a community development
initiative in urban Spain. Community Development Journal, 1-18. doi:10.1093/cdj/bsx049
Creemers, B. P., & Reezigt, G. J. (1996). School level conditions affecting the effectiveness
of instruction. School Effectiveness and School Improvement, 7(3), 197-228. doi:
10.1080/0924345960070301
■ Díez-Palomar, J., Gatt, S., & Racionero, S. (2011). Placing immigrant and minority family and

community members at the school’s centre: The role of community participation. European
Journal of Education 46(2), 184–196. 10.1111/j.1465-3435.2011.01474.x
■ García-Carrión, R., Molina-Luque, F., & Roldán, S. M. (2017). How do vulnerable youth

complete secondary education? The key role of families and the community. Journal of Youth
Studies, 27(14), 1-16. doi:10.1080/13676261.2017.1406660
■ Gatt, S., Ojala, M., & Soler, M. (2011). Promoting social inclusion counting with everyone:

Learning Communities and INCLUD-ED. International Studies in Sociology of Education,
21(1), 37–47. doi:10.1080/09620214.2011.543851
■ Tellado, I. (2017). Bridges between individuals and communities: dialogic participation

fueling meaningful social engagement. Research on Ageing and Social Policy, 5(1), 8-31. doi:
10.4471/rasp.2017.2389

Social impact from STEP4SEAS partners:
Three partners in the consortium have been implemented this Successful Educational Action. In
total, three schools have been involved.
P2. St Luke´s Primary School (UK)
• The involvement of families and community in dreaming9 “What school do we want for our community” gave them the opportunity to aim high, express their ideas for improvement and realise
that the dreams are similar across families, teachers and students from different cultures, academic,
or socioeconomic backgrounds.
• The mixed committee formed to achieve the priorities selected improved the participation of the
families in the overall evaluation of the school, decision making and the educational process.
• Social cohesion was boosted as prejudices were removed and a climate of egalitarian dialogue was
stablished.

9 A school that wants to become a Leaning Community passes through five transformational phases: raising
awareness, decision making, dreaming, selection of priorities and planning (https://www.step4seas.eu/transformation-phase). During the dream phase school and community express what school they want for their neighbourhood.
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P6. Cambridgeshire School Improvement Board (UK)
• The significant growth of one of the schools and its increase in ethnic diversity was worrying the
families and racism seemed more prevalent. “We used the dreams process to unite the community
in common goals [..] We wanted a mechanism for ensuring that cultural intelligence was respected
and enhancing empathy in the community” (Head teacher).
• The Family-school communication is now “based on the principle ‘parents as partners’, which was
explicitly recognised by the school staff and which is aligned with the model of collaboration that
predominates in the scientific literature about family-school partnerships” (MA Dissertation about
the school, UCL).
• The mutual confidence established “helped parents and teachers to solve conflicts in an effective
way, avoiding misunderstandings and managing any potential problems in a timely manner” (MA
Dissertation about the school, UCL).
P7. La Rábida Primary School (Spain)
• The participation of families and volunteers allowed human resources to increase inside the classroom and therefore boost the learning and coexistence of all students.
• Inclusion. “One of our students came from a school where he had being segregated working along
with another student with Down Syndrome spending the whole academic year out of the classroom. In our school, thanks to the participation of his family in the learning process inside the
school and the implementation of the other Successful Educational Actions, nowadays he is finishing Primary School and ready to start Secondary”. (Head Teacher).
• The timetabled General Assemblies with family and community have improved the overall performance of the school. “The educational programmes, academic calendar, the use of the school spaces
after class, etc. are subjects that we discuss and agree in the Assemblies” (Head Teacher).
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Family Education
SOCIAL/EDUCATIONAL ISSUES ADDRESSED:
■ Employability/housing/health
■ Learning achievement
■ Participation
■ Home-school liaison
■ Attendance and retention rates
■ Reduction/elimination of misbehaviour
■ Motivation for learning
■ Multicultural coexistence
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What is Family Education?
Family education means to open up the school to the families in order to improve their instrumental
education.
We often hear that the success of students depends on the formal education level of their parents.
Students of parents who have a university degree are more likely themselves to go to university and
achieve high academic grades. They are less likely to give up on or drop out of school. However, such
statistical correlations between parents’ educational background and their child’s academic results do
not establish any kind of causality, neither are they decisive.
If schools support equality rather than inequality, all generations will overcome traditionally low
educational levels so that those who face the most challenges ultimately have equal access to
university. It is now known that the relationship between parents’ academic level and their children’s
educational achievements can be challenged and that every parent, irrespective of their educational
level, can aspire to their children attending the best universities in the world. Research has shown
that families’ participation in educational activities have a greater impact on children’s learning
than their educational level.

