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Abstract 

In the UK, one in six children has a diagnosable mental health disorder; for refugee and 

migrant girls though, this number is much higher. The rising mental ill-health in children, 

combined with the rising number of displaced people globally, has pressured high-income 

countries like the United Kingdom (UK) to find soluƟons. For refugee and migrant girls, who are 

less likely to access mental health treatment, schools are the most realisƟc place for intervenƟons 

designed to support mental ill-health. Social-emoƟonal skills curriculum has been linked to 

increased well-being and less mental ill-health. Unfortunately, there is significant variaƟon in the 

effecƟveness of social and emoƟonal learning (SEL) in schools, some believe this is related to 

teacher commitment and skills; while others think this is related to student characterisƟcs like 

gender and ethnicity. The mulƟ-disciplinary research presented in this thesis explores teachers’ 

perspecƟves and pedagogical pracƟces around SEL for refugee and migrant girls.  

Using a mixed-methods survey and interviews, this research explored teachers’ perspecƟves 

on issues of equity, migraƟon, and social-emoƟonal skills and how these perspecƟves impact 

pedagogical pracƟces for refugee and migrant girls. Results showed that parƟcipants view issues 

of equity (sexism and racism) as something to be addressed in primary school classrooms, but 

their pracƟces are impacted by a lack of awareness and skills that lead to minimising refugee and 

migrant students’ experiences. ParƟcipants viewed SEL as fundamental to academic achievement, 

however, they reported limited training, resources, and support which impact their pracƟces. 

Finally, parƟcipants’ perspecƟves of migraƟon were posiƟve and some responded with pracƟces 

that supported integraƟon of their refugee and migrant students, others however responded in an 

assimilaƟon-based way. These results show a gap between perspecƟves and pracƟces for primary 

school parƟcipants that may impact their ability to support displaced children in adjusƟng to and 

thriving in their classrooms.  
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Chapter 1: IntroducƟon 

This chapter is an introducƟon to my research on teachers’ pedagogical pracƟces around 

social and emoƟonal skills for refugee and migrant girls, which is presented in this thesis. 

Throughout my data collecƟon and analysis, I strove to be reflecƟve on how my subjecƟve lens 

impacted my findings.  

1) In this first secƟon I share my background and moƟvaƟons for compleƟng a PhD, 

which I will conƟnue to reflect on throughout all chapters in this thesis.  

2) In the second secƟon, I introduce the topic and focus of this research. Briefly 

discussing the mulƟdisciplinary nature of the research presented in this thesis 

and how my findings can make a substanƟal contribuƟon to knowledge.  

3) In the third secƟon I explain the research quesƟons, aims, and design. This will 

provide a brief overview as more depth is covered in Chapter 5: ‘Methods and 

Methodology’.   

4) SecƟon 4 is an introducƟon to key concepts and the educaƟonal system in the 

UK. More detail on this is covered in Chapter 2: ‘Context and PosiƟonality of 

Research’. 

5) Finally, secƟon 5 explains the structure of this thesis, what each chapter contains 

and where to find informaƟon.  

 1.1 Personal MoƟvaƟon and ReflecƟons 

I have several moƟvaƟons that lead to the desire to study this topic. As a child I grew up 

in an abusive and unsupporƟve home. During my childhood, we moved every year or two, 

someƟmes across town and someƟmes across the county. This environment combined with 

learning difficulƟes, lead to my struggling in my educaƟon and with my mental health. I was 
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ten when I learned to read, and by the Ɵme I entered high school had not been enrolled in 

one school for more than a few months. Despite this terrible start, I was the first in my 

immediate family to graduate from higher educaƟon and these experiences led to a desire to 

work in schools and support children in a way that I was not.  

As an adult, the twelve years I worked as a mental health professional were very healing 

but also really showed me how flawed our systems of support and educaƟon are. In the 

United States, they are not equipped to handle the level of mental ill-health, and it seems to 

me that there is liƩle poliƟcal will to change this. Add to this the level of violence ongoing in 

the communiƟes I worked within and the constant fears of deportaƟon and visits from ICE (US 

immigraƟon enforcement) and it can be hard to see the good being done by one therapist, at 

one school. I lost clients and their parents to gun violence, substance overdoses, and sudden 

deportaƟon during my Ɵme as a therapist, and it is hard to feel that the weekly play sessions I 

did had enough impact.  

In 2018, I was teaching a Family Therapy class to a group of social work students, and 

that same week the news reported that the Trump administraƟon had been separaƟng 

children from their families at the border. One of my students asked me, “What is the point of 

learning to help one family, when our government is causing so much harm to hundreds?”.  

While I responded that any posiƟve impact is sƟll making a difference, in many ways the 

choices I have made in my educaƟon since, are born of my desire to answer this quesƟon. It 

may not be possible to eradicate mental ill-health, but perhaps we might change systems and 

implement intervenƟons that will improve well-being and mental health enough to beƩer 

address those with higher needs. Perhaps we might prevent or at least inoculate against low 

and mid-level mental health issues, so that those with high needs get allocated the limited 
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available resources. Perhaps we might train teachers to spot mental ill-health and trauma so 

that they can readily idenƟfy those with referral and treatment needs.  

As a parent now, I feel parƟcular pressure to provide the best possible life for my child. 

My son’s birth family immigrated to the United States to escape poverty and violence, only to 

be met with racism and oppression. The environment he was born into was unsafe for young 

men of colour like him, and I feared that raising him in such an environment would harm his 

mental health despite whatever parenƟng support I could provide.  

As a migrant to the UK, I hope very much that he has the opportuniƟes I did not and 

gets to experience stable and supporƟve educaƟon in the way that I did not. My choice to 

move internaƟonally to give my child a beƩer life, as well as to improve my own prospects, 

gives me insight into the experiences of other migrants, although I have financial and 

educaƟonal privileges many others do not.  

1.2 Introducing the Topic and Focus  

The research presented in this thesis is focused on pedagogical pracƟces around social 

and emoƟonal learning for refugee and migrant girls. This topic combines psychology in 

educaƟon, issues of social jusƟce in educaƟon, and issues related to migraƟon. For the 

empirical research in this thesis perspecƟves, theoreƟcal frameworks, and literature were 

combined from Psychology, Social JusƟce in EducaƟon, and socio-legal rights of refugees and 

migrants. This work is mulƟdisciplinary in nature, using the combinaƟon of different 

disciplinary perspecƟves and knowledge to synthesise informaƟon that transcends tradiƟonal 

disciplinary boundaries (Choi & Pak, 2006). This is done with the objecƟve of exploring a 

complex problem in a real-world context using a nuanced and varied theoreƟcal approach.  

Primarily the research conducted for this thesis was designed to understand how 

teacher perspecƟves and pedagogical pracƟces may influence or posiƟvely impact mental 



18 
 

health and well-being of refugee and migrant girls. The choice to focus on social and 

emoƟonal skills is based on research that shows its’ impact on mental health and well-being 

(along with academic achievements and behaviour) (Abry et al., 2016; Barry et al., 2017; 

Cowie et al., 2004; Denham et al., 2012; Edossa et al., 2018; Eisenstein et al., 2018; Elias et al., 

1997; Gunter et al., 2012; Humphrey et al., 2013; Jones et al., 2015; Mahoney et al., 2018; 

Nielsen et al., 2019; O'Conner et al., 2017b; Sheridan et al., 2019; SƟllman et al., 2018).  

The hope of this research is to build evidence that will idenƟfy changes that can be 

made in the mental health and educaƟonal system in the United Kingdom to beƩer meet the 

needs of high-risk groups, such as refugee and migrant girls. By focusing on teachers, this 

research will examine the professionals most likely to iniƟally assess, provide preventaƟve and 

early intervenƟon support, and social-emoƟonal learning for refugee and migrant girls.  

This research is mulƟdisciplinary and innovaƟve, as to my knowledge no previous 

research has combined these areas of inquiry in the way this thesis does. The research 

presented here is exploratory and as the first of its kind to combine these areas of inquiry this 

thesis acts as a starƟng point that can be built off by others. I hope this research adds to the 

conversaƟon about refugee and migrant girls’ mental health and well-being. I also hope that it 

encourages others to work in a more mulƟdisciplinary way to understand how to support the 

mental health and social-emoƟonal learning of high-risk students, including refugee and 

migrant girls.  

 1.3 Research Design, QuesƟons, and Aims 

In this secƟon, I will provide a brief introducƟon to the research design, quesƟons, and 

aims. A detailed descripƟon can be found in Chapter 5: ‘Methods and Methodology’.   

1.3.1 Research quesƟons  
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The research quesƟon for the research presented in this thesis was:  

1. How do primary school teachers’ perspecƟves, skills, and experiences around 

social and emoƟonal skills development, issues of equity, and migraƟon shape 

their reported pracƟce and responses to refugee and migrant girls? 

Each study had research sub-quesƟon(s) as well which focused on different aspects of the 

thesis research quesƟon.  

The scoping review research quesƟon:  

1. What is the current evidence regarding how teachers’ percepƟons, values, and 

skills relate to how they teach social and emoƟonal skills to students with a 

recent migraƟon history?  

Survey’s research quesƟons:  

1. What are primary school teachers’ perspecƟves, opinions, and skills relaƟng to 

how they teach social and emoƟonal skills to students with a recent migraƟon 

history? 

2. What are the similariƟes and differences between primary school teachers’ 

perspecƟves, values and skills and their scenario responses to girls who are 

recent migrants when they are teaching social and emoƟonal skills? 

Interview study research quesƟon: 

1. What are experienced primary school teachers’ perspecƟves on and experiences of 

teaching social and emoƟonal skills to refugee and migrant girls? 

1.3.2 Research Aims 

The research conducted for this PhD was exploratory and aimed to understand how 

teachers’ perspecƟves on social and emoƟonal skills, refugee and migrant girls, and issues of 
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equity in the classroom, impact their pedagogical pracƟces. The exploratory nature of the 

research meant that it was designed to understand parƟcipant responses in context, and the 

mix of methods allowed for a balance between breadth and depth in the data collecƟon to 

answer the research quesƟon. The mixed methods design also allowed me the potenƟal to 

triangulate the results. As I come to research with a pragmaƟc approach, my aim is always to 

find the methods and design that work best to answer my research quesƟon, outcome rather 

than design is the focus. For more on this please see Chapter 5: ‘Methods and Methodology’.  

1.3.3 Research Design 

The research presented in this thesis used a mixed-methods approach, with a mixed-

methods survey and qualitaƟve interview study. The design chosen was a Convergent Parallel 

design, which consisted of simultaneous but separate data collecƟon and analysis of a survey 

study and interview study. The survey and interviews used different parƟcipant samples and 

quesƟons, which complemented each other but focused on different aspects of the research 

quesƟon. The different designs allowed for comparison and separaƟon between the studies. 

1.4 IntroducƟon to the EducaƟonal System in the UK 

This secƟon will provide a brief introducƟon to the context that this research took place 

within. First, I will introduce primary school educaƟon in the UK and enrolment in primary 

schools. Next, I will introduce the refugee and migrant populaƟon in the UK and the different 

mental health resources available. I will then provide definiƟons for mental health, well-being, 

stress, and social-emoƟonal learning all of which are used throughout this thesis (definiƟons 

for refugee, migrant, and an in-depth definiƟon of social-emoƟonal learning, can be found in 

Chapter 2: ‘Context and PosiƟonality of Research’). Finally, I will briefly introduce the reasons 
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that this research is focused on refugee and migrant girls as this will be discussed in detail in 

Chapter 3: ‘Review of the Literature’. 

1.4.1 Primary School EducaƟon in the UK 

Primary school educaƟon in the United Kingdom covers RecepƟon (ages 4-5) through 

Year 6 (ages 10-11) (Bright World EducaƟon, 2019). Primary school educaƟon is compulsory 

for pupils in the UK and covers ‘key stages’ 1 (ages 4-7) and 2 (ages 7-11) of the naƟonal 

curriculum (Department for EducaƟon, 2013b). Primary school typically marks the first stage 

of formal educaƟon for children, although many also aƩend nursery which starts before age 4. 

The naƟonal curriculum for primary school educaƟon in the UK differs for each of the four 

naƟons, Wales, Scotland, Northern Ireland, and England. The curriculum in England aims to 

introduce children to core knowledge that the Department for EducaƟon views as essenƟal to 

becoming ‘educated ciƟzens’ (Department for EducaƟon, 2013a).  

Twelve subjects are listed in the naƟonal curriculum although only eleven are covered in 

key stages 1 and 2. “Core Subjects” are English, MathemaƟcs, and Science; while “FoundaƟon 

Subjects” are: Art and Design, CompuƟng, Design and Technology, Language, Geography, 

History, Music, and Physical EducaƟon. Religious educaƟon is also considered a statutory 

subject at all key stages (Department for EducaƟon, 2013a). 

In addiƟon to these twelve subjects, there is RelaƟonships, Sex, and Health EducaƟon 

(RSHE) which was introduced in 2020 as a compulsory area of instrucƟon for all schools in 

England (Department for EducaƟon, 2019). RSHE is under review in 2023, which could lead to 

changes and is not included in Core or FoundaƟonal Subjects in the naƟonal curriculum but is 

rather an addiƟonal requirement for schools to include. The aims of RSHE is “To embrace the 

challenges of creaƟng a happy and successful adult life, pupils need knowledge that will 
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enable them to make informed decisions about their well-being, health and relaƟonships and 

to build their self-efficacy.” (Department for EducaƟon, 2019, p. 8).  

As part of its roll out, the Department for EducaƟon laid out a set of topics and learning 

outcomes for each level of educaƟon (primary and secondary), however they have not 

provided detailed skills or pedagogical guidance. Topics included in RSHE are RelaƟonships 

EducaƟon, and Physical Health and Mental Well-being. RelaƟonships EducaƟon includes 

learning about posiƟve relaƟonships: caring friendships, respecƞul relaƟonships, and posiƟve 

family/caregiver relaƟonships. Physical Health and Mental Well-being includes: how physical 

health contributes to mental well-being, normalisaƟon of mental well-being as the same as 

physical health, learning emoƟons and feelings language, self-control, basic self-care (with an 

emphasis on physical self-care such as hygiene), and self-regulaƟon or the ability to “judge 

whether what they are feeling and how they are behaving is appropriate and proporƟonate 

for the situaƟons they experience” (Department for EducaƟon, 2019, p. 32).  

Personal, Social, and Health EducaƟon (PSHE) curriculum, is a non-statutory subject, 

although the government recently stated they have an expectaƟon that all schools cover it as 

part of RSHE, and covers learning related to relaƟonships, health, life skills, and social and 

emoƟonal skills (Long, 2021). The Department for EducaƟon guidance on PSHE reads as 

follows: 

“Personal, social, health and economic (PSHE) educaƟon is an important 

and necessary part of all pupils’ educaƟon. All schools should teach PSHE, 

drawing on good pracƟce, and this expectaƟon is outlined in the introducƟon to 

the proposed new naƟonal curriculum. 

PSHE is a non-statutory subject. To allow teachers the flexibility to deliver 

high-quality PSHE we consider it unnecessary to provide new standardised 

frameworks or programmes of study. PSHE can encompass many areas of study. 
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Teachers are best placed to understand the needs of their pupils and do not 

need addiƟonal central prescripƟon.” (Department for EducaƟon, 2021b para. 

2) 

There are overlaps between RSHE and PSHE, although it seems to be that PSHE includes 

more emphasis on emoƟonal well-being and mental health, while the language used for RSHE 

tends to be very general. RSHE includes some aspects included in CASEL’s (2013) five core 

competencies, such as self-regulaƟon and the idenƟficaƟon of emoƟons and feelings, but the 

language used, “ability to control  their emoƟons” or “having a varied vocabulary of words to 

use when talking about their own and others’ feelings” (Department for EducaƟon, 2019, p. 

33), has a lack of specifics and guidance. Most of the student outcome’s set are focused on 

awareness of mental well-being, physical well-being pracƟces (diet, exercise, hygiene), and 

how bullying impacts well-being negaƟvely. For PSHE there is a similar lack of guidelines as the 

Department for EducaƟon has stated they want to give teachers the flexibility to adjust their 

focus as needed, although the PSHE AssociaƟon states that “PSHE educaƟon equips pupils to 

adopt healthy behaviours and strategies from an early age, and to seek trustworthy support 

when they or their friends need it. ProtecƟve learning – including good communicaƟon, 

problem-solving, healthy coping skills, resilience and recognising emoƟons – can reduce the 

risk of pupils turning to unhealthy coping mechanisms.” (PSHE AssociaƟon, n.d. para. 3). This 

language is a bit more specific and focused a bit more on mental health and emoƟonal well-

being, although compared to core and foundaƟonal subjects, there is very liƩle guidance 

given. The lack of set guidelines for schools will be discussed more in Chapter 3: ‘Review of the 

Literature’ and throughout this thesis.  

1.4.2 Enrolment of Primary Schools in the UK 
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There are over four million (4,660,263) pupils enrolled in state-funded primary school 

educaƟon in England (Department for EducaƟon, 2022b). It is not enƟrely clear how many 

children in England are refugees and migrants, as immigraƟon and naƟonality data has not 

been collected by schools since 2018. Looking at Ethnicity and First Language tends to be the 

suggested way to establish the potenƟal number of refugee and migrant children in a local 

authority area or school (Bolloten & Spafford, 2005). In England in 2022, approximately 27% of 

pupils were from ethnic minority backgrounds, and 21% fell into the category ‘first language is 

known or believed to be other than English’ (Department for EducaƟon, 2022b). Finally, 47% 

of pupils enrolled in state-funded primary school educaƟon in England are idenƟfied as female 

and 49% as male (Department for EducaƟon, 2022b).  

1.4.3 Refugee and Migrant Children in the UK 

Forty-one per cent of forcibly displaced people are under eighteen, despite only 

accounƟng for 30 per cent of the world’s populaƟon (UNHRC, 2022). As stated in the last 

secƟon, 53 per cent of children (ages 0-15) in the UK were born outside the UK and European 

Union, although this does not necessarily mean they are refugees or migrants (Vargas-Silva & 

Rienzo, 2022). In 2019, it was esƟmated that 35 per cent of children under 18 with non-UK 

ciƟzenship were also non-EU ciƟzens (Fernández-Reino, 2022). India was the most common 

country of birth followed by Poland, Pakistan, and the Republic of Ireland (Vargas-Silva & 

Rienzo, 2022). The arrival age of migrant and refugee children in the UK varies, from data from 

2019, the most common age range was 0-3 (40%), followed by 4-6 (21%), 7-11 (23%) and 12-

17 (8%) (Fernández-Reino, 2022).  

Refugees and migrants as a group have a variety of reasons for leaving their home 

country to travel to the UK. A detailed definiƟon of refugees and migrants is discussed in 
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Chapter 2: ‘Context and PosiƟonality of Research’, however, I will briefly explain the 

differences. Refugees and asylum seekers (as they are called prior to receiving refugee status) 

leave their country of origin due to fears of persecuƟon ("ConvenƟon and Protocol RelaƟng to 

the Status of Refugees," 1951a). Migrants, on the other hand, choose to move not due to 

persecuƟon or fear of death but to improve their lives (UNHCR, 2014). This could be to find 

work, further educaƟon, or reunite with family.  

In 2021, of those that had migrated to the UK, their reasons for migraƟng tended to vary 

depending on if they were coming from inside or outside the European Union. For those that 

came from outside the European Union, 46 per cent did so for family, 23 per cent for work, 17 

per cent to study, and 14 per cent were listed as “Other”. For those that came from inside the 

European Union 48 per cent did so for work, 30 per cent for family, 13 per cent to study, and 9 

per cent were listed as “Other”(Vargas-Silva & Rienzo, 2022).  

For refugee and migrant children there are significant stressors that impact their mental 

health and well-being. While the reason for leaving their home country varies, the process of 

leaving can be stressful regardless of the reasons to do so (Franco, 2018). Then the journey 

itself and finally the adjustment and seƩlement in the UK are both stressful (Franco, 2018). 

For some, this may mean extended stays in refugee camps, long dangerous travel, and 

hosƟlity from local populaƟons. For all though, the act of migraƟon itself can be traumaƟc, as 

feelings of uncertainty and instability have a negaƟve impact on mental health and well-being 

(Jamil De Mongomery et al., 2019; Schmees, 2022). 

This could explain why refugees and migrants are diagnosed with mental health 

disorders at much higher rates than the general populaƟon (Bronstein & Montgomery, 2010; 

Buchanan et al., 2016; Derluyn & Broekaert, 2008; Fazel & Betancourt, 2018; Fazel & Stein, 

2003; Fazel et al., 2005; Hamilton, 2013; Hart, 2009; Herlihy, 2014; Jani et al., 2016; Sullivan & 
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Simonson, 2016). Yet they are less likely to seek assessment and support, due to unfamiliarity 

with the healthcare system, language differences, cultural differences, and a lack of financial 

means (Colucci et al., 2015; Derluyn & Broekaert, 2008; Fazel, 2018; Fazel & Betancourt, 

2018). More on this will be explored in Chapter 3: ‘Review of the Literature’, these experiences 

and increased risk show a need for more support for refugee and migrant children’s mental 

health.  

1.5 Key Concepts 

1.5.1 Mental Health Resources in the UK 

The United Kingdom has a naƟonal health service (NHS) which provides physical and 

psychological health care. The first point of contact typically for those experiencing mental 

health symptoms is a person’s General PracƟƟoner, or GP surgery, who would provide an 

iniƟal assessment and referral to specialised services if necessary. Refugees and migrants 

would need to be registered with a GP surgery to access such support and understand how to 

access this support. They would also need to communicate their needs to the GP. There is an 

opƟon to self-refer to specialist services (such as talk therapy) through the NHS, however, this 

service also requires someone to navigate the NHS website’s forms and oŌen involves a long 

waitlist (NaƟonal Health Services, 2022). 

For children and adolescents, care through the NHS varies based on the area in the UK. 

Most schools have a designated well-being or special needs coordinator who would provide 

support and referral for children who need it. They could support parents in accessing a local 

CAMHS (Child and Adolescent Mental Health Services) team, however, most referrals would 

sƟll need to go through a GP (NaƟonal Health Services, 2019). CAMHS teams are 

mulƟdisciplinary teams with mental health, medical, and social work professionals designed to 
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support mental health symptoms that are lasƟng and impacƟng the funcƟoning of the child 

(NaƟonal Health Services, 2019). 

Some schools also employ counsellors which work directly with their students, although 

this varies based on the area in the country and the academy the school is a part of. Other 

opƟons for mental health care would come from chariƟes outside the NHS, who could offer 

counselling services or community connecƟons, and private counselling services which are 

available for those with the financial means and ability to find appropriate care (NaƟonal 

Health Services, 2020).  

1.5.2 DefiniƟons of Mental Health, Well-being, and Stress 

For the definiƟon of Mental Health in this thesis I shall use the definiƟon from the World 

Health OrganizaƟon (2022) which states that mental health is: “mental well-being that enables 

people to cope with the stresses of life, realize their abiliƟes, learn well and work well, and 

contribute to their community.” (para. 1) 

This definiƟon for mental health encompasses a more comprehensive idea of health and 

well-being beyond diagnosis. This is important when researching refugees and migrants 

because they access services much less than non-refugees and non-migrants, or are unable to 

access services due to barriers, leaving them unable to get a formal diagnosis. Using this 

definiƟon of mental health means that the definiƟon of mental ill-health I use, could include 

the presence of a diagnosable mental health condiƟon but doesn’t have to.  

Well-being has a variety of definiƟons, for the purposes of this thesis, “well-being 

includes the presence of posiƟve emoƟons and moods (e.g., contentment, happiness), the 

absence of negaƟve emoƟons (e.g., depression, anxiety), saƟsfacƟon with life, fulfillment and 

posiƟve funcƟoning.” (Centers for Disease Control and PrevenƟon, 2018 Sec. "How is well-

being defined?"). 



28 
 

Stress is defined in this thesis as a “state of worry or mental tension caused by a difficult 

situaƟon.” (World Health OrganizaƟon, 2023 Sec. "What is stress?"). Stress and our response 

to it are natural processes, although our natural response can become problemaƟc when it 

develops into Acute Stress Disorder or PosƩraumaƟc Stress Disorder (American Psychiatric 

AssociaƟon, 2022). Post-traumaƟc stress disorder (PTSD) is a collecƟon of symptoms within 

four main areas, which describe someone’s reacƟons to a stressful event and must last longer 

than 30 days, while Acute Stress Disorder has similar criteria but is designed for symptoms 

that last for under 30 days (American Psychiatric AssociaƟon, 2022). While all people 

experience stress during their lifeƟme, only a small percentage will experience symptoms that 

could lead to a diagnosis of PTSD.  

1.5.3 Social and EmoƟonal Learning 

Social and emoƟonal learning (SEL) is covered in depth in Chapter 2: ‘Context and 

PosiƟonality of Research’, however I will quickly introduce the term now. SEL oŌen refers to 

the process of developing social and emoƟonal skills, or ‘competencies’ if you use the 

CollaboraƟve for Academic, Social, and EmoƟonal Learning’s definiƟon, which this thesis does 

(CASEL, 2013). The exact competencies or skills covered during SEL lessons vary based on the 

curriculum used, the age of pupils, and teacher adaptaƟon, however it tends to cover areas of 

behavioural, emoƟonal, and cogniƟve development (CASEL, 2013). SEL and the accompanied 

skills have been linked to fewer mental health issues, beƩer academics progression and 

tesƟng scores, increased well-being, fewer behavioural issues in school, and a higher 

socioeconomic status in adulthood (Abry et al., 2016; Barry et al., 2017; Cowie et al., 2004; 

Denham et al., 2012; Edossa et al., 2018; Eisenstein et al., 2018; Elias et al., 1997; Gunter et 
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al., 2012; Humphrey et al., 2013; Jones et al., 2015; Mahoney et al., 2018; Nielsen et al., 2019; 

O'Conner et al., 2017b; Sheridan et al., 2019; SƟllman et al., 2018). 

Schools as a place to provide an intervenƟon makes sense for SEL because SEL curricula 

is designed to be used universally or in whole-school approaches. Because all children benefit 

from developing social and emoƟonal skills, school-wide implementaƟon is the best way to 

reach the greatest number of children. There are downsides to universal intervenƟons, which 

are discussed more in Chapter 3: ‘Review of the Literature’, but schools as a main gathering 

place for children is one reason why school-based intervenƟons are an important component 

for addressing mental ill-health in refugee, migrant, and host children. 

1.5.4 Girls 

The research presented in this thesis is focused on refugee and migrant girls, rather than 

all genders or another gender. I should note that I use the term gender in reference to gender 

idenƟty, although many of the staƟsƟcs on school-age children actually refer to biological sex, 

rather than gender idenƟty. There are cases therefore where I use the term “Female” as that 

is the language used by the researchers referenced or the gender idenƟty category selected by 

parƟcipants (in the case for my own survey and interviews). The terms “girls” and “women” 

are mostly used throughout this thesis as they imply gender idenƟty, rather than biological 

sex, and are therefore more inclusive of trans-women and girls.  

The research presented in this thesis is focused on one gender idenƟty (girls) because 

there is a disparity in mental health diagnosis between boys, girls, and non-gender-

conforming children. Some research suggests that refugee and migrant girls are at higher risk 

than host children and refugee and migrant boys, although more needs to be invesƟgated 

around this (MezzanoƩe, 2022). Refugee and migrant girls are also less covered in the 
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literature, which is another reason they are the focus in this thesis. More on gender and why 

this research focuses on refugee and migrant girls can be found in Chapter 3: ‘Review of the 

Literature’. 

1.6 Structure of this Thesis 

This first chapter is the introducƟon to this thesis. It contains a brief explanaƟon of each 

area of focus, my moƟvaƟons, the research design and aims, and the goals of the research 

presented. It also has the table of contents and an explanaƟon of the structure of this thesis. It 

is designed to give the reader an overview of the enƟre thesis and where to find each element 

of the research presented.  

The second chapter is Context and PosiƟonality of Research. This chapter explores the 

background, theoreƟcal lens and context of the research presented. This chapter is designed 

to give the reader the historical background that shapes the experiences of refugee and 

migrant girls’ social and emoƟonal learning. This chapter is separate from the Review of the 

Literature, as it gives the reader context: a lengthy definiƟon of SEL; background on refugee 

and migrant laws and how they impact educaƟon and SEL.; a definiƟon of the AssimilaƟon and 

IntegraƟon framework which is used in conceptualisaƟon and analysis of the survey and 

interviews; a discussion of my intenƟon to not simply highlight difficulƟes faced by refugee 

and migrant girls, but also their strengths; and finally a discussion of my perspecƟve and 

posiƟonality, how my background may influence the research decisions I made. 

The third chapter is a Review of the Literature. This chapter is a narraƟve literature 

review which discusses the background literature which informed the research presented in 

this thesis. This chapter introduces the background literature and previous research that 

informed the research designed and presented in this thesis. This chapter also illustrates the 

gap in the literature that the research presented in this thesis fills.  
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Chapter four is a SystemaƟc Scoping Review. This chapter contains the raƟonale, 

methods, results, and discussion of the results of the systemaƟc scoping review I conducted in 

the beginning stages of this research project. This scoping review was a way to systemaƟcally 

examine past literature in this area and illustrate a clear gap in knowledge that this thesis 

would fill. It also provided me with an opportunity to search and analyse the literature in a 

more objecƟve fashion. This scoping review was also turned into an arƟcle and submiƩed for 

publicaƟon in 2023.  

 Chapter five is Methods and Methodology. This chapter described the methods, (the 

tools and techniques used) and the methodology (analysis procedures and techniques) used 

for the data collected for the mixed-methods survey and interviews. This chapter explains the 

methodology, or theoreƟcal and philosophical perspecƟve, as well as my approach and 

posiƟonality. This chapter then detailed the methods, the design, techniques, and tools used 

to collect and analyse the data presented in the results chapters. This chapter does not 

include methods from the scoping review, as those are covered in Chapter four.  

Chapter six is the results chapter for the mixed-methods survey. This chapter contains 

five secƟons which show the results from each secƟon of the survey (characterisƟcs of the 

sample, descripƟve staƟsƟcs from the perspecƟves and opinions quesƟons, and interpreted 

themes from the scenario responses) and comparaƟve analysis between the perspecƟve and 

opinion quesƟons and the themes from the scenario responses. This chapter also includes a 

discussion of the survey results.  

Chapter seven is a discussion of the interview analysis and findings. This chapter has 

seven secƟons explaining the analysis process, my reflexivity as a researcher, a framing of the 

analysis which highlights some limitaƟons and context to assist in the interpretaƟons of the 

findings, and a secƟon for each of the four themes interpreted. 
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Chapter eight is the Discussion. This chapter draws together the findings from all three 

studies: the scoping review, survey, and interviews. This chapter discusses how the findings 

relate and differ from each other. This chapter also discusses relevant current and past 

literature that relate to these findings.  

The ninth chapter is the conclusion. This chapter summarises the main findings of the 

research presented in this thesis. It includes a discussion of the limitaƟons and implicaƟons for 

the future based on the findings presented. This chapter includes recommendaƟons for 

teachers, the Department for EducaƟon, and researchers based on the findings. 

Following the conclusion is the reference list.  

The final secƟon of this thesis contains the appendix. This contains a copy of the survey 

quesƟonnaire with references, the interview schedule, sample participant consent forms, and 

copies of the systemaƟc scoping review and mixed-methods survey arƟcles, both submiƩed 

for publicaƟon. 
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Chapter 2: Context and PosiƟonality of Research 

2.1 IntroducƟon  

This chapter introduces the historical background, theoreƟcal lens, and context for the 

research presented in this thesis. As the research completed is mulƟdisciplinary and involves 

the intersecƟon of mulƟple areas of academic inquiry, this chapter explains the social, 

emoƟonal, legal, and historical background perƟnent to the research topic and design 

chosen. This chapter is designed to set the context this research took place within, while the 

main literature review and discussion of past research will be covered in Chapter 3: ‘Review 

of the Literature’. 

This chapter starts with a secƟon covering the descripƟon of Social and EmoƟonal 

Learning (SEL), the raƟonale for the definiƟon used, and the relevant background to orient 

the reader to how SEL relates to issues of equity, mental health, and emoƟonal well-being. 

The next secƟon discusses the legal history surrounding refugees and migrants in Europe 

and the United Kingdom. These two secƟons relate directly to Chapter 3 and provide the 

necessary background to fully understand the complexity of the problem invesƟgated in this 

thesis: understanding how primary school teachers’ perspecƟves, skills, and experiences 

around social and emoƟonal skills development, issues of equity, and migraƟon shape their 

reported pracƟce and responses to refugee and migrant girls. 

The third secƟon is focused on IntegraƟon theory, discussing the differences between 

IntegraƟon and AssimilaƟon and how this relates to legal and naƟonal policy around 

immigraƟon. IntegraƟon is a term used by refugee and migrant researchers, providing a 

theoreƟcal bridge and framework for examining the research quesƟons in this thesis and 

data obtained through the research. The last two secƟons, A Strengths Based PerspecƟve 
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and Researcher PerspecƟve and PosiƟonality, are designed to highlight how the researcher’s 

lens and perspecƟves influence the choices made to the research design, quesƟons, and 

data analysis.  

2.2. What is Social and EmoƟonal Learning? 

While the concepts social and emoƟonal development have long been studied there is 

liƩle consensus on the terminology used to refer to this complex developmental process. 

Social EmoƟonal Learning (SEL) is oŌen used interchangeably with Social-EmoƟonal 

Development (Zinsser et al., 2015) and each expert tends to define and use the term that 

they feel best fits their research. Some examples would be “social competence” (Lam & 

Wong, 2017, p. 2), “Social and emoƟonal adjustment” (Ekstrand, 1975, Abstract), "social and 

emoƟonal skills" (Fishman et al., 2014, p. 4), "social and emoƟonal well-being" (Hamilton, 

2013, p. 173), or “socioemoƟonal well-being” (Newcomer et al., 2020, p. 2), although there 

are many others.  

The present research uƟlises the definiƟon of SEL as published in the CollaboraƟve for 

Academic, Social, and EmoƟonal Learning (CASEL) guide (CASEL, 2013). CASEL describes SEL 

as: "Social and emoƟonal learning involves the processes of developing social and emoƟonal 

competencies in children." (CASEL, 2013, p. 9). CASEL lays out five core social and emoƟonal 

competencies; (1) self-awareness, (2) self-management, (3) social awareness, (4) 

relaƟonship skills, and (5) responsible decision making (CASEL, 2013). CASEL’s guide and 

definiƟon of SEL is intended to influence what educators focus on and the skills they 

emphasise when teaching social and emoƟonal skills to children.  

CASEL’s five competencies combine elements of behavioural, psychological, and 

cogniƟve development to encourage educaƟonal insƟtuƟons to focus not just on academic 

knowledge but on a more comprehensive personal development (Blair & Raver, 2015; 
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Greenberg et al., 2015). This combinaƟon of elements is why this definiƟon was chosen for 

the research presented in this thesis.  

Social and emoƟonal learning has become an important topic of conversaƟon in the 

educaƟonal field as the purpose and understanding of educaƟon, parƟcularly primary and 

secondary educaƟon, shiŌs towards whole child development (Nielsen et al., 2019; 

O'Conner et al., 2017a; Schonert-Reichl, 2018). Whole child development is inclusive of an 

academic focus, but also includes cogniƟve (thinking and reasoning) and affecƟve (feelings, 

emoƟons, and their expression) based learning and is led by an understanding that a child 

with strong social and emoƟonal skills is more successful (Burroughs & Barkauskas, 2017; 

Michnick Golinkoff & Hirsh-Pasek, 2016). Social and emoƟonal skills development are 

becoming more incorporated into primary and secondary educaƟon due to the increasing 

evidence supporƟng the value of social and emoƟonal skills throughout a person’s lifeƟme. 

The skills aƩributed to CASEL’s five competencies are rouƟnely empirically linked to 

academic success, school behaviour, mental health outcomes, and the earning potenƟal and 

future socioeconomic status of students (Abry et al., 2016; Barry et al., 2017; Cowie et al., 

2004; Denham et al., 2012; Edossa et al., 2018; Eisenstein et al., 2018; Elias et al., 1997; 

Gunter et al., 2012; Humphrey et al., 2013; Jones et al., 2015; Mahoney et al., 2018; Nielsen 

et al., 2019; O'Conner et al., 2017b; Sheridan et al., 2019; SƟllman et al., 2018).  

There is also a link between social and emoƟonal skills and mental health diagnosis. 

School-based and paediatric psychological assessment is based on behavioural symptoms 

since children are typically unable to arƟculate their emoƟonal needs and internal 

experience. External cues looked for are poor behavioural management, underdeveloped 

social skills, detachment, difficulty with aƩachment to caregivers, or difficulty keeping up 

academically (Sheridan et al., 2019). The relaƟonship between assessment and social and 
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emoƟonal skills is circular; there is an assumpƟon that a lack of social and emoƟonal skills 

equates to diagnosƟc criteria, however since social and emoƟonal skills are oŌen learned, 

this assumpƟon can be problemaƟc. There are also cultural and gender components to the 

way children exhibit social and emoƟonal skills. How humans interpret, process, and manage 

emoƟons is different depending on the social norms learned in their upbringing, these social 

norms then contribute to complicaƟons and potenƟal bias in psychological assessment 

(Areba, 2021; Colucci et al., 2015; O'Conner et al., 2017b). 

All of these potenƟal benefits are why social and emoƟonal skills are starƟng to be 

infused throughout educaƟon. This could mean using a set curriculum, such as PromoƟng 

AlternaƟve Thinking Strategies (PATHS) or FRIENDS (FUNfriends and Friendsforlife) or a 

dozen or so others that are used throughout the UK (Wigelsworth, et al. 2019). These have 

their benefits, as they use teacher friendly materials designed to be integrated into teaching 

on a daily or weekly basis, such as during weekly PSHE or RSHE instrucƟon. Unfortunately, 

none of the curricula used in the UK have been shown to cover all of the five core 

competencies set by CASEL (2013) and in fact most only cover a couple of the core 

competencies (Wigelsworth, et al. 2019).  

Social and EmoƟonal skills can also be infused into the whole school through 

behavioural management pracƟces that are intended to enhance social and emoƟonal skills, 

by infusing it into other lessons, or through school-wide events, such as one day events or 

speakers. The PSHE AssociaƟon strongly encourages the use of Ɵmetabled lessons, that are 

set and allow for the material to progress and for there to be conƟnuity in the lessons (PSHE 

AssociaƟon, 2023).  They also advocate for these set lessons to be accompanied by a whole 

school approach which allows for students to learn and build skills, while being supported 

on mulƟple fronts. Infusing social and emoƟonal skills into behavioural pracƟces, along with 
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weekly/daily lessons, does support student learning on several potenƟal fronts, but it is 

important to note that in the UK, despite RSHE being compulsory, there is no standardisaƟon 

for how the social and emoƟonal skills included under RSHE need to be covered, which leads 

to much variaƟon.   

Whilst the benefits of SEL and its effect on the outcomes of refugee and migrant 

children will be covered in more depth in Chapter 3: ‘Review of the Literature’, it is worth 

noƟng here briefly some key reasons why analysing teachers’ perspecƟves and skills in 

relaƟon to SEL is important. First, scholarship notes that emoƟons, parƟcularly the 

regulaƟon of emoƟons, are fundamental to how children funcƟon cogniƟvely and their 

academic success (Garner, 2010; Meins, 2013; Salovey et al., 2004).  

Second, AƩachment theory psychology research has shown that while primary 

caregivers are the most important relaƟonships in childhood that shape the quality of adult 

relaƟonships, repeated experiences in childhood with other formaƟve adults impact how we 

learn to interpret others’ emoƟons and regulate our own (Ulloa et al., 2016). This means 

that if a child’s caregiver is not able to provide opƟmal aƩachment, other adult relaƟonships, 

such as teachers, counsellors, religious leaders, or coaches, could provide alternaƟve opƟmal 

modelling of emoƟonal regulaƟon and expression. It also means that these same adults can 

reinforce the non-opƟmal modelling shown by the child's parents, solidifying negaƟve 

interacƟons or experiences that shape emoƟonal regulaƟon and expression negaƟvely. This 

is parƟcularly applicable to unaccompanied refugee and migrant children, who may not have 

both or either primary aƩachment figure in the UK.  

Third, teachers have a duty to Safeguard (act in a way that protects children from 

harm) and are situated in the best posiƟon to assess and address children’s needs. Boris 

Johnson, the former prime minister in the United Kingdom, has stated that primary and 
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secondary school teachers have a responsibility to assess and refer children experiencing 

mental health issues to the appropriate service (Shelemy et al., 2019; Shepherd et al., 2013). 

Teachers of those under 18 are already required to uphold safeguarding pracƟces designed 

to protect children from maltreatment and impairment of mental and physical health, as 

well as ensure safe and effecƟve care and enable the best outcomes (Department for 

EducaƟon, 2022a). This includes providing a safe and effecƟve learning environment, as well 

as reporƟng and monitoring any concerns about a child’s welfare to the appropriate 

authority (Department for EducaƟon, 2022a). The responsibility on teachers to assess and 

support children’s mental health raises some quesƟons of how their percepƟons of students 

and limited training in mental health may impact upon the choices they make regarding 

safeguarding and referral. 

Finally, SEL is vital for development, the educaƟonal environment, and refugee and 

migrant experiences as evidenced by the fact that the five core competencies of social and 

emoƟonal learning are important components of intercultural competence (Nielsen et al., 

2019). Intercultural competence refers to how we treat people from another cultural 

background and the ability we have to exhibit posiƟve social cohesion rather than exclusive 

social pracƟces. This evidence contributes to the argument that by supporƟng the social and 

emoƟonal skill development of all children, using school-wide implementaƟon, there are 

lasƟng social and structural changes possible. ConnecƟng to the social jusƟce idea that 

change “trickles up, not down” (Spade, 2015, p. 223) and by supporƟng those most at risk, 

we support systemic change.  

2.3 The Legal Context for Migrants and Refugees and its RelaƟon to SEL  

There are a number of social and legal frameworks that impact the experience and 

educaƟon of refugees and migrants. The legal restricƟons and classificaƟons set out in 
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internaƟonal and naƟonal law impact the support refugee and migrant families receive and 

the experiences they have when they live in the UK. Similarly, the social context around the 

creaƟon of naƟonal immigraƟon policy and law is influenced by and influenƟal of the 

percepƟon of refugees and migrants. The research in this thesis relates to how teachers 

perceive, view, and educate refugee and migrant children in social and emoƟonal skills. 

Systemic social and legal structures are therefore important to understand the full 

background and influences of teacher perspecƟves and the refugee and migrant experience. 

This secƟon will cover some basic background on internaƟonal human rights, refugee, and 

migrant law; as well as the perƟnent historical events that impacted their creaƟon. This 

secƟon will then define the use of the terms refugee and migrant, using the definiƟons set in 

internaƟonal law and by the United NaƟons Refugee Agency (UNHCR). Finally, this secƟon 

will discuss some of the criƟques of the Refugee ConvenƟon and UNHCR and how they 

relate to the educaƟon of refugee and migrant girls’ social and emoƟonal skills.  

2.3.1 Historical Events that Influenced the CreaƟon of the ConvenƟons 

The current system of internaƟonal human rights and refugee law was born out of two 

horrific world wars, both leading to a large number of displaced people. Following the loss of 

so many and the far-reaching impacts of World War I, there was a public push for European 

states to help the large number of displaced and affected people in Europe. At the Ɵme the 

League of NaƟons began to discuss an effort to find a humanitarian soluƟon, unfortunately it 

was not unƟl aŌer World War II that the treaƟes in use today were created (Guterres, 2011; 

Hathaway, 1990). By the late 1940s, there was an increased desire for a soluƟon and public 

backing for the governments of Europe to offer help to those impacted by the war. 

ParƟcularly due to the horrific atrociƟes seen in the concentraƟon camps, there was public 
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and poliƟcal will to support the reseƩlement of large numbers of people, even if there was 

an economic cost. In 1950, the European ConvenƟon on Human Rights and in 1951 the 

Refugee ConvenƟon relaƟng to the Status of Refugees were both created and signed (De 

Hert, 2005; Greer, 2006). In 1967, the Protocol RelaƟng to the Status of Refugees was 

created to update and expand the Refugee ConvenƟon; the protocol removed the 

geographical and temporal restricƟons (Guterres, 2011; Hathaway, 1990; Van Dijk et al., 

1998). These legal instruments were designed to establish a framework to normaƟvely 

regulate status and rights regarding the treatment of those facing persecuƟon. The intenƟon 

was to address the humanitarian crisis without restricƟng individual states from wriƟng their 

own policies and laws.  

2.3.2 DefiniƟon of Refugee and Migrant 

The definiƟon of refugee in the Refugee ConvenƟon, focuses on individuals who have 

experienced persecuƟon. ArƟcle 1 defines a refugee as any person who:  

“As a result of events occurring before 1 January 1951 and owing to well-founded fear 

of being persecuted for reasons of race, religion, naƟonality, membership of a parƟcular 

social group or poliƟcal opinion, is outside the country of his naƟonality and is unable or, 

owing to such fear, is unwilling to avail himself of the protecƟon of that country; or who, not 

having a naƟonality and being outside the country of his former habitual residence as a 

result of such events, is unable or, owing to such fear, is unwilling to return to it.” 

("ConvenƟon and Protocol RelaƟng to the Status of Refugees," 1951b, p. 14).  

The ConvenƟon goes on to highlight that the definiƟon is focused on an inability to 

return to one’s country of naƟonality, and should an individual be able to return to their 
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country of naƟonality due to changes in situaƟon or should they obtain new naƟonality, they 

would no longer be considered a refugee based on the ConvenƟon’s definiƟon.  

A Migrant is not directly defined in the Refugee ConvenƟon, the United NaƟons High 

Commission for Refugees (UNHCR) has defined migrants as those who “…choose to move 

not because of a direct threat of persecuƟon or death, but mainly to improve their lives by 

finding work, or in some cases for educaƟon, family reunion, or other reasons. Unlike 

refugees who cannot safely return home, migrants face no such impediment to return. If 

they choose to return home, they will conƟnue to receive the protecƟon of their 

government.” (UNHCR, 2014 para. 6). The InternaƟonal ConvenƟon on the ProtecƟon of the 

Rights of All Migrant Workers and Members of Their Families was adopted in a general 

assembly resoluƟon by the United NaƟons in 1990 and sets out basic norms and protecƟons 

for migrants ("InternaƟonal ConvenƟon on the ProtecƟon of the Rights of All Migrant 

Workers and Members of Their Families," 1990).  