How does it work?
Family educational programs and contents are decided by the family and community members
themselves, so that the program directly responds to their needs and interests, drawing on the
principles of the dialogic learning approach. There are a huge range of different activities that we
may find included within family educational programs.
Some examples of Family Education implemented in schools include:
Literacy and language classes for migrant families. This family education activity in
schools includes classes in the language of the migrant families’ receiving country. These classes
help mothers, fathers and other relatives improve their language skills. This improves their ability
to communicate beyond their own community and to have access to diverse social spaces, health
services and work. It also enables them to participate in their children’s learning in the classroom and
in the home context. These courses are coordinated by volunteers, always in response to participants’
own requests.
Dialogic Literary Gatherings (DLGs). DLGs are an educational and cultural activity in which
people who do not have an academic background, even people who have never read a book, read
and discuss universal classic literature. Examples may include Tolstoy, Shakespeare, Homer, Kafka,
Sophocles, Cervantes, Zola, and Orwell. DLGs challenge the assumption that families with low socioeconomic status (SES) or from minority ethnic backgrounds are not interested in classic literature.
Family Education reinforces the curricular content that children are taught in school and as well
as other SEAs, overcomes the “Matthew effect” of limiting learning opportunities for the more
disadvantaged, as they enable everyone to achieve, especially by providing high-level content for
more disadvantaged.
Family and community members decide when to participate in Family Education as well as the
type of activities they undertake and the schedules. Volunteers are responsible for developing these
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Family Education activities in partnership with school management teams or with mixed committees
composed of teachers, families and other community members. Activity assessment, including
identifying participants’ support needs and establishing learning agreements, is based on dialogic
processes between the volunteers and participants.
Implementing Family Education does not entail any additional costs for schools or the students. As
Family Education taps into existing resources in the educational community - namely community
members and families themselves - to enhance all students’ learning, they are a sustainable educational
action.

Results
• Direct impact on pupils’ academic improvement (INCLUD-ED)
• Increases possibilities for parents to help their children with their homework, creating new meaning about learning and education
• Increases expectations regarding parents’ future and the future of their children by increasing the
motivation to continue studying
• Bonds of understanding and acceptance between families and families and schools are created,
prejudices are overcome.
• Increases skills and job opportunities for adults by increasing their knowledge and confidence
The following is a summary of the positive impact in four areas provided by the education of family
members. These examples of improvement have been collected within the EDUFAM project10:

10 EDUFAM project: Improving the educational system through family education of vulnerable groups, research
funded by the Spanish National RTD Plan (2014-2016).

2 9

Benefits for family members

Benefits for students

a. Increased cultural level

a. Improvement in educational results

b. Increased expectations

b. Behaviour improvement

c. Increased motivation towards learning

c. Increased motivation towards learning

d. Increased self-confidence, self-esteem and
perception of well-being

d. Increased participation in educational tasks
and initiatives

e. Increased participation

e. Increased expectations

f.

Emergence of leadership

g. Creation and reinforcement of social
networks
h. Obtaining new role-models in the
educational field

f. Identification of new role-models
g. Increased interactions around learning and
education

Benefits for the schools

Benefits for the neighbourhood

a. Improvement of family-school
communication

a. Strengthening the relationship between
the school and the community

b. Increased school participation

b. Increased interactions on learning and
education outside the school

c.