The disƟncƟon between refugees and migrants is an important one because the 

internaƟonal legal guidance and precedence in this area of human rights and migraƟon law 

applies to individuals based on the category they meet. The definiƟons used by the UNHCR 

and set out in the Refugee ConvenƟon are applied when determining an individual’s legal 

rights and status under internaƟonal law. While individual states are also free to set their 

own laws and policy regarding immigraƟon, it is these ConvenƟons and the legal precedence 

they set, that sets the basic norms and rights of refugees and migrants.  

2.4 Social and Legal Aspects Relevant to the SEL of Refugee and Migrant Girls 

A number of social and legal aspects are relevant to the current research on refugee 

and migrant children and SEL. This secƟon is not intended to be a lengthy discussion of the 

legal frameworks set out in internaƟonal law, some discussion though, of the aspects that 
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impact the social and emoƟonal skill development of refugee and migrant girls is 

appropriate.  

First, whilst the differenƟaƟon of refugees and migrants allows states to limit the flow, 

in parƟcular, of migrants into their country, internaƟonal and regional refugee and human 

rights law give rise to states’ obligaƟons in relaƟon to both refugees and migrants, including 

children refugees and migrants. As a contracted state who has signed the Refugee 

ConvenƟon, InternaƟonal ConvenƟon on the ProtecƟon of the Rights of All Migrant Workers 

and Members of Their Families, and the European ConvenƟon on Human Rights, the UK, 

therefore, has a duty to respect, protect and fulfil the rights of children with a migraƟon or 

refugee background. ObligaƟons arising in relaƟon to the right to educaƟon are covered by 

ArƟcle 22 of the Refugee ConvenƟon staƟng “The ContracƟng States shall accord to refugees 

the same treatment as is accorded to naƟonals with respect to elementary educaƟon.” 

("ConvenƟon and Protocol RelaƟng to the Status of Refugees," 1951b, p. 24). Despite this 

right, many experts have recently reported that the educaƟonal provision provided to 

refugee and migrant children is inadequate and does not meet their needs (Hughes, 2021; 

MezzanoƩe, 2022). There is also evidence that the benefits of SEL are less effecƟve at 

prevenƟng mental health issues for children that experience high levels of stress, although 

the factors which contribute to this have not been well explored in past research so it is 

unclear if this is due to a lack of adequate educaƟonal provision or something else 

(O'Conner et al., 2017b). AddiƟonally, having a precarious immigraƟon status can be so 

damaging to children’s mental health that it can negate the benefits of educaƟonal provision 

(Gladwell, 2020).  

Second, the internaƟonal refugee regime remains plagued by the tension between the 

need to respond to humanitarian concerns and the reality of its reliance on states for its 
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funcƟoning. Following the creaƟon and raƟficaƟon of the Refugee ConvenƟon, the UNHCR 

was tasked to act as a guardian of the convenƟon and to guide naƟons in applying its 

provisions (Guterres, 2011; UNHCR, 2014). A difficult task for the UNHCR is to support 

naƟons’ desire to manage their economic security, while also encouraging them to uphold 

the ConvenƟon, parƟcularly tricky because the UNHCR is funded by the naƟons who are 

party to the ConvenƟon. One guiding principle during the creaƟon of the ConvenƟon was 

the desire for naƟons to be able to act in their own interests (Van Dijk et al., 1998). This is 

partly an economic issue and a move away from the original goal of puƫng human rights 

protecƟon and humanitarian need as the top priority rather than serving individual naƟonal 

interests first (Hathaway, 1990). Individual states desire to prioriƟse acƟng in their domesƟc 

interests, rather than doing what is best for displaced people, and this conƟnues to shape 

the governmental policy and rhetoric used today.  

Third, despite the growing number of individuals who seek asylum due to persecuƟon 

or migraƟon opportuniƟes every year, many European naƟons are allowing fewer refugees 

and migrants to enter their countries. Some researchers argue that internaƟonal refugee law 

is only minimally helping refugees and instead offers a raƟonale for individual states to 

refuse to offer protecƟons, allowing them to restrict the number of refugees and migrants 

they allow in each year (Hathaway, 1990). The Coronavirus pandemic further complicated 

reseƩlement, with the UK suspending refugee reseƩlement and most internaƟonal travel for 

half of 2020. Refugee reseƩlement in the UK dropped by 85% in 2020, the lowest level since 

2014 (Walsh, 2020). Prior to the pandemic, the UK introduced updates to the points-based 

immigraƟon system for migrants, prioriƟsing those with highly desirable skills and educaƟon; 

a PhD in STEM for example will give a migrant 20 points toward the 70 needed overall to 

qualify for a work visa (UK Visas and ImmigraƟon, 2021). These updates also increased the 
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income requirements to qualify for the work visa, making it harder for migrants without a 

higher educaƟon to be sponsored (UK Visas and ImmigraƟon, 2021).  

2.4.1 LimitaƟons of the Legal Context Relevant to the Social and EmoƟonal Learning of 

Refugee and Migrant Girls and Women 

Some limitaƟons of the internaƟonal human rights law and the Refugee ConvenƟon 

are perƟnent to the topic covered in this thesis, parƟcularly how it pertains to the gender of 

the refugee or migrant child. One limitaƟon is how internaƟonal convenƟons and treaƟes 

rely on states to set their naƟonal laws and the domesƟc court system to interpret cases 

based on the obligaƟons agreed to in them. In the European Human Rights Treaty, for 

example, states can choose to limit or diminish the use of several of its arƟcles. While there 

are some internaƟonal legal remedies for failure to follow the obligaƟons, the internaƟonal 

legal system relies heavily on domesƟc courts to ensure individual contract states are 

upholding the obligaƟons agreed to. 

Some also argue that the categorisaƟon of refugees and migrants is unhelpful to a 

mission of humanitarianism, in parƟcular, the use of individual persecuƟon as a deciding 

factor tends to exclusion rather than inclusion (Foster, 2014; Hathaway, 1990; Karatani, 

2005). The categorisaƟon is also a simplified view of the refugee and migrant experience, 

especially the idea that migrants can choose to return to their home naƟon. While migrant 

experiences may not meet the threshold of persecuƟon set in the Refugee ConvenƟon, it is 

possible that economic, social, or environmental difficulƟes would make returning to their 

naƟon of origin as life threatening as for refugees. One researcher argues that if the goal of 

the Refugee ConvenƟon and other internaƟonal laws were purely humanitarian, they 

"…would not focus on the 'how' or 'why' of the need for protecƟon, but rather would inquire 
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only into the extent..." (Hathaway, 1990, p. 130). Hathaway (1990) goes on to state that the 

definiƟon created to disƟnguish refugees from migrants is based on European norms, 

especially regarding individual states' desire to advance its own populaƟon's interests above 

the needs of migrants and refugees.  

As discussed earlier, this focus on the resident populaƟon’s interests, especially 

regarding a state’s economic security, is a barrier to meeƟng the needs of refugees and 

migrants. This also relates to the type of support refugees and migrants obtain when they 

are seƩled in a host country. While the Refugee ConvenƟon guarantees that refugee children 

receive elementary educaƟon that is “the same treatment as is accorded to naƟonals” 

("ConvenƟon and Protocol RelaƟng to the Status of Refugees," 1951a, p. 24), it does not 

sƟpulate that they be given any addiƟonal support to help them manage the transiƟon into 

a host community or provide them with social or emoƟonal support to manage their 

migraƟon experiences. This does not mean that they are not provided with addiƟonal 

support, such as language lessons, however the lack of internaƟonal standardisaƟon leads to 

a lack of consistency in support around seƩlement. The mental health impacts of migraƟon 

will be covered more in the next chapter, however, there is an inherent flaw in the idea that 

providing the “same” treatment leads to equity of experience. This is a major disƟncƟon 

between the concepts of ‘equality’ and ‘equity’ in educaƟonal contexts, as ‘equality’ implies 

receiving the same treatment, but ‘equity’ is receiving the same treatment when you take 

into account differences in needs and experience (Unterhalter, 2009).  Equity involves more 

nuance and individuaƟon of experience.  

Regarding issues of gender and the needs of refugee and migrant girls and women, the 

language used in the Refugee ConvenƟon is enƟrely male-focused. While the language used 

does not exclude women and girls from its protecƟons, gender-related cases lead 
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jurisprudenƟal developments related to the Refugee ConvenƟon since 1951 (Arbel et al., 

2014). Some original aspects of the ConvenƟon, such as the definiƟon of refugee are 

weighted toward public persecuƟon, rather than private persecuƟon, focused on poliƟcal 

acƟvity and group organising (Arbel et al., 2014). Women and girls persecuƟon experiences 

tend to focus on discriminatory paƩerns of customs, domesƟc abuse, and sexual trafficking, 

which happen in a private environment, not a public forum (Arbel et al., 2014; Weis, 1995). 

These aspects of persecuƟon are not addressed by the original text of the ConvenƟon, nor is 

‘sex’ menƟoned in ArƟcle 3’s definiƟon of non-discriminaƟon (Weis, 1995). Because the 

persecuƟon of women and girls tends to look different to the persecuƟon of men and boys, 

the ConvenƟon’s framework is considered to be more beneficial for men and boys (Arbel et 

al., 2014). It is leŌ up to the United NaƟons High Commissioner for Refugees and individual 

states to address the needs of women and girls (Weis, 1995); it is noted though that the 

pracƟce and process of decision making in the United Kingdom has significant deficiencies 

(Arbel et al., 2014). There is also a disproporƟonate focus on refugee and migrant boys 

present in the literature on migraƟon and refugee children, showing a gap in the literature 

on the needs of displaced girls and women (Arbel et al., 2014). One goal of this thesis is to 

address this gap, by focusing on refugee and migrant girls, which will be discussed more in 

the next Chapter: ‘Review of the Literature’.  

The historical evoluƟon of the legal framework for refugees and migrants, and how 

states interpret this framework when they create their refugee and immigraƟon policy, 

influences how refugees and migrants are viewed and welcomed when they arrive in the UK. 

This background and the dissonance between a desire to focus on humanitarian needs with 

a concern about naƟonal economic security is sƟll affecƟng naƟonal policy and rhetoric used 

to discuss refugees and migrants. This internaƟonal legal framework provides an obligaƟon 
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for states to provide elementary educaƟon and could be useful in the implementaƟon of SEL 

through schools; unfortunately, it also affects how refugees and migrants are treated and 

eventually adjusts to their new host country, both by systems of support and by people in 

their host communiƟes. 

NaƟonal research has been done to understand the general populaƟon’s perspecƟves 

on migraƟon and immigrants; Blinder and Richards (2020) from The MigraƟon Observatory 

found that 84% of respondents felt that the number of migrants and refugees in the UK 

should remain the same (40%) or decrease (44%). Some argue that the UK government’s 

approach which focuses on what migrants and refugees can contribute to the UK, along with 

negaƟve rhetoric around those migraƟng to the UK fuels xenophobia and racism (Da Lomba, 

2010; Zgonjanin, 2022). Government policies in the UK such as ‘Prevent’ (which is the 

naƟonal anƟ-terrorism program) promote suspicion toward refugees and migrants which 

could lead to discriminatory behaviour from teachers (Hughes, 2021). This legal context is 

important to consider as the social backdrop that schools and teachers operate within and 

are influenced by when teaching academics and social and emoƟonal skills.  

2.5 IntegraƟon and AssimilaƟon 

The concept of IntegraƟon is essenƟal to the discussion of refugee and migrant 

children’s social and emoƟonal skills development. IntegraƟon and AssimilaƟon are terms 

introduced to explain different ways that refugees and migrants adjust to their host country 

and also to define immigraƟon policies’ level of acceptance and welcome (Ager & Strang, 

2008). The definiƟon of social and emoƟonal skill development used in this thesis includes 

skills around adjustment and integraƟon into a school community. The concepts of 

IntegraƟon and AssimilaƟon are, therefore, a helpful and essenƟal way to conceptualise the 

different ways that teachers and schools provide social and emoƟonal skills learning for 
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refugee and migrant children. Since refugee and migrant children experience stress and 

trauma at higher levels than naƟve children (Blackmore et al., 2020; Bronstein & 

Montgomery, 2010; Sullivan & Simonson, 2016); and social and emoƟonal skills 

development is one way to increase healthy coping of stress, IntegraƟon as a concept can 

connect all mulƟdisciplinary aspects of this thesis. This secƟon will explore the concept of 

IntegraƟon and AssimilaƟon for refugees and migrants.  

2.5.1 IntegraƟon and AssimilaƟon Theory for Refugees and Migrants  

IntegraƟon is defined by the host country and the hosted, refugee or migrant, both 

evolving to adjust to each other. IntegraƟon is about social bonds, or a “two way process” 

(Strang & Ager, 2010, p. 600) that allows for the host society to change and evolve with their 

changing demographics and mulƟcultural ciƟzens; while encouraging the refugee and 

migrants to adjust to the norms and social expectaƟons of the new society, while retaining 

their unique idenƟty (Buchanan et al., 2016; Da Lomba, 2010). IntegraƟon is not necessarily 

easy, several theorists discuss the process can be traumaƟc for refugees and migrants 

(Derluyn & Broekaert, 2008; Fazel & Betancourt, 2018). Some refugees and migrants have 

reported that they struggle with finding connecƟons in their new communiƟes which impact 

their IntegraƟon process (Paudyal et al., 2021). As communiƟes and naƟons adjust, there is 

some pushback and inherent challenges for the host country as well. However, the process 

of integraƟon allows for cultural shiŌs and changes that could benefit both host and hosted 

people. A key to successful integraƟon of refugees and migrants is social integraƟon or 

building connecƟons with members of the host community (Ager & Strang, 2008; BeƩs et 

al., 2020; Fazel & Betancourt, 2018; Fox et al., 2020; Phillimore, 2012; Phipps, 2020; Strang & 

Ager, 2010; Yi Cheung & Phillimore, 2014).  
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AssimilaƟon refers to a host country’s expectaƟon that refugees and migrants will be 

absorbed into the general populaƟon, to become as indisƟnguishable as possible. 

ExpectaƟons associated with AssimilaƟon would be speaking only the host country’s 

language and doing so with as liƩle of an accent as possible. Behind AssimilaƟon is the idea 

of social cohesion, or social heterogeneity, which strives for minimal conflicts. There is some 

argument that AssimilaƟon is a neutral term, used to simply define how groups adjust to 

each other. Policies and pracƟces of AssimilaƟon however, tend to focus on one group, the 

refugee or migrant, bearing the burden of change more than the other (Berry, 1997). OŌen 

policies associated with AssimilaƟon are ones around refugees and migrants meeƟng 

specific criteria in order to be allowed entry or asylum status, such as English proficiency or 

working in a field that is highly desired in the host country (Strang & Ager, 2010). UK 

immigraƟon policy is one that is heavily influenced by AssimilaƟon, language competency 

and educaƟonal qualificaƟons are two of the most important factors for assessment under 

UK immigraƟon policies (Yi Cheung & Phillimore, 2014). 

The AssimilaƟon or IntegraƟon debate is one acƟvely happening as countries, notably 

the UK, move further from an IntegraƟon framework to one focused on AssimilaƟon. 

AssimilaƟon encourages self-reliance, a one-sided expectaƟon that the refugee and migrant 

hold all the burdens for adjustment and seƩling into the UK (BeƩs et al., 2020; Da Lomba, 

2010). Some refugees and migrants have reported that this led to isolaƟon and heightened 

stress that was at Ɵmes more detrimental to their well-being than their migraƟon process to 

get to the UK (Beyer, 2017; Hart, 2009; Paudyal et al., 2021). AcculturaƟve stress has also 

been found to be a main risk factor for mental ill-health (d’Abreu et al., 2019).  

There is an argument that the UK immigraƟon system encourages a characterisaƟon of 

“deserving” and “undeserving” refugees and migrants, which ulƟmately encourages 
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othering and xenophobia, hindering IntegraƟon between host community and refugees and 

migrants (Da Lomba, 2010; Morton, 2022; Sale, 2005; Zgonjanin, 2022). Unfortunately, the 

idea of social cohesion is harmed by the policies and rhetoric surrounding refugees and 

migrants (Gladwell, 2020), leading to less cohesion, and increasing the risk of alienaƟon and 

violence. When policy and legal frameworks are being designed the difference between 

IntegraƟon versus AssimilaƟon is an important disƟncƟon that needs to be considered. 

The concepts of IntegraƟon and AssimilaƟon both influence refugee and migrant 

children’s educaƟon. The importance of social connecƟons for refugees and migrants is 

inherent to the concept of IntegraƟon and is why school is the best place to support their 

development of social bonds that will ease the trauma of adjustment to their new country 

(McIntyre & Neuhaus, 2021; PrenƟce, 2022). Schools are a key part of social connecƟons for 

refugee and migrant children; it is the place they meet members of the host community, it is 

where they pracƟse their language skills, and it is also where they learn social norms and 

expectaƟons that may be different from their home country. Cultural experiences from one 

country do not automaƟcally transfer to a new country (Brook & OƩemöller, 2020), so 

children’s access and ability to learn from classmates and teachers is key to their developing 

social connecƟons. Friendships are parƟcularly important as a way to integrate (McIntyre & 

Neuhaus, 2021; PrenƟce, 2022); and permeaƟng both social-emoƟonal development and 

migraƟon research is evidence that social relaƟonships are vital for those that have 

experienced traumaƟc stress, such as refugee and migrant children (McIntyre & Neuhaus, 

2021; McMullen et al., 2020).  

School-going children are also a source of informaƟon for their families, they bring 

back informaƟon and linguisƟc knowledge that can be helpful in supporƟng the other family 

members in their IntegraƟon (Hart, 2009). Unfortunately, research has found that refugee 
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children are less likely to aƩend school and oŌen struggle with feeling a sense of belonging 

(McIntyre & Neuhaus, 2021). For the refugee and migrant child, the concept of IntegraƟon is 

important for fostering social and emoƟonal development, as they influence and interact 

with each other.  

2.6 A Strengths Based PerspecƟve 

Refugee and migrant children face a great deal of adversity both in the migraƟon 

process and when seƩling in a host country (Blackmore et al., 2020). Refugee and migrant 

children have much higher rates of mental health disorders than non-immigrant and non-

refugee children (Bronstein & Montgomery, 2010; Derluyn & Broekaert, 2008; Fazel & 

Betancourt, 2018; Fazel & Stein, 2003; Fazel et al., 2005; Herlihy, 2014; Sullivan & Simonson, 

2016). In the United Kingdom, for example, they are three Ɵmes as likely to be diagnosed 

with PosƩraumaƟc Stress Disorder as children who are born here (Blackmore et al., 2020). 

The Department of Health and Social Care and Department for EducaƟon (2018) found that 

children with mental health issues have unequal chances in their lifeƟme.  

It is important therefore to note that the work presented in this thesis is not designed 

to merely focus on the potenƟal limitaƟons in the educaƟonal system or the heightened risk 

toward the mental health of refugee and migrant children. Rather, the work presented here 

is about understanding the systemic and structural limitaƟons and difficulƟes facing the 

refugee and migrant child in order to know how to address these limitaƟons. Before going 

further in-depth on the needs, risk factors, and deficits of care experienced by refugee and 

migrant children, it is important to note their resilience, protecƟve factors, and strengths 

(Bronstein & Montgomery, 2010; UNICEF, 2013). MigraƟon researchers have stressed the 

need to not define refugee and migrant children by their mental health issues as they all 
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have strengths and exhibit remarkable resilience, regardless of diagnosis or the trauma they 

experience (Brook & OƩemöller, 2020; Jani et al., 2016).  

There can also be a tendency to focus research into mental health in children on what 

is wrong with the child or family, labelling one or both as being “deficit” and, ignoring 

systemic factors and a whole person perspecƟve (Gillies & Robinson, 2012). Moving away 

from deficit language and highlighƟng the resilience of refugees and migrants to focus on 

structural and systemic issues is important in research (Fazel & Newby, 2021; McIntyre et al., 

2020) Focusing only on the trauma or stressors a person experiences inherently moves away 

from the societal factors that brought them about and the resistance inherent in the person 

who experiences them every day (Afuape, 2020). 

The research presented in this thesis is focused on teachers as well as refugee and 

migrant children. While teachers in the United Kingdom are less vulnerable as a group when 

compared to refugee and migrant children, this research is not designed to evaluate 

teachers’ pracƟces or label teachers as “deficit” or as the “problem” either. It would be 

easier to use labels or apply blame to one facet of a social system rather than address the 

systemic and structural causes of inequity. Research shows there is a lack of support on 

aspects such as equity, human rights, and bias training in the educaƟon system, all of which 

are key to supporƟng social jusƟce and equity in educaƟon (Osler & Starkey, 1996). While 

teachers’ perspecƟves, skills, and experiences are the focus of this research, the aim of this 

research is not to evaluate their conduct. It is to understand beƩer how educaƟonal systems 

as a whole funcƟon and how they might beƩer support the well-being of refugee and 

migrant children. 

2.7 Researcher PerspecƟve and PosiƟonality  
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It should be noted that this research is influenced by my educaƟonal background and 

career experience, as well as extensive reading of past empirical and theoreƟcal published 

research. For 12 years I worked as a therapist and counsellor in schools in the United States. 

The clinical work I did in schools has shaped how I approach my research, both pracƟcally 

and theoreƟcally. In addiƟon to my past experiences and educaƟon influencing my 

perspecƟve and approach to research, I am also an internaƟonal student studying and living 

in the United Kingdom. Based on the criteria set out in the legal framework and key term 

secƟons I fall under the definiƟon of migrant. In addiƟon, I have a young child enrolled in a 

primary school in England who also qualifies as a migrant child. My child’s teacher falls into 

the populaƟon examined by the research I have undertaken, so I carefully considered any 

ethical complicaƟons or issues this may cause during the planning stages for this research. 

I feel these experiences and my idenƟty gives me the ability to see how my research 

can translate to pracƟcal changes that could benefit children; I am also aware though, that 

my clinical experience and idenƟty create a biased perspecƟve. My awareness of potenƟal 

bias contributed to the decision to include a systemaƟc literature review as part of my 

thesis, to minimise selecƟon bias when reviewing past literature. However, I also chose to 

use methods that use my subjecƟve perspecƟve and posiƟonality as an essenƟal part of the 

analysis process. The use of Reflexive ThemaƟc Analysis for both the qualitaƟve responses to 

the survey and my interviews relied on my unique perspecƟve and subjecƟvity as a tool that 

guided analysis (Braun & Clarke, 2006, 2013, 2022). More on this will be discussed in 

Chapter 5: ‘Methods and Methodology’ and I will conƟnue to reflect on my perspecƟve and 

posiƟonality throughout this thesis.  

2.8 Summary 
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This chapter introduced the historical background, theoreƟcal lens, and context of 

the research presented in this thesis. First, I explained the definiƟon and raƟonale for social 

and emoƟonal learning used throughout this thesis. Next, I discussed the legal history of 

refugees and migrants in Europe and the UK, as this legal history impacts the naƟonal 

discourse and potenƟal perspecƟves of teachers in the UK toward refugee and migrant girls. 

In the third secƟon, I discussed my choice of IntegraƟon theory and how this relates to 

naƟonal and legal policy toward immigraƟon. This theory was used throughout both 

empirical studies presented in this thesis as a framework for examining teachers’ responses 

to refugee and migrant girls. Finally, I discussed my strengths-based perspecƟve toward 

refugees and migrants and my personal perspecƟve and posiƟonality. This chapter set the 

context and discussed the key background of this research; the next chapter will discuss past 

research and the gap in research this thesis fills.
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Chapter 3: Review of the Literature 

3.1 IntroducƟon: 

The research presented in this thesis addresses the gap in knowledge regarding how 

teachers’ perspecƟves, skills, and experiences relate to how they teach social and emoƟonal 

skills to refugee and migrant girls. This research is mulƟdisciplinary, bringing together 

research regarding refugee and migrant well-being, social and emoƟonal skill development, 

and issues of social inequity in educaƟon in the UK. This chapter draws together these 

different areas of inquiry and explores the evidence that leads to the current research 

quesƟon: How do primary school teachers’ perspecƟves, skills, and experiences around 

social and emoƟonal skill development, issues of equity, and migraƟon shape their reported 

pracƟce and responses to refugee and migrant girls?  

SecƟon two, “Introducing the Problem of Mental Ill-health in School-Age Children” will 

provide an introducƟon and overview of the impacts of mental ill-health of school-age 

children and why childhood well-being needs invesƟgaƟon and support. This secƟon 

includes subsecƟon 3.2.1 which is the raƟonale for why more research is needed in this area 

and an overview of the gap in knowledge that this thesis addresses.  

SecƟon three, “Why Focus on Social and EmoƟonal Skills?” builds on secƟon two: 

“What is Social and EmoƟonal Learning?” from Chapter 2: ‘Context and PosiƟonality of 

Research’ and focuses on research evidence that shows social and emoƟonal skills are a way 

to address and prevent mental ill-health and academic issues. This secƟon includes 

subsecƟons that discuss the “Psychological and Behavioural Signs of Social and EmoƟonal 

Skills”, why primary schools are appropriate places to centre social and emoƟonal learning, 

and leading criƟques of social and emoƟonal skill learning and curriculum. 
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SecƟon four, “Why Focus on Teachers Instead of Students?” explains this thesis’s focus 

on primary school teachers’ perspecƟves, skills, and experiences as a necessary step to 

understanding how to address the social and emoƟonal learning of refugee and migrant 

students. This secƟon includes a subsecƟon that discusses how teachers’ and students’ 

backgrounds, cultures of origin, and perspecƟves may impact social and emoƟonal learning 

and assessment. It also includes two further subsecƟons, one on teacher training and skills 

and the other on how social and emoƟonal learning impacts teacher well-being and 

retenƟon.  

SecƟon five, “Why Refugees and Migrants?” discusses the reasoning behind focusing 

on refugees and migrants. This secƟon includes subsecƟons that discuss the ways that 

migraƟon impacts children’s mental health and educaƟon; how issues related to social 

jusƟce relate to migraƟon and immigraƟon status; and the raƟonale for a focus on refugee 

and migrant girls. This last subsecƟon includes two addiƟonal sub-secƟons on the limits of 

research on refugee and migrant girls and how gender influences social and emoƟonal 

learning.  

SecƟon six is a summary of this chapter and a rephrasing of the raƟonale for the 

research presented in this thesis.  

3.2 Introducing the Problem of Mental Ill-health in School-Age Children 

Mental health is vital for all people, and in school-going children it can be indicaƟve of 

their long-term success and ability to thrive (Jané-Llopis et al., 2005). Mental ill-health has 

become a worldwide epidemic, with at least 10% of children having their daily funcƟoning 

impacted by mental illness (Getanda et al., 2017). Mental ill-health has a profound impact 

on all areas of a child’s educaƟon, learning, future economic success, and long-term 

development (Baker, 2020; Cowie et al., 2004; Edossa et al., 2018; Helker et al., 2007; 
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Jennings & Greenberg, 2009; O'Conner et al., 2017c). In the UK, mental ill-health is the 

leading cause of disability benefits claims and the UK government spends more on health 

care than the European Union average, which includes mental ill-health (NHS England, 2017; 

OECD, 2017). School-aged children 11-19 are one of the groups most likely to be using NHS-

funded mental health care, along with the over 80s (Baker, 2020). In 2017 there was an 

esƟmated 30 billion pound sterling mismatch between resources and paƟent needs by 2021 

(OECD, 2017). Since 2017 though, the pandemic and school closures have had an even 

bigger detrimental impact on mental health than projected, in 2021 one in six children had a 

diagnosable mental health condiƟon, up from one in nine in 2017 (Children & Young 

People's Mental Health, 2022). Mental health referrals in the UK are also going up, from 

2021 to 2022, referrals for children and young people were up 134 per cent, while 

government funding for early intervenƟon was cut (Local Government, 2022). 

While there is sƟll more research needed into the long-term impacts of mental ill-

health in children and all the contribuƟng factors, most experts in this area agree that 

“EmoƟonal and behavioural problems are among the most prevalent chronic health 

condiƟons of childhood and oŌen have serious negaƟve consequences for a child’s 

development” (Pastor et al., 2001, p. 1). Lifelong impacts and outcomes research on 

childhood mental ill-health, are acƟvely being invesƟgated and current research suggests 

that behavioural and emoƟonal challenges in childhood impact academics, socioeconomic 

status, potenƟal for substance misuse, physical health, potenƟal for disability, and recurrent 

mental health disorders (Cowie et al., 2004; Denham et al., 2012; Edossa et al., 2018; Garner, 

2010). In addiƟon to these potenƟal impacts, there is research showing that mental health, 

socioeconomics, and academic achievement transmit down generaƟons, so the difficulƟes of 
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children in schools now, may impact the difficulƟes faced by the next generaƟon of students, 

and the one aŌer (Cheung & Egerton, 2007).  

The potenƟal life-long and generaƟonal impacts are compounded by differences in 

characterisƟcs and idenƟty. There is a substanƟal difference between boys and girls in the 

rates of mental health as they develop (Sadler, 2018), in a 2020 survey in the UK it was found 

that boys ages 5-10 had a much higher prevalence of mental health diagnoses (12.2%) than 

girls (6.6%), but by ages 17-19 prevalence in girls (23.9%) had more than doubled boys 

(10.3%) (Baker, 2020). Since 1999, the rates of mental disorders for girls have also risen more 

than for boys (Baker, 2020). It’s important to note as well, that this data was averaged across 

all mental disorders, as girls are far more likely to be diagnosed with emoƟonal disorders in 

all age groups, while for boys ages 5-10, the prevalence of diagnoses of behavioural 

disorders greatly contributes to the high average (Baker, 2020).  

When gender is added to other characterisƟcs, such as socioeconomics, linguisƟc 

background, migraƟon status, or ethnicity, there are added complicaƟng effects (Bešić et al., 

2020). Research suggests that there are differences in mental health outcomes in different 

ethnic groups and for those with low socioeconomic backgrounds (Baker, 2018). For 

example, in the UK a Black BriƟsh/Black idenƟfied person is 20% more likely to access 

mental health treatment as an adult and a child who grows up in a household that receives 

benefits for being low-income is twice as likely to receive a mental health disorder diagnosis 

then a child who is raised in a household that does not receive benefits (Baker, 2018).  

The differences in diagnosis based upon background and characterisƟcs make research 

which considers intersecƟonality of idenƟty and experience to be vital when discussing 

mental health and well-being in children (Crenshaw, 2013). PerƟnent to the research 

presented in this thesis, there has been some research to suggest that refugee and migrant 
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girls experience more stress and are at higher risk of developing mental disorders than boys 

(MezzanoƩe, 2022). Some past research suggest that refugee and migrant girls are more 

likely to be diagnosed with mental disorders than refugee and migrant boys, although there 

is a limited number of studies examining refugee and migrant girls’ mental health (Banerjee 

et al., 2014; Derluyn & Broekaert, 2008; Fazel & Betancourt, 2018; Fazel et al., 2005; Koehler 

& Schneider, 2019; Pritchard, 2019; Sciucheƫ, 2017). AddiƟonally, refugees and migrants are 

less likely to seek mental health treatment, leading to less diagnoses and potenƟally greater 

impact on their funcƟoning (Buchanan et al., 2016; Fazel & Betancourt, 2018; Sullivan & 

Simonson, 2016). More detail will be explored on how migraƟon impacts mental health in 

secƟon “3.5.1 How MigraƟon Impacts Children’s Mental Health and EducaƟon” and on why 

refugee and migrant girls are the focus of the research presented in this thesis in secƟon 

“3.5.3 Why Focus on Refugee and Migrant Girls and Women?”.  

3.2.1 Why is More Research Needed? 

While these facts are suggesƟve of the potenƟal impacts of how a child’s background 

and circumstances may increase or decrease their likelihood of developing mental ill-health 

as they age, there is sƟll a lot uncertain about the potenƟal relaƟonship between the needs 

of different subgroups and mental ill-health (Barry et al., 2017; Fazel & Betancourt, 2018). 

More research is especially important, as conversaƟons around equity, race, ethnicity, 

gender, and background are permeaƟng society. The government in the UK is under pressure 

to address the long-standing inequaliƟes in outcomes and childhood mental health is a 

contributor to lifelong success that needs addressing. With an esƟmated 34.8% of pupils in 

the UK from non-white BriƟsh ethnic backgrounds and 21.2% who learn English as a second 

language; research into educaƟon, and especially the well-being of school age children, 
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needs to be conducted to beƩer understand the needs of the diverse BriƟsh populaƟon 

(Department for EducaƟon, 2022b). In parƟcular, research into the tools used in schools to 

support students’ mental health and well-being, such as social and emoƟonal skills 

educaƟon, and how it addresses the needs of the diverse BriƟsh populaƟon of students is 

essenƟal. More research is needed to beƩer understand how characterisƟcs interact with 

each other and potenƟally relate to differences in mental health outcomes (Boyle & Charles, 

2011).  

It is also theorised by some experts in the field that by examining one subgroup’s 

needs, it can build the case and evidence to change the way we address well-being and 

mental health in schools for all students. The concept that Social JusƟce “trickles up, not 

down and that meaningful change comes from below.” (Spade, 2015, p. 137) is one that 

argues if you assist those most in need, it will effect change for everyone. The research 

presented in this thesis is influenced by this idea, that by focusing on a subgroup with 

heightened risk factors and needs, this research will support other students who may have 

high needs but not necessarily share the same characterisƟcs.  

Evidence shows that the refugee and migrant populaƟon is one with the highest need 

for mental health support and intervenƟon. While the rates vary depending on the host 

country, the country of origin, the type of migraƟon, and the refugee and migrant 

populaƟon researched, there is clear evidence that there is more mental ill-health and 

diagnosed mental disorders in refugee and migrant children than in children without a 

migraƟon history (Buchanan et al., 2016; Derluyn & Broekaert, 2008; Fazel & Betancourt, 

2018; Hamilton, 2013; Hart, 2009; Jakobsen et al., 2014; Jani et al., 2016; McMullen et al., 

2020; Sullivan & Simonson, 2016). Refugee and migrant children have also experienced 

heightened levels of trauma and PTSD both in the migraƟon process and once seƩled in a 
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host country (Blackmore et al., 2020). They have higher rates of mental health disorders 

than non-immigrant and non-refugee children (Bronstein & Montgomery, 2010; Derluyn & 

Broekaert, 2008; Fazel & Betancourt, 2018; Fazel & Stein, 2003; Fazel et al., 2005; Herlihy, 

2014; McMullen et al., 2020; Schmees, 2022; Sullivan & Simonson, 2016). For example in the 

UK, refugee and migrant children were found to be diagnosed with PTSD three Ɵmes more 

than children in the general populaƟon (Fazel & Stein, 2003).  

These results show only refugee and migrant children overall and do not illustrate the 

differences between boys and girls. One reason for this is that there is less migraƟon 

research focused solely on girls, with one scoping review finding 6% focused on girls (as 

opposed to 8.6% focused solely on boys) and that 22% didn’t report gender at all (Pritchard, 

2019). These reviews’ results align with a growing awareness that refugee and migrant boys 

tend to be the focus or gender is leŌ out of the discussion, meaning that it is unclear how 

many girls and boys are included in research samples (Banerjee et al., 2014; Derluyn & 

Broekaert, 2008; Fazel & Betancourt, 2018; Fazel et al., 2005; Koehler & Schneider, 2019; 

Pritchard, 2019; Sciucheƫ, 2017). With 41% of arrivals under 18 being idenƟfied as female, 

more representaƟon in research is important, which will be discussed in more depth in 

secƟon “3.5.3.1 LimitaƟons in the Research on Refugee and Migrant Girls” (UNICEF, 2019). 

The evidence presented throughout this chapter will conƟnue to point to the need for 

well-being and mental health intervenƟons for children who are refugees and migrants, and 

girls in parƟcular. As said before the research conducted and presented in this thesis is 

conceived of with the goal that to support the well-being of all students, focusing on a group 

with high vulnerability is the first step. The case will conƟnue to be made throughout this 

review while exploring in-depth the heightened needs and risks of refugee and migrant girls. 
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3.3 Why Focus on Social and EmoƟonal Skills Development? 

As discussed in the previous chapter, the definiƟon used in this thesis for social and 

emoƟonal skills is taken from CASEL (2013) and combines elements of behavioural, 

psychological, and cogniƟve development. The five competencies laid out by CASEL (2013) 

are backed by empirical evidence showing their influence on lifelong development. 

Developing social and emoƟonal skills is linked to academic success, lower rates of mental 

ill-health long-term, less problemaƟc behaviour issues in school, less long-term behavioural 

issues (such as substance misuse disorders), and higher earning potenƟal in adulthood (Abry 

et al., 2016; Barry et al., 2017; Cowie et al., 2004; Denham et al., 2012; Edossa et al., 2018; 

Eisenstein et al., 2018; Elias et al., 1997; Gunter et al., 2012; Humphrey et al., 2013; Jones et 

al., 2015; Mahoney et al., 2018; Nielsen et al., 2019; O'Conner et al., 2017b; Sheridan et al., 

2019; SƟllman et al., 2018). This secƟon will discuss the biological and behavioural impacts 

of social and emoƟonal skills, why schools are a good place for social and emoƟonal skills 

development, and criƟques of social and emoƟonal skills learning and curriculum.  

3.3.1 What are the Psychological and Behavioural Signs of Social and EmoƟonal Skills 

Social and emoƟonal skills research relies on teachers and parents to assess and report 

students’ social and emoƟonal skills development and any potenƟal deficits. It is important 

then to understand the behavioural and emoƟonal signs of social and emoƟonal skills 

deficits that teachers and parents are idenƟfying. Research in social and emoƟonal 

development tends to use empirically tested quesƟonnaires (for teachers and parents to 

complete), along with the use of interviews or focus groups. One quesƟonnaire used 

commonly by researchers (Cefai & Camilleri, 2015; CorƟna & Fazel, 2015; Derluyn & 

Broekaert, 2007), is the Strengths and DifficulƟes QuesƟonnaire (SDQ) which has quesƟons 

that cover five areas: 1) emoƟonal symptoms, 2) conduct problems, 3) 
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hyperacƟvity/inaƩenƟon, 4) peer relaƟonship problems, and 5) prosocial behaviour 

(Goodman, 2005). This quesƟonnaire is designed with five quesƟons that assess emoƟonal 

signs and 20 quesƟons that assess behavioural signs. Other research measures used have a 

similar distribuƟon, as emoƟonal symptoms or signs, are harder to idenƟfy externally than 

behavioural signs of social and emoƟonal skills.  

As emoƟonal signs are harder to idenƟfy, there is a limited number named in 

published literature. Some commonly found are self-awareness, self-esteem, and self-

confidence (Cefai & Camilleri, 2015; CorƟna & Fazel, 2015; Jung & SƟnneƩ, 2005; SƟpp, 

2019). Anxiety and depression symptoms are also commonly used to assess emoƟonal skills 

(Derluyn & Broekaert, 2007; Jung & SƟnneƩ, 2005; SƟpp, 2019). Words like ‘anxiety’ have a 

clear definiƟon when using a diagnosƟc manual, but common usage is less defined which 

can be problemaƟc when researchers ask teachers to idenƟfy signs of anxiety. Some other 

emoƟonal signs of social and emoƟonal skills are aƩunement and aƩachment skills (SƟpp, 

2019), withdrawal (Derluyn & Broekaert, 2007; Jung & SƟnneƩ, 2005), and self-regulaƟon 

which is defined as “the ability of individuals to adjust their cogniƟon, emoƟon, and 

behaviour in order to meet both intrinsic and extrinsic demands.” (Edossa et al., 2018, p. 

192).  

All of the emoƟonal signs discussed or used in the literature tend to be less defined 

than behavioural signs and require the teacher or parent reporƟng to infer the child’s 

internal experience or emoƟonal state. This does not mean they are ineffecƟve, rather they 

may not give the most accurate picture of the child’s emoƟonal skill development.  

There are far more behavioural signs used to define and assess social and emoƟonal 

skills. PosiƟve behavioural signs are close friendships or relaƟonships with peers, playing and 

engaging with peers in a posiƟve way, good relaƟonships with teachers, building trusƟng 
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relaƟonships, communicaƟng effecƟvely, a posiƟve relaƟonship with parents or caregivers, 

and aƩenƟon in class or when doing schoolwork (Cefai & Camilleri, 2015; CorƟna & Fazel, 

2015; Jung & SƟnneƩ, 2005; McMullen et al., 2020; SƟpp, 2019). Less common but also 

idenƟfied are eaƟng and sleeping issues, although this is something teachers may not be 

able to report easily (Derluyn & Broekaert, 2007).  

Adding more complicaƟon to social and emoƟonal assessment, student characterisƟcs, 

like gender, influence behavioural expectaƟons, teacher percepƟons, and how social and 

emoƟonal skills are assessed (Eckert & McConnell-Ginet, 2003; Evans, 2015; Gaastra, 2010; 

Herlihy, 2014). Research has shown that teachers expect less parƟcipaƟon from boys and the 

socialisaƟon of emoƟons (and emoƟonal expression) is influenced by gender (Evans, 2015; 

Hamilton & Roberts, 2017; O'Conner et al., 2017b). This complicates teacher assessment, as 

they may not even be aware of how their expectaƟons are affected by their students’ 

gender.  

Other characterisƟcs, in addiƟon to gender, are also linked to behavioural signs which 

are Ɵed with emoƟonal signs. AƩunement or aƩachment skills, for example, are most seen 

through social relaƟonships and connecƟon with a teacher or parent. For refugee and 

migrant students, behavioural signs like communicaƟon and social relaƟonships may be 

inhibited by their different cultural background and language barriers. This could lead to 

their being assessed with less social and emoƟonal skills then other students. EffecƟve 

communicaƟon is also culturally dependent, meaning that what consƟtutes effecƟve 

communicaƟon may vary based on background and expectaƟons. One example is in a study 

looking at immigrant Korean students in the United States which show that some 

behaviours, such as self-reliance, which teachers assessed as being internalising of emoƟons 
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that could indicate depression, but researchers felt was culturally appropriate behaviour for 

the students (Jung & SƟnneƩ, 2005).  

Social and emoƟonal skills tesƟng and assessment have been shown to be influenced 

by background, culture, and perspecƟves (Jung & SƟnneƩ, 2005; Rasheed et al., 2020). 

Techniques designed to assess SEL in students are also oŌen designed using a white 

populaƟon, which brings up concerns that diverse student populaƟons have the potenƟal to 

not be assessed or taught equally by either teachers or mental health professionals 

(O'Conner et al., 2017a). Cultural background and characterisƟcs also influence the 

experience of trauma, how symptoms are felt and expressed, and how others perceive those 

symptoms, which is especially relevant in the refugee and migrant populaƟon because their 

rates of traumaƟc stress are much higher than the non-refugee and migrant populaƟon 

(Micheal Perry et al., 2019). 

In both psychological assessment and social and emoƟonal skills development 

assessment there are gaps in knowledge about the differences between populaƟon groups; 

and when these differences are examined the complexiƟes of background, experiences, and 

cultural norms are oŌen overlooked to instead focus on superficial categories such as race 

alone (Rasheed et al., 2020; Singer et al., 2016). Even the concept of culture is undefined and 

while there is research that suggests a link between emoƟonal expression and behavioural 

development with cultural background, what “cultural background” means is not enƟrely 

clear (Berry, 1997; Sullivan & Simonson, 2016).  

3.3.2 Why Primary Schools are the Place to Learn Social and EmoƟonal Skills 

The use of schools as a place for social and emoƟonal skills development makes sense 

for a number of reasons. Schools are a gathering place in a community for children and 
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families with children (Humphrey et al., 2013; Montgomery, 2007). Schools support 

integraƟon into the community and act as a conduit for mental health services (Fazel et al., 

2016). Schools are a good place for intervenƟons designed to support societal change or 

target mental health (Ezdiani Mohamed et al., 2018; Jones et al., 2015). There is also 

evidence that social and emoƟonal skills programmes pass a cost-benefit analysis, in that 

they tend to create more long-term good for society than they cost to put on (Belfield et al., 

2015; Humphrey et al., 2013). AddiƟonally, governments seem to see schools as the main 

point for intervenƟon and assessment of students’ needs. In the UK, the government has 

suggested that teachers need to be providing mental health and well-being support, as a 

way to combat the rising rates of mental ill-health in school-aged children (Department of 

Health and Social Care and Department for EducaƟon, 2018; Shelemy et al., 2019). While 

this would put teachers in the posiƟon of providing services and support, they are not 

trained to provide, it would be one way to provide universal support services for those with 

low to mid-level needs. 

For refugee and migrant students in parƟcular, schools are a useful place to focus 

intervenƟons or support because refugee and migrant students may be relocated anywhere 

in the UK, with a constant that they will be enrolled in their local school (Bolloten & 

Spafford, 2005). Schools offer an opportunity for refugee and migrant students to develop a 

sense of belonging and develop peer relaƟonships (McIntyre & Neuhaus, 2021). Both of 

these have been shown to be protecƟve factors for refugee and migrant students’ mental 

health and well-being (MarƟn et al., 2021; McMullen et al., 2020; Samara et al., 2020). 

Bullying and racism are harmful for refugee and migrant students, as it is for all students, 

(MarƟn et al., 2021; McMullen et al., 2020; Samara et al., 2020); fostering integraƟon into a 
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school and providing school-wide intervenƟons that support well-being and behaviour could 

have a posiƟve impact (PrenƟce, 2022).  

There is also some evidence that social and emoƟonal learning reduces the risk of 

comorbidity, this is important because while we cannot change the experience of trauma a 

refugee or migrant student experiences, there is potenƟal to reduce other complicaƟng 

factors and long-term impact (Jones et al., 2015). This is a good reason to conƟnue to 

support some universal applicaƟon of social and emoƟonal skills in schools, despite research 

that suggests that universal programmes do not provide enough targeted support for those 

with the highest need (CorƟna & Fazel, 2015). AddiƟonally, school-based intervenƟons that 

bring together mulƟple levels of support, such as a mixture of individualised targeted 

support with universal supports have been suggested as a way to combat the rising mental 

ill-health in the primary school populaƟon and improve their experience in school (Fazel, 

2018; Fazel & Newby, 2021). The use of universal programmes and support, parƟcularly 

through teacher educaƟon or addiƟonal support professionals, would potenƟally reduce co-

morbidiƟes and help those with low-mid levels of need, allowing targeted support to be 

provided to those with the highest needs. Schools could also support refugee and migrant 

students in gaining access to mental health services or addiƟonal support, should teachers 

be able to idenƟfy their needs (Fazel et al., 2014; Franco, 2018). 