Improvement of the school climate

d. Reduction of prejudices towards families
belonging to cultural minorities

c. Reduction of racist and classist prejudices
in the neighbourhood
d. Improvement of coexistence in the
neighbourhood
e. Coordination with services and
professionals from different social areas

POLICY RECOMMENDATIONS
■ Facilitate and support the implementation of family training programmes in schools that

are based on the priorities and needs of the families.
■ Provide information and support to schools regarding management, safeguarding and secu-

rity issues. For example, clarify/create regulation on the participation of volunteers.
■ Motivate and provide incentives for schools to encourage family participation in the school

life.
■ Promote the implementation of official training programmes for adults in educational cen-

tres that request them. For example, make it easier to obtain official qualifications once the
courses have been completed.
■ Encourage participation of vulnerable families on school decision-making bodies such as

family associations or committees.
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SCIENTIFIC EVIDENCE:
■ Aubert, A., Villarejo, B., Cabré, J., Santos, T. (2016). La Verneda Sant Martí adult school: a

reference of popular education in the neighbourhoods. Teachers College Record, 118(4), 1-32.
■ Flecha, A. (2015). Isabel, from adult learner to community activist. Qualitative Inquiry, 21(10),

865–871. doi:10.1177/1077800415611693
■ Flecha, A. (2012). Family education improves student’s academic performance: Contributions

from European research. Multidisciplinary Journal of Educational Research, 2(3), 301–321.
doi:10.4471/remie.2012.16
■ Garcia, L., & Ríos, O. (2014). Participation and family education in school: Successful

educational actions. Studies in the Education of Adults, 46(2), 177–191. doi:
10.1080/02660830.2014.11661665
■ EDUFAM project: Improving the educational system through family education of vulnerable

groups, research funded by the Spanish National RTD Plan (2014-2016). https://pedagogia.
fcep.urv.cat/edufam/

Social impact from STEP4SEAS partners:
The partners that have implemented family education in the schools are Eparchiako Grafeio Paideias
Lemesou, La Rábida Primary School and ITS BACT, reaching around 100 families in disadvantage
context.
P4. Eparchiako Grafeio Paideias Lemesou (Cyprus)
• Family training to forster families’ inclusion. The Greek classes offered to the families (coming
from 18 different countries) participating in the school, strongly improved their ability to help the
children at the school and to become a more participative member of the community.
• Positive impact in terms of involvement and school “climate”: “the spirit of the SEAs has a lot to offer to our staff, students and their families allowing everyone in our school to feel welcome to play
an active part in our learning community” (Head teacher).
P7. La Rábida Primary School (Spain)
• Raising families’ academic background. In collaboration with the local Adult Education Centre the
school organized those gatherings were the participants discussed universal subjects contained
within the classics such as greed, vanity or friendship.
P8. ITS BACT (Italy)
• Fostering families’ expectations and personal projects in educational terms. After participating in
Learning Communities, young mothers began attending evening/ night classes with the aim of developing their education which, for different reasons, they had abandoned previously.
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Dialogic training for teachers
SOCIAL/EDUCATIONAL ISSUE ADDRESSED:
■ Professional development based on SEAs
■ Equitable and quality education
■ Attainment for all
■ Coexistence
■ Socio-Emotional development -0 violence from 0 years
■ Lifelong learning

What is dialogic training for teachers?
This action encourages teachers to learn drawing on the research available in the international
scientific community and to developing their knowledge of the best educational theories.

How does it work?
Teaching staff are encouraged to discuss the latest scientific research. Reading, researching and
discussing the Successful Educational Actions endorsed by the international scientific community
and sharing knowledge through Dialogic Pedagogical Gatherings (DPGs) are the most common
actions to acquire the best and newest knowledge.
The Dialogic Pedagogical Gatherings are developed in the same way as Dialogical Literary Gatherings,
described in section 2 of this guide. Participants agree on a piece of research or a book of the best
pedagogic theories and select some pages to share / discuss with the participants in the DPG (e.g.
Vygotsky, Freire, Bruner). Before the gathering participants read the agreed pages individually and
highlight the ideas or paragraphs that they want to share during the DPG session. These ideas can
be linked with their own thoughts, experiences, reflections and feelings. Knowing examples
from other schools were SEAs have been successfully implemented may enrich the discussion with
practical examples.
Training is also vital to develop staff’s egalitarian dialogue with families, with other staff and with
students. Traditionally, teaching staff, as with other professional groups, have communicated with
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families from a non-egalitarian position, from the standpoint of their ‘expert’ status (even more so
with non-academic families). However, improving educational ooutcomes requires a more egalitarian
dialogue which is not based on “power play”, but on approaches such as dialogic communicative
actions (Flecha & Soler, 2010). The egalitarian dialogue process in Mixed Committees, assemblies
and in classrooms where people with different backgrounds and different ways of thinking work
together, requires daily skills development.
Egalitarian dialogue is also related to another key aspect, that of never discrediting community
values or marginalising vulnerable groups. Staff values are no better or worse than those of the rest
of the community. Frequently, unconsciously, staff are convinced they have the best way of seeing
certain things and try to impose arbitrary values from a standpoint of status.
The impact of staff training should be evaluated based on improving pupil outcomes. The
implementation of research-based classroom practices may lead to the improvement of all types
of outcomes (academic and social, emotional). Therefore, the evaluation of the teachers’ training
programs and activities must to be linked to students’ academic results and other social outcomes.

Results:
• Improves professional practice and thus students’ learning.
• Adds more meaning to teaching and improves motivation.
• The egalitarian dialogue establishes new and better relationships among the teaching staff.
• Maintaining an evidence-based foundation allows teaching staff to describe their practices more
effectively in dialogue with families, inspectors, local administration, university faculties and students. Without a basis in scientific evidence, dialogue remains a case of one opinion against another. When accompanied by evidence, families are able to understand and assess teaching practices
for themselves and frequently appreciate the opportunity to increase their awareness of the field of
education since what they ultimately want is the best possible education for their children.

POLICY RECOMMENDATIONS:
■ Promote and sustain initial teaching training based on Successful Educational Actions

(SEAs) endorsed by the international scientific community.
■ Promote and sustain continuous professional development based on shared knowl-

edge-building. Practices such as Dialogic Pedagogical Gatherings encourage peer learning
and collaboration.
■ Promote activities and forums where education professionals can understand where to find

and how to distinguish the most reliable and up-to-date resources and academic research.
■ Establishes procedures and resources to present and make accessible reliable sources and

latest investigation of best research frameworks and university programs.
■ Focus the evaluation of teacher training programmes in the social and learning improve-

ments achieved and not in the satisfaction of the participants.
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SCIENTIFIC EVIDENCE:
■ García-Carrión, R., Gómez, A., Molina, S., & Ionescu, V. (2017). Teacher education in

schools as learning communities: Transforming high-poverty schools through dialogic
learning. Australian Journal of Teacher Education (Online), 42(4), 44.
■ Flecha, R., & Soler, M. (2010). From Austin’s speech acts to communicative acts.

Perspectives from Searle, Habermas and CREA. Signos, 43(2), 363–375. doi: 10.4067/S071809342010000400007