Primary schools are a useful place to start social and emoƟonal skills intervenƟons or 

support because the early years of development are when children develop foundaƟonal 

social and emoƟonal skills (NaƟonal Research Council and InsƟtute of Medicine, 2009). By 

starƟng at an early age there is an opportunity to affect long-term prognosis and risk for 

mental ill-health. For example, early signs of social and emoƟonal skills deficits have been 

shown to be predictors of mental ill-health in adolescence (Cefai & Camilleri, 2015). This is 
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not to argue that mental health support through the NHS or community-based support are 

not also important, but primary schools can be a useful place to focus intervenƟons and 

build an understanding of refugee and migrant students’ needs.  

3.3.3 CriƟques of Social and EmoƟonal Skill Learning and Curriculum  

All this evidence for the use of social and emoƟonal learning is not without its 

criƟques. One researcher in parƟcular points out that teaching emoƟonal management 

requires teachers to encourage students to control their emoƟons cogniƟvely, rather than 

experience them (Gillies, 2011). Gillies (2011) argues that the emoƟon management being 

taught is discouraging students from fully experiencing their emoƟons and instead is placing 

value on controlling them. Saying "EmoƟons are abstracted from their social and poliƟcal 

context and evaluated in terms of appropriateness.” (Gillies, 2011, p. 201). While currently, 

the benefits appear to outweigh these concerns, there are ways that school-wide social and 

emoƟonal learning iniƟaƟves are ineffecƟve or inequitable. There are differences in 

outcomes with the use of the same social and emoƟonal learning materials due to 

differences in implementaƟon and school culture (Cowie & Olafsson, 2000; Durlak, 2016; 

Humphrey et al., 2010; Rimm-Kaufman & Hulleman, 2015; Wigelsworth et al., 2012; 

Wigelsworth, 2022a). Researchers also point out that by integraƟng social and emoƟonal 

learning into teacher’s day to day planning, there would need to be a shiŌ in teaching and 

behaviours in the classroom, which is not without its challenges (Rimm-Kaufman & 

Hulleman, 2015).  

There are also concerns regarding the cultural transferability of social and emoƟonal 

learning curricula, that it is not clear if children who were raised in other cultures or with 

diverse backgrounds would understand and internalise the lessons designed by experts who 
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do not necessarily share their background (Emery, 2016; Wigelsworth et al., 2012). In 

parƟcular, researchers have raised the issue that while social and emoƟonal learning 

curricula has shown to be generally effecƟve at increasing skills for diverse populaƟons, 

there is not enough evidence about how social and emoƟonal learning could be designed to 

support the needs of subgroups of students (Weissberg et al., 2015). One reason more 

research is needed is to beƩer understand how effecƟve social and emoƟonal learning 

curricula and educaƟonal pracƟces meet the needs of children from diverse backgrounds, as 

liƩle is known conclusively about the cultural transferability of social and emoƟonal learning.  

In addiƟon to concerns about the cultural transferability, there have been differences 

in social and emoƟonal learning curriculum and techniques effecƟveness found based upon 

student gender, leading to a need for more research focused on the differenƟal effects of 

gender on social and emoƟonal learning (Hallam, 2009; Hamilton & Roberts, 2017; Low et 

al., 2019; O'Conner et al., 2017b). There are also differences in behavioural expectaƟons 

associated with gender idenƟty, which could influence teacher percepƟon and pracƟce 

when implemenƟng social and emoƟonal learning curricula or intervenƟons (Herlihy, 2014).  

Overcoming limited equity and unclear differences between subgroups of students 

requires more research into the effect of social and emoƟonal learning on student 

subgroups and how adaptaƟons might improve student learning of social and emoƟonal 

skills (Weissberg et al., 2015). Having empirically based outcomes around subgroup needs 

and differences, in relaƟon to emoƟonal and social skills, would highly benefit social and 

emoƟonal learning instrucƟon. Addressing how school climate, structure, assessment, and 

academic expectaƟons are influenced by background and social norms would improve social 

and emoƟonal skills curriculum and instrucƟon (Sciucheƫ, 2017). The implementaƟon of 

curriculum and techniques that have been tested and retested with differing populaƟons 
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could be useful as well, since there are some specific techniques such as peer-led 

mindfulness for adolescents that have shown to be highly effecƟve (Eisenstein et al., 2018). 

While curriculum designed to support schools with the integraƟon of social and 

emoƟonal skills development might be adjustable depending on the student populaƟon, it is 

administrators and teachers that must make those adjustments for their students (Durlak, 

2016). Some research suggests that the most important factors that influence social and 

emoƟonal learning fidelity are: staff members’ beliefs on behavioural management 

alignment with the material provided; administrator and teacher buy-in to the need for 

social and emoƟonal development; and training provided to the school staff (Anyon, 2016). 

This research shows how the prime drivers for successful social and emoƟonal learning in 

schools are related to the staff, their perspecƟves, beliefs, and skills related to social and 

emoƟonal skills. Other researchers have noted similar findings, that educator investment 

and commitment to the use of social and emoƟonal learning is a main factor in the 

effecƟveness (Banerjee et al., 2014). Teacher percepƟon and experiences of students’ 

emoƟonal regulaƟon have been shown to be linked to their reports around producƟvity in 

the classroom and literacy and maths scores (Graziano et al., 2007). These findings highlight 

the inequality in the impact of social and emoƟonal learning curricula which needs 

addressing.  

There is evidence that shows that the social and emoƟonal skills set by CASEL (2013) 

are being unevenly focused on in curricula, that there is variaƟon in Ɵme and focus given to 

each of the five core competencies as well as low prevalence of certain skills covered under 

several of the core competencies (Wigelsworth, 2022a). The unequal impacts of social and 

emoƟonal learning curricula are something that needs to be examined and corrected (Desai 

et al., 2014). There are also valid criƟques around the use of universal curriculum for those 
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with the highest risk and highest need, as targeted intervenƟons are more effecƟve (CorƟna 

& Fazel, 2015). 

Despite the criƟques and mixed outcomes, the majority of empirical evidence shows 

that sustained and well-integrated social and emoƟonal learning can affect well-being 

posiƟvely over Ɵme (Barry et al., 2017). A stable and supporƟve school environment is also a 

protecƟve factor for refugee and migrant students, which is helped by teachers’ ability to 

support them effecƟvely (Fazel et al., 2012). It is essenƟal then to understand the issues 

associated with the inequality of social and emoƟonal learning outcomes and how to adapt 

and target intervenƟons to populaƟons with heightened risk factors, such as refugee and 

migrant girls.  

3.4 Why Focus on Teachers Instead of Students? 

If schools are the gathering place for children and families, including refugee and 

migrant children, then teachers are the most influenƟal adults outside caregivers. There is a 

growing understanding of the role teachers play in aƩachment, social skills, and emoƟonal 

regulaƟon development, however this gap in knowledge is just beginning to be invesƟgated. 

To support the social and emoƟonal needs of refugee and migrant students, it is essenƟal to 

understand the systemic and structural changes needed and teachers are the place to start. 

The teachers’ role is one element of the learning environment that needs to be considered 

because there is very liƩle research examining teachers’ role, while there is a great deal of 

social and emoƟonal development research focused on: aƩachment with caregivers, how 

familial relaƟonships influence learning, and family-based intervenƟons designed to support 

the robust and healthy development of social and emoƟonal skills, improve communicaƟon 

between schools and caregivers, and encourage posiƟve discipline pracƟces (Bowles et al., 
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2017; Castro et al., 2015; Fishel & Ramirez, 2005; Zinsser et al., 2015). In addiƟon to this gap 

in research, there are three other reasons to focus on teachers.  

The first reason to focus on teachers is that they assess and facilitate academic, social, 

and emoƟonal learning; previous research has shown that this assessment is impacted by 

the relaƟonship they develop with their students, their background, and their perspecƟves 

(Helker et al., 2007; Sabol & Pianta, 2012; Williford & Sanger WolcoƩ, 2015). Understanding 

how background and perspecƟves influence pracƟce helps in idenƟfying issues of inequity in 

social and emoƟonal learning. The second reason to focus on teachers is that teacher 

training and skills are influenƟal in how they model social and emoƟonal skills; and engage 

with and support their students with high-risk and high needs, including refugee and 

migrant students (Bailey et al., 2016; Cripps & Zyromski, 2009; Franco, 2018; Nielsen et al., 

2019; Rimm-Kaufman & Hulleman, 2015). Finally, there is some evidence to suggest that 

social and emoƟonal skills development can improve teacher emoƟonal well-being and 

retenƟon, assisƟng them in managing the stress of teaching, which improves their students’ 

well-being as well (CeƟn & Dede, 2018; Schonert-Reichl, 2018). All these reasons lead to a 

need to focus on the role teachers play in social and emoƟonal skills development for 

refugee and migrant students.  

3.4.1 What is the Impact of Teacher and Student Background, Culture of Origin, and 

PerspecƟve on Social and EmoƟonal Learning and Assessment? 

Student and teacher background, culture of origin, and perspecƟves all influence social 

and emoƟonal skills development. This asserƟon is born from research showing the 

influence of teacher percepƟon and beliefs, especially around ethnicity and gender, on their 

assessment of students’ academic, behavioural, social, and emoƟonal skills (Jung & SƟnneƩ, 
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2005; Kerr & Andreoƫ, 2019; Rasheed et al., 2020). An example of this is research into the 

influence of cultural idenƟty on teaching which shows that there are differences in 

percepƟons related to ethnicity, with children of colour being perceived as less competent in 

their social and emoƟonal skills (Rasheed et al., 2020), or how posiƟve sociality and 

nurturance are expected more in girls than boys (Gaastra, 2010). The way teachers’ 

perspecƟves and beliefs influence their assessment of students is not always negaƟve, 

however it is a key factor in their social and emoƟonal skills instrucƟon. Teacher beliefs 

around the purpose and goals of SEL for example, are based on their own background and it 

has been suggested as a way to explain the cross-cultural differences found in SEL provision 

(Loinaz, 2019).  

Teachers’ backgrounds and perspecƟves play a role in the choices they make in the 

classroom and how they implement pedagogical pracƟces (Daunic et al., 2021). While 

curriculum and school strategy are decided by Heads and administrators, teachers are the 

ones relaying informaƟon to their students and managing behaviour daily. This is the same 

for social and emoƟonal skills learning, which in primary schools is mostly taught by 

teachers, rather than mental health professionals. Research has suggested that teachers’ 

beliefs on how behavioural management aligns with SEL materials and their buy-in to SEL 

are some of the most important factors affecƟng fidelity (Anyon, 2016). 

Teachers also assess student ability and academic work, with the cancellaƟon of exams 

for secondary students due to Covid-19 in 2021, teachers took on an even greater role as 

assessors of student progress and achievement (Department for EducaƟon, 2021a). For 

primary and early childhood educators, researchers have found that raƟngs of students’ 

“readiness to learn” was related to posiƟve emoƟonal expression, regulaƟon of emoƟons, 

and behaviour in the classroom (Denham, 2010).  
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 Teachers’ ability to assess the needs and abiliƟes of their students is somewhat 

influenced by both their and their students’ backgrounds, cultures of origin, and 

perspecƟves. Social and emoƟonal learning is context dependent, meaning that the training 

and perspecƟves of the teacher is based on their contextual background and if the students 

do not match that background, then there may be a mismatch that could impact learning 

(Jennings & Greenberg, 2009). Teachers bring their perspecƟves into the classroom and 

some are able to work well with students of different cultural backgrounds, but this requires 

them to understand differing emoƟonal and behavioural expressions while teaching, which 

is not always easy (Garner, 2010). Teachers may not always realise that a change to teaching 

style is needed since a “Member of majority communiƟes” sees their perspecƟves and 

background as “normal” (Osler & Starkey, 1996, p. 91). In addiƟon to culture and 

background influencing teaching pracƟce, gender (of teacher and students) influence 

behavioural expectaƟons and how social and emoƟonal skills are taught (Eckert & 

McConnell-Ginet, 2003; Evans, 2015; Gaastra, 2010; Herlihy, 2014). 

Evidence also suggests an associaƟon between the relaƟonship a teacher has with a 

student and the teacher being less likely to report emoƟonal and behavioural concerns 

(Helker et al., 2007; Poulou, 2017; Williford & Sanger WolcoƩ, 2015). Teachers also model 

emoƟonal well-being and healthy aƩachment for their students which has been found 

fundamental to relaƟonship development and social skills in adulthood (Ainsworth, 1989; 

Ainsworth & Bowlby, 1991). This relaƟonship could be even more important for refugee and 

migrant students as their early life has been very transitory and having a relaƟonship with a 

trusted adult can be highly influenƟal for relaƟonship, social, and emoƟonal skills. Teachers’ 

ability to develop a relaƟonship with their students that facilitates communicaƟon and leads 

to perceived closeness is very important to academic achievement and social and emoƟonal 
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skills development (Poulou, 2017; Sabol & Pianta, 2012). Several researchers have noted that 

a teacher’s ability to perceive and interpret a student’s emoƟons was key to the relaƟonship 

they built with their students and how they assessed their behaviour and academic 

achievement (Sabol & Pianta, 2012; Sahin Asi et al., 2019). Recent research has suggested 

that educators view mental health and well-being to be the same between refugees and 

migrants and host born students, some also suggested that being a refugee or migrant was 

beƩer for children’s well-being, both beliefs are contradicted by mental health research 

findings (McMullen et al., 2020). 

There is also research showing that the teacher and student relaƟonship is connected 

to issues of equity in achievement related to background and characterisƟcs, such as race 

and ethnicity. For at-risk students, or students commonly found to have lower achievement 

based on characterisƟcs, such as ethnicity or gender, there is an even stronger link between 

teacher assessment of student emoƟons and their assessment of student ability (Roorda et 

al., 2011). Race and ethnicity differences between teachers and students in parƟcular, 

impact the teacher and student relaƟonship as well, which in turn impacts academics and 

the acquisiƟon of social and emoƟonal skills (Rasheed et al., 2020). Student ethnicity has a 

significant effect on relaƟonship and academic achievement assessment, the effect size is 

much larger for classrooms with a low proporƟon of ethnic minority students (Roorda et al., 

2011). Students of ethnic minority backgrounds do beƩer academically with teachers who 

are also from ethnic minority backgrounds, even if there isn’t a match between student and 

teacher backgrounds (Carver-Thomas, 2018). It has also been found that teachers of colour, 

increase the academic performance for both students of colour and white students (Carver-

Thomas, 2018).  
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3.4.2 Teacher Training and Skills 

Past research that focuses on teachers shows that curriculum implementaƟon and 

effecƟveness are influenced by school staff perspecƟves, values, and opinions (Bowles et al., 

2017; Collie et al., 2011; Rimm-Kaufman & Hulleman, 2015). Teacher commitment in 

parƟcular has been found to cause variaƟon in the effecƟveness of social and emoƟonal 

skills curricula (Bowles et al., 2017; Collie et al., 2011; Weissberg & Cascarino, 2013). 

Teachers are the main drivers of social and emoƟonal skills curriculum, and they are oŌen 

given few resources and no formal training (Loinaz, 2019). Recent research has shown 

teachers view SEL as a priority in the classroom, but they report not being given adequate 

Ɵme to plan and implement curriculum (Wigelsworth, 2022a, 2022b).  

Teacher training and skill level are key, since teachers play such an important role in 

instrucƟon and fidelity (Franco, 2018; MarƟn et al., 2021; Nielsen et al., 2019; Rimm-

Kaufman & Hulleman, 2015). Most teachers lack the experience and training of migraƟon 

and diversity to be expected to adapt social and emoƟonal skills instrucƟon for refugee and 

migrant students (Koehler & Schneider, 2019; MarƟn et al., 2018; Tobin, 2020). Teachers are 

not trained on how diverse backgrounds influence instrucƟon and with only 6% of teachers 

being from an ethnically diverse background in the UK, there is a potenƟally highly impacƞul 

effect of cultural incongruence (Department for EducaƟon, 2022b; Hall, 1981; Sciucheƫ, 

2017). Experts suggest that to build social equity in educaƟon there is a need for teachers to 

learn how cultural background permeates every aspect of teaching, especially social and 

emoƟonal skills (Boyle & Charles, 2011; Wigelsworth et al., 2016). Some recent research has 

found problems with teachers’ cultural competence and ability to adjust curriculum based 

on cultural differences and noted that research conducted by the same researchers 15 years 

ago, on the same topic found the same problems (Tobin, 2020). More research in this area 
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would be helpful to determine what type of training and support would most benefit 

teachers. Some researchers have suggested there is not sufficient data on teacher training 

and more is needed (Bowles et al., 2017), while others have stated that there is evidence 

that teacher training has been linked to the effecƟveness of social and emoƟonal skills 

curriculum (O'Conner et al., 2017a; Wigelsworth, 2022a, 2022b).  

Teacher training programmes are not required to cover social and emoƟonal 

development, well-being, or mental health, which means that while some teachers may 

have training in these areas many do not (Loinaz, 2019; PrenƟce & OƩ, 2021). My scoping 

review (Chapter 4) also found that 50% of included arƟcles reported that teachers felt 

training was lacking (Shepherd, Registered 2021; Shepherd, SubmiƩed 2023a). While the 

Department for EducaƟon (2021b) does require primary schools to include RSHE 

(RelaƟonships, Sex, and Health EducaƟon), there is very liƩle guidance and requirements. 

This lack of statutory requirements impacts teacher access to training and expert advice, 

which impacts the implementaƟon of social and emoƟonal skills. If teachers do not have the 

support or training they need, they may not have the skills to communicate social and 

emoƟonal skills to their refugee and migrant students. Teacher communicaƟon toward 

students (all students), both verbal and nonverbal picked up through behaviour, has been 

associated with student engagement in the classroom, student academic achievement, and 

social and emoƟonal skills development (Gunter et al., 2012; Roorda et al., 2011; Williford & 

Sanger WolcoƩ, 2015).  

The classroom and school community are the main entry point into a host community 

for refugee and migrant children. Both “…families and schools form the foundaƟons on 

which children build academic, language, social-behavioural, and a host of other life skills.” 

(Sheridan et al., 2019, p. 296). Teachers model social norms, linguisƟc standards, 
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relaƟonships, and emoƟonal skills (Bailey et al., 2016; Cripps & Zyromski, 2009). Primary 

school teachers teach children at the early stages of development, and therefore act as a 

role model for how the child should learn to regulate their emoƟonal reacƟons and process 

emoƟons in a social seƫng. For all students regardless of migraƟon history, teachers can 

also increase student well-being by providing emoƟonal support and relaƟonships with the 

children they teach (Bailey et al., 2016; Cripps & Zyromski, 2009). For refugee and migrant 

students though, they also act as a representaƟve or model of the expectaƟons of the host 

community norms, through the relaƟonship with the teacher a refugee or migrant child can 

learn how they might fit into a host society and what assumpƟons are made of them by 

educaƟonal professionals.  

Teachers therefore need the training and skills to adequately support social and 

emoƟonal skills development, as well as academic learning, for their refugee and migrant 

students. The lack of statutory requirement and clear guidance has led to a lack of consistent 

teacher training and provision (Loinaz, 2019). AddiƟonally, the government in the UK has 

also shared a desire for teachers to provide assessment and referrals for mental health 

treatment for school-aged children (Department of Health and Social Care and Department 

for EducaƟon, 2018; Shelemy et al., 2019). However, there is sƟll an emphasis on academic 

achievement oŌen at the expense of social and emoƟonal skill development and mental 

health provision (Daunic et al., 2021). Research has shown though that teachers do not have 

access to supporƟng professionals, who could act in a consultancy capacity to assist with SEL 

and provide the mental health and well-being support that may be lacking (Shelemy et al., 

2019; Shepherd et al., 2013; Woodcock & Woolfson, 2019). Recent research has reported 

that SEL is a priority for educators, but they face a lack of Ɵme for preparaƟon and 

implementaƟon, and feel that their prioriƟes do not match the prioriƟes of the Department 
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For EducaƟon (Wigelsworth, 2022b). Others have reported that similarly they have not 

received formal training, but instead rely on support from more experienced colleagues, 

when they are available (PrenƟce & OƩ, 2021). ConƟnuous professional development has 

been found to make a posiƟve impact on teachers’ pedagogical pracƟces but there is a 

deficit of training and support (Mendenhall, 2021). These structural barriers and the lack of 

training and skills will be explored more by the research presented in this thesis.  

3.4.3 Influence of SEL on teacher well-being and retenƟon 

The final reason why focusing on teachers is necessary, is that teaching is a stressful 

career with high levels of aƩriƟon; increasing social and emoƟonal skills for students also 

has the potenƟal to support teachers’ well-being (CeƟn & Dede, 2018). While there have 

been invesƟgaƟons into students’ social and emoƟonal development, there has been 

minimal research examining if social and emoƟonal learning can create posiƟve changes for 

teachers (Collie et al., 2011). Research does show that teacher emoƟonal intelligence (the 

ability to idenƟfy and manage emoƟons (SchuƩe et al., 2002)) impacts the classroom 

environment, with high emoƟonal intelligence raƟngs correlaƟng to more posiƟve classroom 

environment raƟngs (Brown et al., 2010; Hen & Goroshit, 2016; Jennings & Greenberg, 2009; 

Main, 2018; Poulou, 2017; Ulusoy-Oztan & Polat, 2009). Teacher experience and 

performance has also been linked to emoƟonal intelligence, with some researchers showing 

that teacher emoƟonal intelligence raƟngs link to behavioural changes (Brown et al., 2010; 

Harvey et al., 2016; Jennings & Greenberg, 2009; Masoumparast, 2016; Schonert-Reichl, 

2018).  

There is also evidence that teacher’s own emoƟonal well-being and emoƟonal 

intelligence improves the implementaƟon of curriculum (Corcoran & Tormey, 2012; Elias et 

al., 1997; Goroshit & Hen, 2016). This supports extensive evidence that shows a link 
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between teacher well-being and emoƟonal competence, and students social and emoƟonal 

development and well-being (Corcoran & Tormey, 2012; Harvey et al., 2016; Hen & Goroshit, 

2016; Jennings & Greenberg, 2009; Lam & Wong, 2017; Masoumparast, 2016; SchuƩe et al., 

2002; Ulusoy-Oztan & Polat, 2009; Weissberg et al., 2015). On the converse, teacher 

emoƟonal exhausƟon and burnout has also been related to behavioural issues and discipline 

policies, suggesƟng that students well-being and teachers well-being are linked (Kim & 

Shokoohi, 2021). Other researchers suggest that teachers’ emoƟons may influence how they 

think and interpret students’ emoƟons, that teachers who are more aƩuned and self-aware 

are beƩer at teaching students social and emoƟonal skills (Hyson, 2004; SuƩon & Wheatley, 

2003). All this research suggests that supporƟng social and emoƟonal skill development in 

the classroom could improve the environment for all those present, including teachers.  