Social impact from STEP4SEAS partners:
The partners that were implementing Dialogic training for teachers in the schools are Secretariat for
Catholic Education, Cambridgeshire School Improvement Board, La Rábida Primary School and ITS
BACT. Reaching more than 150 teachers from four different countries.
P5. Secretariat for Catholic Education (Malta)
• DPG allowed educators to contribute and put forward their voice on issues of equity, social justice
and universal access to education through the readings presented in the STEP4SEAs project. Professionals working in schools often claim that they are not always on the same page with respect
to what education principles and goals are transmitted collectively to school administrators and
educators. By using the DPG based on endorsed scientific research, the various professionals felt
they were more aligned to the ethos of the Secretariat which promotes equity and social justice for
all learners.
P6. Cambridgeshire School Improvement Board (UK)
• The regular Dialogic Pedagogical Gatherings (DPGs) allowed teachers from four different schools
and personnel from the Local Authority to read and discuss together the best and latest research
and universally recognised educational theories (e.g. Paulo Freire). Access and democratisation of
knowledge was the first outcome.
• Participants reported more confidence in defending their practices in front of the families and educational authorities. This started a professional development path where classroom actions and
practise are assessed by reviewing the social and scientific impact of the latest research available.
P7. La Rábida Primary School (Spain)
• Impact on overcoming aggressive behaviours and violence. The book debated during the last academic year (Gómez, J. (2015). Radical love. A revolution for the 21st century. New York: Peter Lang
Publishing), gave us research based evidence of how to promote relationships free of violence. Tolerance zero to violence from zero years is our aim in the school and debating this research equipped
us with strong and scientific based arguments about how to go about it.
• Relationships among the teaching staff and with families and students have improved. Improvement in student´s coexistence is expected once the teaching staff implement what they have learned
from the book.
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P8. ITS BACT (Italy)
• Positive impact on teachers’ academic duties. “Since the beginning of the action, (November 2018),
we have received very enthusiastic feedback from the teachers of Dalla Parte dei Bambini School,
which found the DPGs very useful in everyday work”.
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Dialogic Model for the Prevention
and Resolution of Conflict
SOCIAL/EDUCATIONAL ISSUE ADDRESSED:
■ Preventive socialization in violence
■ Dialogic/communitarian conflict prevention and resolution
■ Participation of family/community
■ Interculturalism
■ Prevention of radicalization
■ Human rights and European values
■ Coexistence and social cohesion
■ Wellbeing
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What is the dialogic model of conflict prevention and
resolution?
It is a model of preventing and addressing conflict through egalitarian dialogue involving the whole
community. It is considered more effective than disciplinary and mediation models 11 of conflict
prevention and resolution.

How does it work?
The disciplinary model of conflict resolution is hierarchical and is based on the responsibility for
maintaining harmonious coexistence sitting with a specific authority. It was popular in the industrial
society when sanctions and exclusions were used to manage conflicts. The dialogic turn in our
societies rendered this model ineffective. Sanctions and exclusions frequently lead to the labelling of
specific pupils who are already stigmatised. Internal and external exclusions exacerbate rather than
resolve problems as they do not allow any opportunity for collaborative reflection of the problem, so
the negative behaviour is repeated in future.
The mediation model is an improvement over the disciplinary model as it involves all the parties from a
conflict situation in the resolution process, but it is not a preventive model. It relies upon an impartial
‘expert’ using a specific script to mediate, which may lead to unsatisfactory solutions. For example,
those involved in the conflict may accept the mediator’s proposal without really understanding the
process or they might accept the proposed resolution for fear of the consequences if they do not.
The dialogic model has a focus on creating a better space for learning in schools that is free from
violence from the outset, taking a preventative approach to conflict. The model involves the whole
community in the development of the school rules and in the prevention and resolution of the
conflicts. Five strands of work are developed:
1. Implementation of Successful Educational Actions. All the actions described in this
guide, such Interactive Groups and Dialogic Literary Gatherings have demonstrated improved learning
but also better relationships and whole-school coexistence. These actions promote collaboration and
solidarity-based principles such as transformation and egalitarian dialogue, which, in turn, engender
a climate free from violence and built on friendship.
2. Development of the school rule through a process of deliberative democracy based on
egalitarian dialogue.
In order to decide on a rule and respect it, a dialogic process is proposed which may last a few
weeks. This process is based on seven steps and involves the participation of the whole community
as follows:
• A Mixed Committee of teachers, families and students proposes a rule for the whole community to
consider.
• The rule is discussed at a whole-school assembly with maximum possible participation.
11 The disciplinary model is based upon established hierarchies and the role of a particular authority who has been
considered responsible for maintaining coexistence. The mediation model is characterised by the involvement of an
‘expert’ who mediates between parties and offers responses according to a established rules.
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• Members of the Mixed Committee disseminate the proposed rule to all pupil groups from whom
class representatives collect feedback including suggested changes.
• Student representatives, with support from members of the Mixed Committee, discuss how the
proposed rule should be implemented.
• The student representatives then report back on their discussions at a meeting of school staff, families and community members. They also gather the responses of these groups and return to their
respective classes accompanied by a teacher or tutor and a representative of the Mixed Committee.
• The community oversees the implementation and ongoing monitoring of the rule. Follow-ups are
conducted in groups and the overall process is overseen by the student representatives and the
Mixed Committee.
• The process works alongside training in the form of Dialogic Gatherings, discussion of texts, video-forums and other activities as deemed necessary.
3. Introduction of more structures and spaces for dialogue that promotes zero violence
from zero years old. A school that implements Successful Educational Actions and is a Learning
Community involve families in learning, decision-making and evaluation, as explained in section 3 of
this Guide. Prevention and conflict resolution which advocate zero tolerance of violence from birth
should be high on the agenda of the school’s Mixed Committee which focuses on school coexistence
and social issues. A Mixed Committee involves a group comprising families, students and teachers
making proposals for discussion among the wider school community.
Assemblies are another structure that is used in Learning Communities to prevent the emergence of
conflicts. These are regular gatherings in classrooms, or at school level where families are invited to
participate on a regular basis if possible. Consent and breaking the law of silence are issues discussed
in these spaces.
4. Promote whole-school awareness of the best scientific research about preventive
socialization in violence.
The prevention of socialization in violence consists of generating social interactions that promote
attraction towards egalitarian models and the rejection of violent models (Gómez, 2015, Puigvert,
2014).
The consequences of violence and bullying have been studied in depth and we know that students
who experience violence in school are more likely to fail and drop out.
Opposition to violence and the ability to choose non-violent people with whom we establish
relationships require whole-school involvement. In addition, if socialization begins at birth, preventive
interventions against violence must begin at an early age. As stated by Oliver (2014) we must show
zero tolerance to violence from birth. To understand how we can facilitate this type of socialization,
it is necessary to identify the existence of a majority socialization (although not unique or exclusive)
that promotes a link between attraction and violence.
Social sciences and feminism already provide some intervention models: social sciences have been
demonstrating the social character of attraction and love for decades. That is, we are attracted and fall
in love with some people or with others, not because of a biological determinism but because of social
and cultural interactions, because of what we learn through socialization.
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The pioneering research of Jesús Gómez (2015) on socialization in love and attraction, especially in
young people and adolescents, is the first to propose that attraction is the result of social interactions.
His study demonstrates the existence of a majority socialization (although not unique or exclusive)
that promotes a link between attraction and violence. This means that many socializing agents,
among them the mass media (advertisements, movies, songs, etc.) convey the message that violent
or potentially violent relationship models are harmful but exciting, while egalitarian relationship
models are convenient but more boring.
If love and attraction are social, dialogues allow the transformation of desire for violence into desire
for more egalitarian models.
The prevention of gender violence also involves working on the issue of masculinity, rejecting violent
models of masculinity and promoting non-violent masculinities as “attractive” and at the same time
“safe”.
Assemblies, film sessions, dialogic gatherings and informal conversations are promoted in schools to
develop a better understanding of these research theories and to establish a shared opposition to any
kind of violence.
5. Encourage bystander intervention. Promote actions at school that encourage friendships,
solidarity and support for people who suffer any kind of violence. Promote prevention and intervention
among equals (bystander intervention).
One of these actions is the “Brave Club” (Longas, E. S., & Pulido, C.,2016) which can be used in
primary schools, using peer intervention to prevent and eliminate conflict.
There are several ways of implementing this action; the guidance below shows how a number of schools
put it into practice. The Brave Club requires open dialogue where pupils take a lead in developing a
consensus and participate in anti-violence actions that involve the whole-school community.
1) The first step is to create the “Club” in the classroom, where all pupils are considered brave
because they all comply with the necessary respectful and non-violent behaviour to be part of this
group. As a starting point, it is vital to foster relationships based on good treatment and friendship
among the pupils. There is sometimes a “club” board on the wall which displays the names of all
the pupils in the class.
2) The second step is for the group to generate their own vocabulary and strategies that allow
pupils to report and behave non-violently, both towards the victims of any aggression and towards
those who witness it. These “codes” can be both verbal and non-verbal. For example, in the
playground the Brave Club can agree that when someone suffers aggression the rest will make
a “shield” of friendship (positioning themselves in a semi-circle, shield format, in front of the
aggressor to protect the victim).
3) The “club” has to establish clear guidelines for action in the event of aggression. It is important
to clarify that violence is never justifiable and to emphasize the importance of always positioning
oneself in favour of the victim of aggression and against the aggressor. For example, one agreement
among the pupils may be that when one pupil attacks another, the aggressor is ignored - but the
person attacked quickly receives attention. In addition, the victim, not the aggressor, is always
given the opportunity to explain what happened. It is essential to explain to pupils that it is the
violent behaviour and not the person that is being criticised. In summary, what we want to achieve
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is that the students position themselves in favour of the victim and show their support. That
visibility is given to the person attacked, not to the aggressor.
4) When a student assaults, he or she leaves the ‘Brave Club’ as it does not meet the only condition
to belong to it: the respectful and non-violent treatment. This can be exemplified in many different
ways, although what is relevant is the rejection attitude of the rest of the students as a whole
towards this behavior. The next day, all the students begin the classes belonging to the club. It is
important to point out that what we want to achieve is to encourage that the aggressor feels that
his/her behavior was isolated and rejected by the group for him/her to change that attitude. In
addition, it seeks to provide attractiveness to the behavior based on good treatment.
5) It is necessary to emphasize that the ‘Brave Club’ must impregnate all the spaces of interaction
of the educative center (the classroom, the patio, the dining room, etc.). It is not therefore a
bureaucratic procedure that is addressed in specific moments or spaces, but it becomes a very
important dynamic in the educational center, something that is alive in the school. This allows
that when a conflict occurs, it is managed at that specific moment. In this way, the entire school
community and fundamentally the peer group itself has incorporated the principles of this action
in their way of doing and stablishing relationships in the educational center.