3.5 Why Refugees and Migrants?  

This secƟon will discuss why the research presented in this thesis is focused on 

refugees and migrants. First, this secƟon will explore how migraƟon impacts children’s 

mental health, well-being, and educaƟonal experiences. This includes how these impacts 

would potenƟally be supported through social and emoƟonal skills development. Secondly, 

this secƟon will discuss how issues of social jusƟce relate to migraƟon and immigraƟon 

status. This subsecƟon will discuss issues of inequity, such as bias and discriminaƟon, that 

refugee and migrant children may face when migraƟng. Finally, this secƟon will discuss the 

need to focus on refugee and migrant girls rather than all genders or another gender. This 

subsecƟon will include the limitaƟons in research on refugee and migrant girls and how 

gender influences social and emoƟonal learning.  

3.5.1 How MigraƟon Impacts Children’s Mental Health and EducaƟon 



81 
 

Children make up 41 per cent of those forcibly displaced internaƟonally, although they 

only account for about 30 per cent of the world’s populaƟon (UNHRC, 2022). In the UK, 53 

per cent of children living here were born outside both the EU and UK (Vargas-Silva & 

Rienzo, 2022). Having a migraƟon history influences both adults’ and children’s mental 

health and well-being. There is a significant amount of stress involved in leaving a home 

country, the journey itself, and then the adjustment into a new host country (Franco, 2018). 

While refugees and migrants travel for a variety of reasons, such as work, educaƟon, or to 

escape conflict, there is stress associated with leaving a familiar environment and adjusƟng 

to a new one (Bronstein & Montgomery, 2010). This stress can be parƟcularly traumaƟc for 

children, who are oŌen not the ones deciding to migrate and typically have fewer coping 

skills to manage instability.  

A definiƟon of the word trauma is “an experience that is sudden and potenƟally 

deadly” (Figley & Figley, 2009, p. 173), for a child who must leave their home suddenly, 

someƟmes travelling thousands of miles to an unfamiliar and oŌen uncertain place, this 

process can be traumaƟc. "...migraƟon involves uprooƟng and mulƟple losses: loss of home, 

parents and siblings, friends, social networks, familiar environment, school, belongings, 

culture, social status, way of living, usual paƩerns of family life, customs and habits, future 

perspecƟves, et cetera..." (Derluyn & Broekaert, 2008, p. 321).  

Feelings of uncertainty, the instability of migraƟon, and ongoing travel have a negaƟve 

impact on mental health and well-being (Jamil De Mongomery et al., 2019; Schmees, 2022). 

Refugees and asylum seekers in parƟcular, are at high risk of developing mental health 

disorders and are diagnosed with mental health disorders at much higher rates than the 

general populaƟon (Bronstein & Montgomery, 2010; Buchanan et al., 2016; Derluyn & 

Broekaert, 2008; Fazel & Betancourt, 2018; Fazel & Stein, 2003; Fazel et al., 2005; Hamilton, 
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2013; Hart, 2009; Herlihy, 2014; Jani et al., 2016; Sullivan & Simonson, 2016). The 

PosƩraumaƟc stress disorder rates in refugees and asylum-seeking children are parƟcularly 

high, although the rates of all types of mental ill-health diagnosis are much higher than 

children who do not have a migraƟon history (Blackmore et al., 2020; Bronstein & 

Montgomery, 2010; Sullivan & Simonson, 2016). One study suggested that refugee and 

migrant children could be up to ten Ɵmes more likely to develop PTSD (Fazel et al., 2005). In 

addiƟon, unaccompanied refugee and migrant children report symptoms of anxiety, 

depression, and PTSD at a rate five Ɵmes higher than accompanied refugee and migrant 

children (Derluyn & Broekaert, 2008).  

MulƟple complicaƟng factors exist for refugee and migrant children who may seek 

assessment and support. There are barriers such as unfamiliarity with medical systems, 

language and interpretaƟon differences, and a lack of financial resources (Derluyn & 

Broekaert, 2008; Fazel & Betancourt, 2018). These barriers have led to low rates of mental 

health service access, despite a higher need (Colucci et al., 2015; Fazel, 2018). There is also a 

potenƟal issue that medical professionals and school staff may not understand differences in 

emoƟonal expression, which may influence their interpretaƟon of the child’s symptoms. 

Symptomology and the experience of well-being and mental ill-health may vary for different 

ethnic groups, depending on cultural concepts around mental health (Areba, 2021; Colucci 

et al., 2015). Cultural presumpƟons around behaviour, especially for refugee and migrant 

girls can lead to a lack of mental health referrals. Especially because internalising symptoms 

of stress and trauma are more common, both for girls and for refugee and migrant children 

of all genders, meaning that their symptoms are less noƟceable (Fazel & Betancourt, 2018). 

The stress experienced by refugee and migrant children can lead to mental ill-health 

and impact their schooling. Mental ill-health can impact language acquisiƟon and classroom 
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adjustment, experiencing traumaƟc stress has been found to be parƟcularly impacƞul on a 

child’s ability to process and learn new informaƟon (Fazel & Betancourt, 2018; Hart, 2009; 

Iversen et al., 2014; Janaideh et al., 2022). Given that language is a key protecƟve factor for 

refugee and migrant students, this is concerning (MarƟn et al., 2021). Some researchers 

have found that in-school intervenƟons can act as a preventaƟve or protecƟve factor for 

refugee and migrant children. In parƟcular acƟve academic support, language help, 

supporƟng them in maintaining links to their home culture, the building of posiƟve social 

supports, and providing these supports with the idenƟty and cultural background of the 

child in mind, are all ways that schools can lessen the impact of migraƟon on a child’s mental 

health and well-being (Franco, 2018). 

3.5.2 How Does Social JusƟce Relate to MigraƟon and ImmigraƟon Status? 

As illustrated in the previous secƟon, there are several areas of potenƟal traumaƟc 

stress caused by migraƟon for refugee and migrant children. Once they arrive and seƩle in 

their host country, there can be addiƟonal stressors that can negaƟvely affect them. Bias and 

discriminaƟon related to their ethnicity or cultural background can be parƟcularly 

problemaƟc and damaging to their sense of safety and belonging in a new community (Kale 

et al., 2018). As discussed in an earlier secƟon, racism and bullying has a very negaƟve 

impact on refugee and migrant students’ mental health (MarƟn et al., 2021; McMullen et al., 

2020; Samara et al., 2020). Both bias and discriminaƟon harm their sense of safety and 

ability to integrate into their new environment, causing difficulty in building social 

relaƟonships that are vital for the development of prosocial skills and of IntegraƟon (Strang 

& Ager, 2010). Oppression, or the experience of being discriminated against on a social level 

or by a country's systems of support, such as through school policies or harsh immigraƟon 
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laws, also impacts on the development of disorders such as PosƩraumaƟc Stress disorder 

(Afuape, 2020). Inequality has psycho-emoƟonal impacts that harm well-being and cause 

issues of inequity (Ecclestone & Brunila, 2015). Both of these suggest that issues of equity 

impact mental well-being, however it is noted that not enough is known about how to 

promote mental well-being equitably (Welsh et al., 2015). 

Within school systems, acts of oppression or segregaƟon, such as a lack of inclusive 

policies or acƟve separaƟon of refugee and migrant children from naƟve children, tends to 

have a negaƟve effect on all students (Koehler & Schneider, 2019). When schools are more 

inclusive and integraƟve, this posiƟvely impacts the academics and social and emoƟonal 

skills of those born in the host country, as well as refugee and migrant students. There is 

research that suggests that in highly homogeneous populaƟons, there are issues with 

colour-blindness (ignoring how differences influence equity of experience in favour of 

“equality” of offering), deficit thinking (preoccupaƟon of differences that act as obstacles to 

learning), or racial assumpƟons (also known as bias: prejudice or inclinaƟon to one group of 

people) that can harm refugee and migrant students (Henfield & Washington, 2012).  

Being a refugee or migrant does not necessarily mean that you are of a parƟcular 

ethnic or racial background, but the intersecƟonality between characterisƟcs, such as 

ethnicity, gender, and ability, impacts refugee and migrant students (Bešić et al., 2020; 

Crenshaw, 2013). There is research to suggest that integraƟon and adjustment to new 

communiƟes is more difficult for women and girls for example, showing the interacƟon 

between gender and migraƟon (Fazel & Betancourt, 2018). 

There can also be both negaƟve and posiƟve assumpƟons from school staff that 

impact how they relate to refugee and migrant students. Refugees and migrants from 

African countries, for example, may experience very different social interacƟons than 
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refugees and migrants from Europe. All learning happens within the context of a naƟon's 

culture and perspecƟves, meaning that the host naƟon's culture (UK culture) will shape the 

values around outcomes and how to meet those outcomes (Hecht & Shin, 2015). The 

perspecƟves and context of the host naƟon may not align with the experiences or 

perspecƟves of the refugee and migrant students, as cultural background impacts how 

emoƟons are displayed, understood, and managed (O'Conner et al., 2017b). One common 

finding in Social JusƟce educaƟonal research is how cultural background and characterisƟcs 

impact teaching and emoƟonal expression (Garner, 2010; Jennings & Greenberg, 2009; Osler 

& Starkey, 1996). There are values and learned interpretaƟons around the behavioural 

expression of emoƟons and relaƟonships that influence percepƟon and idenƟty, even if 

refugee and migrant students are comfortable with the host community’s language, there 

could be misinterpretaƟon based on differences in background (Jakobovits, 1966; Osler & 

Starkey, 1996).  

Refugee and migrant students are more likely to show emoƟonal distress that is 

unique to their cultural background or country of origin, rather than what might be expected 

in their host country (Bronstein & Montgomery, 2010). For example, one study found that 

unaccompanied minors from Eritrea/Ethiopia had higher internalising and externalising 

reacƟons to stress than those from other countries of origin, including other African 

countries (Bean et al., 2007). Differences in emoƟonal expression between students from 

neighbouring or closely connected countries could create challenges for educators’ and 

mental health professionals’ ability to assess their needs, especially if there is minimal 

training provided in these areas.  

Most experts in Social JusƟce in EducaƟon have idenƟfied that it is systemic and 

structural changes, rather than changes for individuals acƟng within these systems, that are 
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required to tackle these concerns around inequity and how differences are understood and 

navigated (Afuape, 2020; Boyle & Charles, 2011; Desai et al., 2014; Ecclestone & Brunila, 

2015; Gillies & Robinson, 2012; McDonald & Zeichner, 2009; Welsh et al., 2015). This 

reinforces the need for research into trends, systems, and structures that support or don’t 

support refugee and migrant students.  

3.5.3 Why Focus on Refugee and Migrant Girls’ Social and EmoƟonal Skills? 

An aim of the research presented in this thesis is to understand how characterisƟcs 

impact social and emoƟonal skill development and equity in educaƟonal situaƟons. There is 

limited research understanding the interacƟon of mulƟple aspects of student background 

and characterisƟcs on mental health and social and emoƟonal skills development, especially 

gender. Evidence does suggest that there is a disparity in research representaƟon with 

refugee and migrant boys more heavily represented in the research, or the gender of the 

child is oŌen leŌ out of the discussion around refugee and migrant children’s experience 

(Banerjee et al., 2014; Derluyn & Broekaert, 2008; Fazel & Betancourt, 2018; Fazel et al., 

2005; Koehler & Schneider, 2019; Pritchard, 2019; Sciucheƫ, 2017). What research is 

available around mental health for refugee and migrant girls, shows that they experience 

higher risk and more stress than refugee and migrant boys (MezzanoƩe, 2022).  

Gender also influences behavioural expectaƟons, percepƟon, and how social and 

emoƟonal skills are taught (Eckert & McConnell-Ginet, 2003; Evans, 2015; Gaastra, 2010; 

Herlihy, 2014; Sundaram, 2013). Gender and background specific informaƟon are missing 

from the literature on social emoƟonal learning and social emoƟonal learning that is 

sensiƟve to student characterisƟcs is believed to have a much greater effect (Welsh et al., 
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2015). Understanding how gender impacts perspecƟves and pracƟce is necessary in order to 

build equity in educaƟon for refugees and migrants.  

3.5.3.1 LimitaƟons in the Research on Refugee and Migrant Girls 

In 2019, 45% of asylum seekers in the European Union and 41% of children arrivals 

were idenƟfied as female, yet girls only encompassed 4% of those interviewed about their 

migraƟon journey (UNICEF, 2019). The number of female idenƟfied refugees and migrants 

has risen, with just under 50% of forcibly displaced people are idenƟfied as female (UNHRC, 

2022). The underrepresentaƟon of refugee and migrant girls is sƟll present in published 

empirical and theoreƟcal literature. A scoping review of 429 arƟcles focused on refugee 

children’s integraƟon process found that there is both an underrepresentaƟon of girls, with 

6% focused solely on girls as opposed to 8.6% focused solely on boys, and a lack of gender 

differenƟaƟon in the research, 22% didn’t report the gender of the parƟcipants at all 

(Pritchard, 2019). In addiƟon, the authors noted that while 62% reported to have focused on 

both genders, most did not include gender as part of their analysis or discussion so it is not 

possible to know how many were in each group (Pritchard, 2019).  

A different systemaƟc review found a more even distribuƟon in the literature, of the 

eight included studies 44.9% of parƟcipants were girls, although it should be noted that the 

power is much lower for a systemaƟc review with only eight studies, versus one with 429 

(Blackmore et al., 2020). This evidence is further reinforced by mulƟple authors discussing 

how gender is not discussed enough in empirical research on this populaƟon and needs to 

be a prominent aspect of research going forward (Banerjee et al., 2014; Derluyn & 

Broekaert, 2008; Fazel & Betancourt, 2018; Fazel et al., 2005; Koehler & Schneider, 2019; 

Pritchard, 2019; Sciucheƫ, 2017). It should be noted that the majority of literature does not 
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include menƟon of gender or sex beyond male and female; trans or nonbinary idenƟfying 

refugees and migrants are almost non-existent in the literature, with the excepƟon of a few 

arƟcles focused specifically on the LGBTQ populaƟon of refugees and migrants (Herlihy, 

2014).  

The dispariƟes in gender representaƟon in research is only one reason why gender 

should be of greater focus for refugees and migrants. As stated earlier, there are indicaƟons 

that intercultural conflict and difficulƟes with integraƟon into host socieƟes are more 

difficult for women and girls (Fazel & Betancourt, 2018). Refugee and migrant girls have 

been found to have more acculturaƟon stress, fewer friendships, and tend to be less 

accepted by their peers (Alivernini et al., 2019). As discussed in the last chapter, many in the 

legal community feel that the Refugee ConvenƟon helps men more than women and girls 

and there are dispariƟes in the legal process for women and girls (Arbel et al., 2014). There 

is also an increased risk of sex trafficking and exploitaƟon for female presenƟng refugees and 

migrants, as well as dispariƟes in educaƟonal background pre-migraƟon (Fazel & Betancourt, 

2018; MezzanoƩe, 2022).  

As stated earlier in this chapter, in the UK there are differences in mental health rates 

by gender, with a lack of clarity around what creates these dispariƟes. Since 1999 the 

prevalence of mental health diagnoses has risen more for girls than boys (Baker, 2020). 

Although boys ages 5-10 are diagnosed at double the rate as girls, this is mostly due to the 

high number of behaviourally based diagnoses (6.7% boys verses 3.2% girls), as there is 

more parity in the prevalence of diagnoses of emoƟonal disorders (4.6% boys verses 3.7% 

girls) (Baker, 2020). In ages 17-19 the averages of mental health diagnoses reverses, as girls 

are diagnosed at double the rate of boys, although again this is mostly due to the high 

prevalence of emoƟonal disorders (6.9% boys verse 22.4% girls) as boys are sƟll diagnosed 
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with behavioural disorder slightly more than girls (1.0% boys verse .5% girls) (Baker, 2020). 

More research is needed to understand these dispariƟes and how addiƟonal characterisƟcs, 

such as ethnicity, socioeconomic status, and migraƟon history influence mental ill-health.  

Research has also shown that refugee and migrant girls have higher stress scores and 

reported more stressful events than non-refugee and migrant children (Bean et al., 2007). 

Adolescent refugee and migrant girls have shown higher rates of depression and are at 

higher risk of suicide aƩempts (MezzanoƩe, 2022). There are a variety of variables that 

influence distress in the refugee and migrant communiƟes, gender and language are two of 

the most influenƟal, and language literacy is lower for refugee and migrant girls than it is for 

boys (Bronstein & Montgomery, 2010). All of these factors contribute to the need to 

differenƟate by gender when conducƟng research, and a need to focus on refugee and 

migrant girls’ experiences.  

3.5.3.2 The Gender Influence of SEL  

While gender influences refugee and migrant representaƟon and risks, it also 

influences interacƟons in the classroom. There are behavioural expectaƟons associated with 

gender idenƟty and these expectaƟons influence percepƟon (Herlihy, 2014). In one study on 

case officers assessing children’s asylum claims based on their sexual orientaƟon and gender 

idenƟty, the researchers found that case officers were guided by heteronormaƟve views 

when making a determinaƟon (Herlihy, 2014).  

From an early age, children are socialised as either ‘boys’ or ‘girls’. Research has shown 

that language used toward children varies based on gender, as adults tend to use more 

descripƟve words toward girls than boys (Eckert & McConnell-Ginet, 2003). Behaviours such 

as posiƟve sociality and nurturance are seen as feminine traits, and they are noƟced and 
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expected more in girls (Gaastra, 2010). The differences in expectaƟons can then translate 

into a difference in expectaƟons in the classroom. Girls’ academic aƩainment is seen as less 

valuable or necessary than boys’ academic aƩainment, and research on SEL in the classroom 

has shown that less parƟcipaƟon is expected of boys (Evans, 2015; Roorda et al., 2011; 

Sundaram, 2013). Research has found a difference in perspecƟves toward the inclusion of 

refugee boys and girls with disabiliƟes, showing how the intersecƟonality of characterisƟcs 

influences perspecƟves (Bešić et al., 2020). There are also vast gender differences in the 

socialisaƟon of emoƟons (Hamilton & Roberts, 2017; O'Conner et al., 2017b). This directly 

relates to SEL instrucƟon, if a teacher requires more emoƟonal regulaƟon and higher social 

skills from one group of students, this requirement will dictate reinforcement strategies and 

instrucƟon.  

There is an acƟve debate in the research community about the influence of gender on 

SEL curriculum and techniques. Several researchers have reported differences in SEL 

curriculum and techniques effecƟveness based on student gender, but others have reported 

that these differences have only been found in a few studies and both genders are reported 

to have worse outcomes in compeƟng literature (Hallam, 2009; Hamilton & Roberts, 2017; 

O'Conner et al., 2017b; Reiss, 2013). Given this debate, one consensus is that a greater 

understanding of the differenƟal effects of gender on social and emoƟonal skills 

development is needed, which has influenced why the research presented in this thesis is 

focused on refugee and migrant girls (Hallam, 2009; Hamilton & Roberts, 2017; Low et al., 

2019; O'Conner et al., 2017b). It is important to state that while this thesis is focused on one 

gender idenƟty, there is a need for other research to focus on other gender idenƟƟes’ 

experiences as well. Research into social and emoƟonal skills learning for male, trans, and 

non-binary students should also be invesƟgated and understood more.  
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3.6 Summary 

The research presented in this chapter discussed the current state of knowledge 

regarding how primary school teachers’ perspecƟves, skills, and experiences around social 

and emoƟonal development, issues of equity, and migraƟon shape their reported pracƟce 

and responses to refugee and migrant girls. The second secƟon introduced the problem of 

rising mental ill-health in school-aged children, both in the UK and worldwide. This secƟon 

also discussed the need for more research in this area, idenƟfying that while we know that 

background and characterisƟcs impact mental health and well-being there is a lot of 

uncertainty about the needs of different subgroups and mental ill-health. The evidence 

suggests that refugee and migrant girls are a group with high-risk factors and are parƟcularly 

vulnerable to mental ill-health that could impact them for the rest of their life. There is a 

need to find out the mechanisms that impact their well-being and mental health, and by 

finding out how to support one high-risk group, we can build evidence that shows us how to 

posiƟvely change the way well-being and mental health are supported in schools for all 

students. 

SecƟon three discussed previous research on social and emoƟonal skills and learning. 

How it has been shown to be an effecƟve way to improve well-being and mental health, in 

addiƟon to supporƟng academic development. This secƟon also explained the psychological 

and behavioural signs of social and emoƟonal skills set out in the literature which informed 

the scenarios created for the survey (for more informaƟon on this see Chapter 5: ‘Methods 

and Methodology’). This secƟon also showed the evidence that supports the use of primary 

schools as a place to support social and emoƟonal skills development. Finally, this secƟon 

discussed the criƟques of social and emoƟonal skill learning and why these criƟques do not 

negate the need for more research in this area.  
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SecƟon four discussed why this research was focused on teachers’ perspecƟves, skills 

and experiences, rather than on refugee and migrant girls. This secƟon set out how teachers 

in the UK are given the responsibility for the assessment of mental ill-health and 

implementaƟon of SEL for refugee and migrant girls. This secƟon highlighted how teachers’ 

backgrounds impact their relaƟonships with students and pedagogical pracƟces, which is 

important to understand when trying to improve the well-being of refugee and migrant girls.  

The final secƟon discussed the heightened needs and risks for refugees and migrants, 

including how refugee and migrant girls are in need of addiƟonal focus. This secƟon argued 

why refugee and migrant children are both in need of intervenƟon and addiƟonal research 

into their experiences in educaƟon. This secƟon also highlighted how research on refugee 

and migrant girls is more limited than refugee and migrant boys, and how gender impacts 

social and emoƟonal learning.  

Overall the literature included in this chapter discussed the current understanding in 

research on primary school teachers’ perspecƟves, skills, and experiences around social and 

emoƟonal development, as well as the impact of issues of equity and migraƟon that shape 

their reported pracƟce and responses to refugee and migrant girls. This chapter showed a 

clear gap in knowledge that is addressed by the research presented in the following 

chapters.  

  



93 
 

Chapter 4: Equity of InstrucƟon in the Social and EmoƟonal Learning of 
Refugee and Migrant Students: A Scoping Review 

4.1 IntroducƟon 

This chapter is a systemaƟc scoping review designed to minimise potenƟal selecƟon 

bias and researcher influence when presenƟng background literature in social and emoƟonal 

learning for refugee and migrant children. This review is intended to complement the 

narraƟve literature review presented in Chapter 3 while also providing as unbiased a review 

of the literature as possible.  

This review combines three main areas of inquiry: equity in educaƟonal seƫngs, social 

and emoƟonal skills instrucƟon, and teachers' ability to support migrant children in the 

classroom. The intersecƟon between these three areas of inquiry is a new focus in research, 

with minimal evidence found in the literature (Franco, 2018; Sullivan & Simonson, 2016). It is 

an area of necessary inquiry, given the unique challenges for migrant children regarding 

equity in educaƟon and some concerning variaƟon in the effecƟveness and adaptability of 

social and emoƟonal skills learning in the classroom (Cowie & Olafsson, 2000; Durlak, 2016; 

Humphrey et al., 2010). 

As explored in Chapter 3 “Review of the Literature”, previous research has suggested 

that teachers’ understanding, training, and perspecƟves influence how curriculum and social 

and emoƟonal skills are integrated into pedagogical pracƟce (Denham et al., 2012; Dolev & 

Leshem, 2016; Zinsser et al., 2015). Research has shown that a teacher’s background and 

experiences either lead to adaptaƟon to their students' needs or lead to incongruence which 

impacts their students' ability to build posiƟve relaƟonships and communicate with them 

(Garner, 2010; Loinaz, 2019). In addiƟon, teachers do the work of adapƟng and integraƟng 

social and emoƟonal skills curriculum into the classroom; but emoƟonal development is not 
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an area of significant focus for teacher educaƟon programmes, leaving most teachers with 

minimal experience of social and emoƟonal skills or migrant needs to adapt their teaching 

pracƟces to the needs of their students (Dolev & Leshem, 2016; Loinaz, 2019). 

For migrant students, evidence suggests that a child's social and emoƟonal skills are 

related to how they integrate into their host community, including the classroom (Phillimore, 

2012; Pritchard, 2019). IntegraƟon has been linked to mental health and economic success 

long-term for migrant populaƟons, making this a populaƟon where early social and 

emoƟonal skills development could lead to long-term resiliency and lifelong gains (Ager & 

Strang, 2008; Fox et al., 2020; Strang & Ager, 2010). Therefore, it is vital to understand how a 

teacher's pedagogical pracƟces around social and emoƟonal skills are influenced by the type 

of children in their classroom, parƟcularly recently migrated students.  

Given the minimal past evidence and unique focus in the current project on the 

intersecƟon between equity in educaƟon, social and emoƟonal skills development, and 

teachers’ ability to support migrant students, this review will be a systemaƟc scoping review. 

Scoping reviews are designed to be used in areas of emerging evidence, to map an overview 

of the literature available, to establish gaps in knowledge, and are parƟcularly useful when a 

subject involves the intersecƟon between several established topic areas (Peters et al., 

2015). For this reason, a scoping review was the best fit to allow for a breadth of inclusion 

and develop an understanding of previous evidence in this area and current gaps in the 

knowledge. 

4.2 Research QuesƟons 

This scoping review is designed to answer this research quesƟon:  
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1. What is the current evidence regarding how teachers’ percepƟons, values, and 

skills relate to how they teach social and emoƟonal skills to students with a 

recent migraƟon history?  

Further, is seeks to answer these objecƟves: 

1. What does the current literature say about teachers’ percepƟons of students with a 

recent migraƟon history? 

2. What does the current literature say about teachers’ skills and values in relaƟon to 

teaching social and emoƟonal skills to students with a recent migraƟon history?  

3. What type of literature is available for this topic area?  

4. What lessons can be drawn from the current literature regarding the interacƟon 

between a teacher's responsiveness to migrant students’ needs when they teach 

social and emoƟonal skills? 

4.3 Methods 

CollecƟng the data for this systemaƟc scoping review was conducted using four steps: 

(1) a pilot literature search to establish keywords, searching strategy, and inclusion criteria; 

(2) a literature search with keywords; (3) screening and selecƟon of studies that match 

inclusion criteria; and (4) extracƟng of informaƟon and mapping of themes found in chosen 

studies. 

4.3.1 Protocol and registraƟon 

The review protocol has been registered in the PROSPERO database under DOI: 

10.17605/OSF.IO/RW4B7. This review complies with the Preferred ReporƟng Items for 

SystemaƟc Reviews and Meta-Analysis (PRISMA) guidelines (Moher et al., 2009). 

4.3.2 Literature Search 
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The topic addressed in this review is an intersecƟon of several academic areas; this 

mulƟdisciplinarity meant that the terms used would need to be as inclusive as possible to 

allow for the potenƟal inclusion of literature from all these areas of scholarship. A pilot 

search was conducted in a non-systemaƟc fashion to idenƟfy the types of keywords used 

and databases best to search in. Two arƟcles were examined during this pilot search, and a 

list of their keywords was noted; these arƟcles were: (Bennouna, 2019; Pritchard, 2019). 

AddiƟonal keywords were added aŌer reviewing addiƟonal literature through database 

searching. 

Following the pilot search, the PRISMA (Preferred ReporƟng Items for SystemaƟc 

Reviews and Meta-Analysis) Extension for Scoping Reviews (PRISMA-ScR) was used to design 

and inform the parameters of this systemaƟc scoping review (Tricco AC et al., 2018). The 

parameters chosen for this review were designed to allow for the most inclusive search 

results possible. There were three keyword levels; all were used simultaneously (except 

where otherwise noted) and in the same order in all databases. Keywords used and levels 

are summarised in Figure 1. 

An effort was made to standardise keywords and search using them in the same order 

in all databases with minimal variaƟon. There was no restricƟon of results based on arƟcle 

criteria, such as publicaƟon date, study design, country of origin, or language. Some 

variaƟon did occur however; in ProQuest searching by phrases was not possible, so every 

word used in a phrase was treated as a key term. Using the standardised keywords led to 

over 300,000 results. Searching in this database was refined by looking for key terms only in 

the arƟcles' abstract, rather than full text. In addiƟon, in Google Scholar, the search bar 

limited the number of key terms used at one Ɵme. To accommodate this limitaƟon, each key 

term level was split into two, and eight different searches were conducted to allow for all 
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potenƟal combinaƟons of the key terms. The iniƟal literature search was conducted in 

January 2021 and an updated search was undertaken in February 2023.  

In total, these searches yielded 1983 results. These were screened for duplicaƟon, and 

110 were excluded, leaving a total of 1873 to be screened for inclusion.  

Figure 1 

Keywords used 

 

4.3.3 Inclusion and Exclusion Criteria  

The inclusion criteria were designed to allow for the results to answer the research 

quesƟons and objecƟves, for all inclusion and exclusion criteria see Table 1. Criterion one is 

to allow the full text to be read and analysed. Criterion two covered the common words 

Level 1:

Refugee or
Migrant or
Asylum seeker or
Unaccompanied minor or
(unaccompanied and linguistically adaptive minor)

Level 2:

Teacher or
Educator or
Instructor or
Teacher beliefs or
Instructional models or
Teacher Attitude or
Teaching Methods

Level 3:

Social emotional learning or
SEL or
Social emotional development or
(social and emotional learning) or
Wellbeing or well-being or
Emotional intelligence or
EQ or
(social and emotional)
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used to describe displaced populaƟons. While this review chooses to align with the UNHCR 

and define this populaƟon by the terms refugees and migrants, other terms also apply to 

this populaƟon, such as asylum seekers or unaccompanied minors.  

Inclusion Criteria Exclusion Criteria 

1. Full text in English 1. Paper proposals and abstracts with no 
full text in English. 

2. Migrant, refugee, asylum seeker, or 
unaccompanied minor 

2. No menƟon of migraƟon in the student 
populaƟon. 

3. Teacher skills, teacher influence, teacher 
pedagogical pracƟces, teacher 
percepƟons, teacher values, teacher bias, 
teacher opinion, teacher belief 

3. There is no menƟon of teachers, skills, 
influence, pedagogical pracƟces, 
percepƟons, values, bias, or related 
concepts. 

4. Under 16-year-old ‘students’ (aged 3-15) 4. Adults or over 16-year-old ‘students’. 

5. Social emoƟonal learning or SEL or Social 
emoƟonal development or well-being or 
well-being or emoƟonal intelligence or EQ 
or SE learning or any concept related to 
the acquisiƟon of SE skills 

5. No menƟon of social or emoƟonal skills 
acquisiƟon or development. 

Criterion three covers the focus on teacher percepƟons and opinions. By being 

inclusive in the use of terminology, more literature can be included in the review. Criterion 

four limits the age based on the United Kingdom's primary and secondary school age range. 

It was essenƟal to exclude studies on adults, as the focus is on childhood social and 

emoƟonal skills development.  

Criterion five of the inclusion criteria aƩempts to include various terminology used in 

the literature for social and emoƟonal skills development while excluding studies that focus 

solely on academic development or another facet of development.  

The exclusion criteria were designed to support the inclusion criteria and refine what 

the two reviewers examined when including and excluding literature. Exclusion criterion one 

Table 1 
Inclusion and Exclusion Criteria 
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is designed to exclude any documents that do not include results. As this is a scoping review, 

the literature included does not need to be empirical or have a parƟcular design. However, 

proposals and abstracts with no full text cannot be included as they contain no results to 

analyse. Criteria two and three are designed to reflect inclusion criteria two and three, 

excluding literature that does not fit the research quesƟon. Criterion four is to refine the 

word “student”, which can oŌen be found in literature done on college or university 

students. This type of literature is not included due to the age range focused on in this 

review. Criterion five reflects inclusion criterion five, to exclude research done on academic 

skills or behaviour, without the menƟon of social and emoƟonal skills development. 

Criterion six was added due to a large number of literature focused on refugee and migrant 

health, health outcomes, risk factors, or diagnosis. While this literature shows concerning 

trends for this populaƟon, this is not the focus of this review. Research that focuses on 

mental health outcomes for refugees and migrants is also abundant and has been examined 

in previous reviews (Blackmore et al., 2020; Fazel et al., 2005); it was necessary then to 

exclude them from this review.  

4.4 Results  

IniƟal database searching yielded 1983 and updated searching yielded 352 journal 

arƟcles, book chapters, audio/video recordings, and dissertaƟons/theses (for a total of 

2,335). These were screened for duplicaƟon, and 228 were excluded, leaving a total of 2108 

to be screened for inclusion. The Ɵtles and abstracts were examined by the two independent 

reviewers using Rayyan soŌware (Mourad Ouzzani et al. 2016). There were 47 conflicts, each 

was discussed, and then a consensus was reached. Interrater reliability was 98% agreement 

and 2% conflict. Seventeen arƟcles were chosen for full-text review. For a breakdown of 

exclusion reasons and percentages during the abstract and Ɵtle review, see Table 2.  
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Full-text review was similarly done with two independent reviewers; there were no 

conflicts, and interrater reliability was 100%. Ten arƟcles were chosen for inclusion based on 

inclusion and exclusion criteria. See Figure 2 for the PRISMA diagram of the review process.  

4.4.1 Literature Coding and Data ExtracƟon 

Extracted data was first based on literature characterisƟcs; author(s), date of 

publicaƟon, Ɵtle, country of research, type of literature, empirical (y/n), research quesƟon, 

research design, sampling method used, instrument(s) or method(s) used, sample, 

educaƟon level sampled, teacher characterisƟcs (if reported), Ɵme teaching (if reported), 

refugee/migraƟon term and definiƟon, SEL definiƟon/term, analysis approach, results 

summary, and children’s country of origin percentages. This list evolved as the full text was 

reviewed and data extracted. Childrens’ country of origin was added to allow for comparison 

between research locaƟons and to evaluate whether this was a universally reported 

characterisƟc or not.  

Table 2 
Exclusion Based on Abstract and Title, Reasons and Percentages  

Number and 
Percentage: 

Reason: Exclusion/Inclusion Criteria Met 
or Not Met.  

1822 (86.4%) Out of Scope Did not meet any or most of the 
inclusion/exclusion criteria 

144 (6.8%) Literature did not cover social or 
emoƟonal skills 

Inclusion criteria: 5 
Exclusion criteria: 5 

60 (2.8%) Literature not having a teacher or 
teaching focus 

Inclusion criteria: 3 
Exclusion criteria: 3 

60 (2.8%) No menƟon or focus on MigraƟon, 
Refugees, or Migrants 

Inclusion criteria: 2 
Exclusion criteria: 2 

5 (.2%) Published in a Foreign Language Inclusion criteria: 1 
Exclusion criteria: 1 
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4.4.2 Literature CharacterisƟcs 

The included literatures’ characterisƟcs are summarised in Table 3. While there was a 

wide range in date of publicaƟon, from 1975 to 2022, most of the literature was published in 

the last 10 years (n=8, 80%), 60% (n=6) were published in the last five years. This distribuƟon 

shows the increased focus on research on the well-being and social-emoƟonal development 

Figure 2.  
PRISMA flow diagram of review process 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
From:  Moher D, Liberati A, Tetzlaff J, Altman DG, The PRISMA Group (2009). Preferred Reporting Items for Systematic Reviews and 

Meta-Analyses: The PRISMA Statement. PLoS Med 6(7): e1000097. doi:10.1371/journal.pmed1000097 
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of refugees and migrants. 50% (n=5) were conducted in the United States, the rest focused 

on Scandinavian countries (Norway, Denmark, Sweden) and the United Kingdom. While the 

type of literature varied between grey literature and published arƟcles, the majority was the 

laƩer (60%).  

Date 

 1975 1 

 2007 1 

 2013 1 

 2014 1 

 2018 1 

 2019 2 

 2020 2 

 2022 1 

Country 

 Norway 1 

 UK (Wales) 2 

 Denmark & Sweden 1 

 Sweden 1 

 USA 5 

Literature Type 

 Book Chapter 1 

 PhD DissertaƟon 1 

 Paper PresentaƟon 1 

 Report 1 

 Journal ArƟcle 6 

Empirical (Y/N) 

 Yes 100% 

Method used (some used mulƟple) 

 Teacher/Staff Interviews 9 

 Document Analysis 4 

 QuesƟonnaires/Survey 3 

 ObservaƟon 3 

 Parent/Student Interviews 2 

Table 3 
Study CharacterisƟcs 
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Teacher Sample Size 

 Adams, 2007 (Survey/Interviews) 112/25 

 Bailey-Jones, 2018 (Interviews) 6 

 Cho et al., 2019 (Interviews) 6 

 Ekstrand, 1975 (QuesƟonnaire) Not Reported 

 Fishman et al., 2014 (Interviews)  12 

 Hamilton, 2013, (Interviews) 47 

 Mock-Muñoz de Luna et al., 2020 (Interviews) 14 

 Newcomer et al., 2020 (Interviews) 2 

 Norozi, 2019 (Interviews) 1 

 PrenƟce, C. 2022 (Interviews) 17 

School Level Sampled (some collected from more than one level) 

 Early Years 2 

 Elementary/Primary 8 

 Comprehensive School 1 

 Lower Secondary 1 

 Secondary 1 
 

All literature included was empirically based, although the methods varied. Interviews 

were the most common method used by 90% (n=9) of the literature. Of those that used 

interviews, only 20% (n=2) used parent and/or student interviews. The other methods used 

were relaƟvely evenly distributed; 40% (n=4) used document analysis, 30% (n=3) used 

quesƟonnaires or surveys, and 40% (n=4) used observaƟon. Documents analysed were 

educaƟonal policies, public documents, governmental documents, field notes, school 

curricula, or student work. 70% (n=7) used two or more methods, 30% (n=3) used three or 

more methods, and 10% (n=1) used four or more methods.  

Sample sizes varied depending on the methods chosen, although most were small. The 

two who used surveys or quesƟonnaires had larger sample sizes than those for interviews, 

which is expected. The average interview sample size was 15.8. One arƟcle reported only the 
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number of teacher quesƟonnaire responses about students’ backgrounds and academic 

progress they received and did not report the number of teachers surveyed (Ekstrand 1975).  

The school levels represented were uneven, although this varied based on country of 

origin. 80% (n=8) focused on elementary or primary school teachers, although 11% (n=1) of 

those focused on Swedish comprehensive schools, including primary and secondary school 

levels. 10% (n=1) included lower secondary teachers, 10% (n=1) included secondary school 

teachers, and 20% (n=2) included or focused on early years educaƟon teachers.  

4.4.3 Teacher CharacterisƟcs  

 The gender and ethnicity of teachers were not reported by all literature included, only 

40% (n=4) reported gender, and 30% (n=3) reported educator ethnicity. Of those that did, 

86% of educators sampled were female, and 14% were male. Ethnicity was reported 

differently, as the categories used vary based on the country of research origin; the majority 

of educators sampled were reported as Caucasian or White 76% (n=91). No other ethnicity 

had overlap in the literature, so a comparison was not possible. All teachers’ characterisƟcs 

collected are summarised in Table 4. 

Gender of Teacher (44% reported) 

 Bailey-Jones, 2018  

   Male 1 (16%) 

   Female 5 (83%) 

 Cho et al., 2019  

   Female 6 (100%) 

 Mock-Muñoz de Luna et al., 2020  

   Male 3 (21%) 

   Female 11 (79%) 

 Newcomer et al., 2020  

   Female 2 (100%) 

Table 4  
Teacher CharacterisƟcs Reported 
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Ethnicity of Teachers (33% reported) 

 Adams & Shambleau, 2007  

   African American 7 (6%) 

   Arab American 14 (13%) 

   Asian Pacific Islander 2 (2%) 

   Caucasian 84 (77%) 

   NaƟve American 1 (1%) 

   Bi-Racial 1 (1%) 

 Cho et al., 2019  

   White 6 (100%) 

 Newcomer et al., 2020  

   White 1 (50%) 

   LaƟna 1 (50%) 

4.4.4 Refugee and Migrant Terminology 

One aspect of this review was examining the language used to describe refugee and 

migrant students, both terminology and definiƟons. The two most common terms used were 

“Refugee” and “Migrant”, which were present in 44% and 33% of the literature, respecƟvely. 

“Refugee” alone as the term to describe students was present in 2 (22%) of studies included 

in this review, with both ciƟng their definiƟon is based on the one used by the UNHCR. The 

UNHCR’s definiƟon is based on the legal definiƟon set in the "ConvenƟon and Protocol 

RelaƟng to the Status of Refugees"  (1951a): 

 “…owing to well-founded fear of being persecuted for reasons of race, religion, 

naƟonality, membership of a parƟcular social group or poliƟcal opinion, is outside the 

country of his naƟonality and is unable or, owing to such fear, is unwilling to avail 

himself of the protecƟon of that country; or who, not having a naƟonality and being 

outside the country of his former habitual residence as a result of such events, is 

unable or, owing to such fear, is unwilling to return to it.” (p. 14) 
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This definiƟon is set by the legal language of the convenƟon and agreed on by the 

signatory countries. While the term “migrant” also has a legal definiƟon, none of the 

included studies used the legal definiƟon; and only one defining the use of the term, staƟng 

“the children and families of migrant and seasonal workers” (Fishman et al., 2014, pp. es-1). 

The other studies either used the term “migrant” without definiƟon or one (11%) used 

“"newly arrived migrant and refugee" (NAMR)’, staƟng that it was chosen because it is used 

by InternaƟonal OrganizaƟon for MigraƟon (IOM) and the World Health OrganizaƟon (WHO) 

(Mock-Muñoz de Luna et al., 2020). This study was the only one included that used both 

“refugee” and “migrant”, although the lack of definiƟons provided in most texts may mean 

that other samples included both refugee and migrant students.  

Other terminology used; “Newly Arrived Student (NAC) (Adams & Shambleau, 2007, 

Para. 2), “Immigrant pupils” (Ekstrand, 1975, Abstract), “refugee background students” 

(Newcomer et al., 2020, p. 1), ‘newly arrived minority language pupils (NAMLPs)’ (Norozi, 

2019, para. 1), and ‘UASC’ (Unaccompanied Asylum-seeking child) (PrenƟce, 2022, p. 1129). 

4.4.5 Social and EmoƟonal Terminology and DefiniƟon 

There was no overlap in terminology used to describe social and emoƟonal 

development. The terminology used; “Social Competence” (Adams & Shambleau, 2007, 

para. 4), “HolisƟc approach for educaƟon and welfare” (Bailey-Jones, 2018, p. 17), “the five 

domains of SEL [from CASEL]” (Cho et al., 2019, para. 7), “Social and emoƟonal adjustment” 

(Ekstrand, 1975, Abstract), "social and emoƟonal skills" (Fishman et al., 2014, Abstract), 

"social and emoƟonal well-being" (Hamilton, 2013, Abstract), "Well-being” (Mock-Muñoz de 

Luna et al., 2020),“socioemoƟonal well-being” (Newcomer et al., 2020, p. 2), “mental well-

being” (Norozi, 2019, para. 6), and “social-emoƟonal well-being” (PrenƟce, 2022, p. 1127). 
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Despite each study using a unique term, only 5 (50%) defined the term used. Unlike 

refugee or migrant, social and emoƟonal skills terminology does not have a legal definiƟon. 

There have been some aƩempts to standardise the language used and what behaviours and 

skills it refers to, such as CASEL’s 2017 guidebook, but there is sƟll a lot of variaƟon based on 

researcher perspecƟve and research design.  

 4.4.6 Key Themes 

ThemaƟc analysis was used to extract key themes related to the research quesƟons 

and aims of this review. These themes were then grouped and refined to show trends and 

comparison between the included literature. Two main categories of themes emerged: (1) 

teaching pracƟces and teacher behaviours used as a response to refugee and migrant 

students’ social-emoƟonal needs (Summarised in Figure 3) and (2) recommendaƟons to 

improve refugee and migrant students social-emoƟonal skill development (Summarised in 

Figure 4).  

     Figure 3: What the Literature Reports Teachers' Are Doing to be Responsive to Students’ 

Social-EmoƟonal Needs’ (page 107) is broken into five sub-themes, with each having sub-

headings to show the language used or specific theme found in the literature. The most 

commonly reported sub-theme in eight (80%) texts was teachers valuing social-emoƟonal 

skills for refugee and migrant students. Two texts did not menƟon teachers expressing a high 

value on the social-emoƟonal skills for refugee and migrant students (Adams & Shambleau, 

2007; Ekstrand, 1975). 

The second sub-theme is building a supporƟve classroom, with six (60%) of texts 

menƟoning teachers working to build a supporƟve classroom environment to support 

refugee and migrant social-emoƟonal needs. Within these texts, there was variaƟon in the 

language used, four (40%) texts menƟoned the words ‘safe and supporƟve classroom’, three 
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Figure 3 
What Teachers' Are Doing to be Responsive to Students Social-EmoƟonal Needs  

 



109 
 

(30%) menƟoned ‘welcoming environment’, and three (30%) menƟoned engaging in 

conversaƟons beyond academics as a way to support creaƟng a supporƟve classroom 

environment. Overall, this shows a trend toward creaƟng a classroom that feels supporƟve 

for refugee and migrant students, with some variaƟon in how it was discussed and created 

by teachers.  

The third sub-theme is teacher behaviour and presentaƟon, which was menƟoned in 

six (60%) texts. Each text used different language, but this was summarised as the expression 

of compassion, posiƟve encouragement, and mindfulness on the teachers’ part regarding 

their demeanour. One standout word used in three (30%) texts was the importance of 

‘paƟence’ when teaching refugee and migrant students.  

The fourth sub-theme is the teaching pracƟces used; this refers to teachers explicitly 

staƟng they used or adapted their teaching pracƟces based on the students’ refugee or 

migrant status and is menƟoned in six (60%) of texts. Within this sub-theme, there are two 

subheadings of note, teachers menƟoning the need to have ‘flexibility and adaptability’ in 

two (20%) and teachers menƟoning providing ‘support for individualised needs’ in four 

(40%).  

The final sub-theme is how the teachers view the students’ cultural backgrounds 

which were menƟoned in seven (70%) of texts. This sub-theme describes the different ways 

that teachers discuss or refer to adapƟng to refugee and migrant students’ backgrounds and 

characterisƟcs. Whether they use language that implies that their adaptaƟon to the 

students’ migraƟon history and background is posiƟve in the classroom, six (85%) or if they 

used language that implies that students’ background and history are negaƟve, two (28%). It 

should be noted that one text reported both negaƟve and posiƟve language and three texts 
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did not have any discussion of teachers’ views of student’s background (Adams & 

Shambleau, 2007; Ekstrand, 1975; Norozi, 2019). 