Results:
This model:
• Improves learning because pupils feel the school is a safe place free from violence.
• Improves coexistence and relationships inside and outside the school environment.
• Teaches how to prevent violence in relationships.
• Enhances procedural ethics and deliberative democracy: learning that the effectiveness and validity
of agreement are not only about the ‘what’ but also about ‘how’ we reach those agreements; and it
is about making decisions by consensus.
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POLICY RECOMMENDATIONS:
■ Promote community-based models of conflict prevention and resolution over and above

discipline and mediation-based models.
■ Facilitate and encourage family and community participation in drawing up school rules.

Develop systems of ‘deliberative democracy’ (dialogue and consensus are preferable to voting for opposing choices when making democratic decisions) and ‘procedural ethics’ (establish that the value of decisions or agreements does not only depend on their content but on
the procedures, which are followed).
■ Promote evidence-based training for teachers in socio-emotional education. Current edu-

cational programmes emphasise emotions at the expense of feelings. The socio-emotional
education which contributes to overcoming gender violence and sexism is inseparable from
education of feelings such as friendship and love.
■ Build whole-school and community capacity to implement preventive socialization in gen-

der violence approaches and to develop a new alternative model of masculinity.
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Social impact from STEP4SEAS partners:
La Rábida Primary School and ITS BACT are the partners that have implemented the Dialogic Model
of Conflict Prevention and Resolution in the schools.
P7. La Rábida Primary School (Spain)
• The process of constructing a rule that can be agreed and followed by the whole school community
has taught the school what ‘deliberative democracy means’. All voices were heard and the discussion was based on valid claims and not on power positions. The objective was always reach an
agreement. All school statements have learned from the process to better prepare and back up their
arguments with facts and evidence.
• The weekly classroom assemblies, monthly assemblies of delegates, and quarterly general assemblies have boosted the participation of the whole educational community in the decision-making
process of the school, reducing conflicts and improving school climate.
P8. ITS BACT (Italy)
• The initiative was welcomed very well by students and parents and it changed for better the coexistence and social cohesion.
• Even the shyer and introverted children, thanks to the concept of egalitarian dialogue, now fetl
comfortable in sharing their point of view and opinions.
• It also had a positive effect on the learning process. Children spend less time fighting and are more
actively involved during the lessons.
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