‘Figure 4: RecommendaƟons from the Literature to Improve Students Social-EmoƟonal 

Skills’ (page 110) has five sub-themes, each with subheadings. The first sub-theme is teacher 

training which is menƟoned in nine (90%) of texts; five (55%) menƟon that teachers training 

is lacking and more would be beneficial; five (55%) menƟon that they found that teacher 

training and coaching is helpful for refugee and migrant student social-emoƟonal needs. 

Sub-theme two is the use of transiƟon aids, such as a support person or special 

technics, to support refugee and migrant students. Eight (80%) of texts menƟon the 

usefulness of offering different aids to support student transiƟon into a host country 

classroom. Seven (70%) of texts then menƟon the use of a student ‘buddy’ or ‘buddies’, 

other students from the host country to act as support and offer help to the refugee or 

migrant student. While this was menƟoned as already being done by teachers in these six 

texts, it is included as a recommendaƟon because it was seen as very effecƟve at supporƟng 

the social-emoƟonal needs of refugee and migrant students and recommended highly. Four 

(40%) of texts reported that language support is helpful as a tool along with other supports. 

Three (30%) menƟoned that the use of a ‘whole-school approach’ (such as including 

teaching staff in curriculum adaptaƟon rather than the headteacher making all decisions 

without teaching staff involvement) helped support refugee and migrant students' social-

emoƟonal skills. Finally, two (20%) texts menƟoned that one way to support students' social-

emoƟonal needs was to deal proacƟvely with the traumaƟc experiences they may have gone 

through.  

     Sub-theme three is that including families or parents in the classroom or school 

community would help support refugee and migrant students’ social-emoƟonal needs. This 
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Figure 4 
RecommendaƟons from the Literature to Improve Students Social-EmoƟonal Skills  
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recommendaƟon was menƟoned in seven (70%) texts, showing a trend of teachers viewing 

the inclusion of families or parents in the school as useful. Depending on refugee or migrant 

families’ background, language could be a limitaƟon that prevents teachers from engaging 

with parents or families, but it was highlighted that the whole family are refugees or 

migrants, and any community involvement is posiƟve for the family and student.  

Sub-theme four is the referral to mental health or counselling professionals. Four 

(40%) of texts recommended referrals to external mental health professionals or use of in-

school mental health staff. This sub-theme links well with the suggesƟon from one text that 

dealing proacƟvely with trauma is essenƟal. It also shows the recommendaƟon from 

teaching staff to seek outside support and help determine the social-emoƟonal needs of 

refugee and migrant students.  

The final sub-theme is two addiƟonal recommendaƟons that did not fit into any other 

sub-theme but seemed relevant to this scoping review's research quesƟon and aims. One 

(10%) text reported that program (or curriculum) duraƟon was related to successful social-

emoƟonal skill development for refugee or migrant students. The longer the program or use 

of curriculum with students, the beƩer the outcomes seen. The second recommendaƟon is 

the need for more funding from one (10%) text. This recommendaƟon can be linked with 

several others, such as program duraƟon and teacher training. While limitaƟons due to 

funding were not universally menƟoned, it matches themes that are.  

4.4.7 Student’s Country of Origin 

A final characterisƟc collected was the reported country of origin for students in the 

classrooms or schools of the educators sampled. 50% (n=5) studies reported students’ 

country of origin; of those that didn’t, 30% (n=3) reported general area of origin. Such as; ‘36 
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naƟonaliƟes’ (Ekstrand, 1975, p. 1) or ‘Most of the pupils in her class are poliƟcal refugees 

from Iraq, Syria, Eritrea, Afghanistan and Somalia. Some come from Poland and Ukraine with 

working migrant parents.’ (Norozi, 2019, p. 113). Of the 50% (n=5) that did report students’ 

country of origin, there was no consistency around how it was reported. One study reported 

geographic origin by conƟnent such as ‘Central America’ or ‘Eastern Asia’ (Adams & 

Shambleau, 2007), another reported ethnicity at schools in the district, but not in the 

schools sampled (Bailey-Jones, 2018), two reported country of origin but no percentages or 

numbers of students from each (Hamilton, 2013; Newcomer et al., 2020), and finally one 

reported the number of students and a list of countries but the list was incomplete 

‘Somalian, Nepalese, Puerto Rican, etc.’ (Cho et al., 2019, p. 45). 

4.5 Discussion 

This review’s goal was to combine three areas of academic inquiry: equity in 

educaƟonal seƫngs, social-emoƟonal skills instrucƟon, and teachers’ ability to support 

refugee and migrant students in the classroom. This review sought to collect and examine 

current evidence related to how primary school teachers’ percepƟons of students, their 

values, and their social-emoƟonal instrucƟon skills relate to how they teach social-emoƟonal 

skills to students with a recent migraƟon history. AddiƟonally, this review sought to 

understand what lessons could be drawn from the literature regarding the interacƟon 

between a teacher's responsiveness to refugee and migrant students’ needs when they 

teach social-emoƟonal skills; teachers’ percepƟons of students with a recent migraƟon 

history; teachers’ skills and values concerning teaching social-emoƟonal skills to students 

with a recent migraƟon history; and the types of literature found in this area.  

The results from this review show the limited literature available in this topic area. A 

scoping review’s search approach is broad to allow for more inclusion of different literature 
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types and a general overview of the literature in an emerging area of inquiry. The low 

number of results (2,335 iniƟally) with only 17 chosen for full-text review is small for a 

scoping review. The final sample size of 10 is uncommon and therefore illustrates the gap in 

knowledge in this area of inquiry.  

4.5.1 Teachers’ Responsiveness to Refugee and Migrant Students’ Needs when they Teach 

Social-EmoƟonal Skills 

Despite the small sample size, the results of this review do show some significant 

trends. The main one is that most educators and teachers sampled in the included literature 

reported valuing social-emoƟonal skills development in their refugee and migrant students. 

80% of texts reported that educators’ and teachers’ viewed social-emoƟonal skills as highly 

important to their refugee and migrant students’ success. This result illustrates educator 

support for social-emoƟonal learning curriculum and instrucƟon. 

There was also a trend toward educators viewing their adaptaƟon to the needs of the 

refugee and migrant children not as a deficit but rather as a posiƟve. This result helps 

reinforce the argument for the use of school-based intervenƟons to address well-being and 

mental health through the development of social-emoƟonal skills, that teachers can and are 

posiƟve toward adapƟng their teaching style to their students’ needs and background. Past 

research has suggested that a teacher’s ability to adapt to their student’s needs and 

background is posiƟve for the relaƟonship and classroom (Garner, 2010; Loinaz, 2019). There 

was an overall trend in the texts of teachers being adapƟve and flexible in their methods and 

pracƟces with refugee and migrant students, emphasising how teachers are finding ways to 

meet the unique needs of the refugee and student populaƟons. 
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The literature also detailed how teachers support student integraƟon into the 

classroom and school community. Use of ‘buddy(ies)’ (students from the host school to act 

as a guide); focusing on the classroom environment; and engaging in conversaƟons outside 

of academics; are all ways that the literature reported teachers endeavour to support 

student integraƟon and adjustment. This welcoming environment is a fundamental way of 

supporƟng social-emoƟonal skills development since refugee and migrant integraƟon into 

host communiƟes has been linked to social-emoƟonal development and well-being 

(Phillimore, 2012; Pritchard, 2019). 

Overall, the literature in this review reported that teachers and educators are highly 

responsive and put considerable thought into how to support the social-emoƟonal skills 

development of their refugee and migrant students in their classrooms.  

4.5.2 Teachers’ PercepƟons of Students with a Recent MigraƟon History 

Teachers’ percepƟons are a part of this review because past research suggests that the 

efficacy of social-emoƟonal skills intervenƟons vary based on teachers’ percepƟons (Bowles 

et al., 2017; Collie et al., 2011; Rimm-Kaufman & Hulleman, 2015). There are also valid 

concerns regarding how teacher and student background, such as ethnicity, impact social-

emoƟonal learning, parƟcularly when there is cross-cultural teaching (Emery, 2016; 

Wigelsworth et al., 2012). Since the literature included in this review is educator-focused, 

student social-emoƟonal skills are not assessed directly, but teachers did report and 

researchers interpreted their percepƟons of students. Of the seven texts that reported 

teacher percepƟons of students’ backgrounds, 86% reported that teachers used language 

that implies that students’ backgrounds and their adaptaƟon to them were a posiƟve 

experience. While teachers noted student deficits in their language skills and their 
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understanding of social norms in their new environment which hindered emoƟonal 

expression and socialising, teachers generally reported that these factors could be worked 

on with appropriate support and Ɵme. 

In contrast, 28% of texts did report that teachers used language to imply that students 

were highly deficient in skills related to social-emoƟonal and were likely to struggle because 

of this. The language reported by one text discussed how teachers reported wanƟng to focus 

only on academics in school, that they did not invite - and acƟvely discouraged - their 

refugee and migrant students from discussing topics outside of academics. This language 

suggests some potenƟal cultural incongruence between teacher and students, which could 

impact the student’s ability to build posiƟve relaƟonships with the teacher or feel 

comfortable communicaƟng. This potenƟal cultural incongruence has previously been 

connected to the teachers’ characterisƟcs (such as ethnicity or gender) and experiences, 

leading to a less welcoming or supporƟve classroom environment, and hindering social-

emoƟonal skills development (Garner, 2010; Loinaz, 2019). 

4.5.3 Teachers’ Skills and Values in RelaƟon to Teaching Social-EmoƟonal Skills 

The results show various skills teachers and educators employ to support refugee and 

migrant students' social-emoƟonal skills development. Teachers’ discussion of creaƟng a 

supporƟve and welcoming classroom through individualised support and transiƟon aids, 

such as assigning another student to act as a guide, shows thoughƞulness in supporƟng their 

refugee and migrant students’ social-emoƟonal skills development. 

One consistent result from 90% of the literature is a lack of teacher training and the 

recommendaƟon that more support and training would be helpful. One text noted that the 

teachers interviewed were specially trained to work with refugees and migrants and that 
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teachers outside this school would struggle without the level of training these teachers had 

(PrenƟce, 2022). Another text, a report from Head Start in the United States, discussed 

offering training, weekly coaching, and ongoing technical assistance to teachers around the 

social-emoƟonal skills curriculum for refugee and migrant children, and yet they sƟll felt 

more would have been helpful (Fishman et al., 2014). Most other texts noted that the 

teachers or educators sampled did not receive training on social-emoƟonal learning or the 

needs of refugees and migrants. This finding aligns with previous research that has discussed 

the minimal experience teachers have regarding social-emoƟonal skills and teaching 

refugees and migrants, yet they are expected to provide support and adapt their teaching to 

meet these students’ needs (Dolev & Leshem, 2016; Loinaz, 2019). Research has also shown 

that teachers’ training and experiences influence how social-emoƟonal skills are integrated 

into pedagogical pracƟce, so providing teacher training in social-emoƟonal learning, as well 

as in the needs of refugee and migrant students, is supported by the results of this review 

(Denham et al., 2012; Dolev & Leshem, 2016; Zinsser et al., 2015). 

4.5.4 Type of Literature Available for this Topic Area 

One aspect of a scoping review is the inclusion of various types of literature and texts, 

including unpublished ones, to get a broad sense of all research and wriƟng on a parƟcular 

topic. As previously noted, the search for this review leads to a low number of results, and 

screening based on inclusion and exclusion criteria lead to a small final sample size. The 

sample size suggests limitaƟons in the available evidence regarding the social-emoƟonal 

skills development of refugee and migrant students. It also suggests a lack of 

mulƟdisciplinary research, despite literature suggesƟng that certain students are at 

heightened risk and the potenƟal usefulness of cross-discipline inquiry. Of the final sample, 
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there were six journal arƟcles, one book chapter, one PhD dissertaƟon, one paper presented 

at a conference, and one report. Journal arƟcles were the most well-represented at 60% of 

the included texts. 70% of the texts were peer-reviewed.  

AddiƟonally, while all texts were empirical, only eight were published. Two, the PhD 

dissertaƟon and the conference paper, were not published. These results illustrate a clear 

gap in knowledge regarding how teachers’ percepƟons, values, and skills relate to how they 

teach social-emoƟonal skills to refugee and migrant students.  

4.6 LimitaƟons 

Scoping reviews are designed to map the available research in a given area of inquiry. 

While they use some systemaƟc searching techniques, they are less restricƟve than a regular 

systemaƟc review to allow for a greater breadth of search and inclusion. This scoping review 

was limited by the restricƟons of a systemaƟc scoping review, such as the use of search 

terminology and the Ɵme period the search took place. As for search terminology, the 

terminology chosen was based upon previous research in these areas key terms and pilot 

search conducted using (Bennouna, 2019; Pritchard, 2019). Terminology not included, such 

as language around ethnicity or race, are not commonly found in the terminology for 

refugees and migrants. It was also shown through the results of this scoping review that 

there is a lack of reporƟng done on refugee and migrant children’s ethnicity and race, rather 

they are referred to by country of origin or the more generic terms of ‘refugee’ and 

‘migrant’.  

Another limitaƟon was that inclusion criteria needed to be restricted by language it 

was wriƩen in. Researcher only reads English fluently and for that reason literature 

published or wriƩen in a language other than English was excluded. Had these limitaƟons 
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been overcome it is possible the results would have been enhanced and sample increased. 

This is a consideraƟon to take into future research.  

4.7 Conclusion and ImplicaƟons for Future Research 

This systemaƟc scoping review sought to examine a topic that is the intersecƟon of 

several disciplines of academic inquiry. Namely, how primary school teachers’ percepƟons of 

students, their values, and their social-emoƟonal instrucƟon skills relate to how they teach 

social-emoƟonal skills to students with a recent migraƟon history; this review found that 

there is limited research in this topic area and less that is peer-reviewed and published. The 

limited results show a clear gap in the field that needs addressing. This review also found 

that teachers and educators report understanding the value of social-emoƟonal skills for 

refugee and migrant students and that they must adapt their classroom and instrucƟon to 

meet these students’ needs. Throughout the literature, it was universal that teachers feel 

they have liƩle to no training on social-emoƟonal skills or refugees and migrant students, 

leaving them with limited knowledge of how to adapt and support these students in the 

classroom. This result needs the most aƩenƟon, as all the literature included in this review 

recommended more teacher training and support. More research is needed to understand 

the needs of teachers when they teach social-emoƟonal skills to refugee and migrant 

students, parƟcularly geographically specific research since educaƟonal systems vary. 

More research is also needed on cross-cultural social-emoƟonal skills instrucƟon. 

Research shows that teachers from different geographic and ethnic backgrounds as their 

students are not as successful at supporƟng their students' social-emoƟonal skills 

development (Loinaz, 2019). More research in this area would be useful to understand the 

characterisƟc drivers and potenƟal factors that influence this phenomenon. One interesƟng 

finding in this review is the minimal informaƟon reported regarding students’ country of 
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origin and characterisƟcs. Most researchers did not report student characterisƟcs, and some 

did not report teacher characterisƟcs. Since past research has shown that cultural 

incongruence in a classroom has a negaƟve impact on relaƟonships and communicaƟon, it is 

important to understand more about how differences in background and experience will 

impact social-emoƟonal skill development for refugee and migrant students (Garner, 2010; 

Loinaz, 2019). Without a clear understanding of both student and teacher backgrounds and 

characterisƟcs, it is impossible to invesƟgate how these factors interact with each other. The 

lack of consistency and standardisaƟon in reporƟng makes large-scale cross research analysis 

or meta-analysis impossible. One recommendaƟon from this review is that it becomes more 

standard for research published regarding the educaƟon of refugee and migrant students to 

note students’ characterisƟcs and teachers’ characterisƟcs, such as ethnicity, country of 

origin, age, Ɵme teaching, Ɵme in the host country, etc. While this may not always be 

appropriate or possible to collect, research in this area should aim to do so and note when 

unable to. 

Finally, this review recommends that research invesƟgaƟng the social-emoƟonal 

development of refugee and migrant students should also be conducted on a larger scale. 

Most of the research included in this review had small sample sizes and qualitaƟve designs. 

While the results of these studies are valuable, larger-scale studies invesƟgaƟng teacher 

percepƟons, values, and skills around the social-emoƟonal development of refugee and 

migrant students would also be helpful.  
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Chapter 5: Methods and Methodology 

5.1 IntroducƟon 

This chapter will describe the methods, tools and techniques used, and methodology, 

analysis of the procedures and techniques used, for data collecƟon during the empirical 

research presented in this thesis. This PhD’s overarching research aim is to understand how 

teachers’ perspecƟves, skills, and experiences around social and emoƟonal skills 

development, issues of equity, and migraƟon shape their pracƟces and responses to refugee 

and migrant girls. To achieve this aim this research chose to uƟlise a mulƟdisciplinary and 

exploratory approach, as further discussed in this chapter. In turn, this approach required a 

mix of data collecƟon methods, the jusƟficaƟon of which will be presented here.  

This chapter will detail the theoreƟcal posiƟonality, methodology, and data collecƟon 

methods for the research in this thesis. The research quesƟon, sub-quesƟons, aims, design, 

and theoreƟcal approach will be discussed. Each phase and data collecƟon method will be 

detailed, along with the design and recruitment strategy. The analysis strategy for each data 

set will be discussed. Finally, ethical issues will be discussed, and the ethical approval 

process will be described.  

One preliminary note about this research design that should be menƟoned here is that 

the preparaƟon, planning, and data collecƟon took place during an ongoing global 

pandemic. Design and data collecƟon methods were chosen with some consideraƟon of 

what could be done safely and with the least amount of disrupƟon to the parƟcipants’ lives. 

Recruitment and data collecƟon were conducted digitally, which was seen as the most 

effecƟve, least intrusive, and safest method. Travel and in-person recruitment were deemed 

to add risks for both researcher and parƟcipants.  
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5.2 Methodological Approach and TheoreƟcal AssumpƟons 

The research presented in this thesis was exploratory and aimed to understand 

teachers' perspecƟves on refugee and migrant girls, social and emoƟonal skills, and their 

views of issues of gender and ethnicity in the classroom; moreover, it examined teachers’ 

skills relaƟng to the social and emoƟonal skill development of refugee and migrant girls. In 

order to fully understand the ways teachers’ view and perceive refugee and migrant girls, as 

well as their skills in teaching social and emoƟonal skills, this study focuses on the 

perspecƟves of (1) all primary school teachers in England and (2) primary school teachers in 

the United Kingdom with experience teaching refugee and migrant girls. In order to fulfil the 

aims of this research, a pragmaƟc methodology guided this study with a contextualist 

perspecƟve. A mixed-methods research design was conducted, and the raƟonale for this 

approach is explained in the following secƟons.  

Exploratory social science research approaches research design with the intenƟon of 

understanding parƟcipant interpretaƟons in context rather than confirm researcher 

interpretaƟons (Cohen et al., 2017); yet, it is impossible to enƟrely separate or remove from 

the process the researcher’s influence and perspecƟve. Reflexivity requires that I 

acknowledge that the research presented in this thesis is influenced by my background, 

educaƟon, and experiences as a migrant with a young migrant child aƩending primary 

school in the UK. My idenƟƟes and background are both a strength, as they gives a unique 

perspecƟve and insight, and something to manage when conducƟng the research, as they 

could interfere with how parƟcipants respond and interact with the quesƟons and topics 

invesƟgated. AddiƟonal reflecƟons on the researcher’s background were included in Chapter 

2: ‘Context and Researcher PosiƟonality’. The potenƟal impacts on the methodology are 

covered in more detail in the following secƟons of the present chapter. 
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5.3 CriƟcal Realism and Contextualism 

Before detailing the research aims, design and methods, it is essenƟal to discuss the 

theoreƟcal underpinnings of the research presented in this thesis. InvesƟgaƟng opinions and 

perspecƟves requires understanding parƟcipants' views within the contexts that they exist. 

To achieve this, a criƟcal realist and contextualist approach guided this research 

philosophically. 

A criƟcal realist theoreƟcal approach assumes that reality is experienced and 

interpreted based on our context, such as cultural upbringing, language, and ethnicity. 

Whilst criƟcal realists view the world as having an external reality, this reality is filtered by 

how each parƟcipant views it, and this filter is different depending on parƟcipants' 

background and idenƟty (Braun & Clarke, 2013). Contextualism is a similar theoreƟcal 

approach, assuming that context influences the meaning and knowledge gained through 

research (Braun & Clarke, 2013). Thus, the researcher’s and the parƟcipants’ context 

influences the meaning and knowledge gained from a parƟcular study (Braun & Clarke, 

2013).  

These two theoreƟcal approaches complement each other and are parƟcularly 

amenable lenses for the research presented in this thesis, as they emphasise how teacher 

skills, values, and percepƟons of refugee and migrant girls are intertwined with the social, 

structural, and legal contexts in which they exist. The poliƟcal landscape, the UK’s social 

norms, and each teacher’s idenƟty and experiences are likely to influence how they will 

respond to and discuss the social and emoƟonal skill development of refugee and migrant 

girls. At the same Ɵme, refugee and migrant girls are a large category of students with varied 

experiences and backgrounds, which influence how they are perceived.  
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Finally, it is useful to recall that criƟcal realist theory and contextualism also account 

for the researcher’s experiences: my experiences as a migrant and mother who moved to 

the UK with a child, as well as my Ɵme working within schools as a mental health therapist 

will influence the way I approach my research and analysis. My idenƟƟes will influence how I 

make meaning from the teachers’ responses and the final analysis presented in the following 

chapters. With the guidance of criƟcal realism and contextualism literature, I will work to 

understand parƟcipant experiences, views, perspecƟves, and skills, while also considering 

the context and background of all involved.  

5.4 PragmaƟc approach and mixed methods research design 

The research presented in this thesis uses a pragmaƟc approach and a mixed methods 

design. PragmaƟsm is the use of ‘whatever works’ to answer the research quesƟons or 

address a problem (Cohen et al., 2017). PragmaƟsm focuses on the outcome or effects of 

the research conducted rather than the methods used (Creswell & Plano Clark, 2011). A 

pragmaƟc research approach puts the quesƟon or problem as the starƟng point for the 

research project and then chooses the best methods to address this problem or answer the 

quesƟon. OŌen, pragmaƟc research approaches use mulƟple methods of data collecƟon, 

approaching methods selecƟon as a means to an end to answer the research quesƟons 

(Creswell & Plano Clark, 2011). 

 A pragmaƟc approach was the best fit for this research project because these studies 

aimed to gather informaƟon to address the problem of rising childhood mental ill-health, 

parƟcularly in high-risk groups. This research was conceived aŌer ten years of school-based 

therapy experiences and my personal experience as a migrant parenƟng a migrant child in a 

primary school in England. The problem being addressed was central to my desire to enrol in 

a PhD program and learn to be a researcher. My background in community and school-based 
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applied mental health influenced using a pragmaƟc approach, conducƟng research with the 

problem in mind rather than being led by a design or intervenƟon. Therefore, a pragmaƟc 

approach is the best fit given the problem-centric perspecƟve. 

A pragmaƟc approach was also helpful, given the challenges of compleƟng a PhD 

during a global pandemic. During design and methods selecƟon, safety issues, the reality of 

lockdowns and school closures, and childcare, were all considered which fits the pragmaƟc 

approach. While these were not the primary reasons behind the decisions made regarding 

methods or approach, they were considered by necessity.  

A mixed methods design suits the pragmaƟc approach to the research quesƟons 

addressed by this thesis. Mixed methods research is undertaken with the perspecƟve that 

combining approaches produce more holisƟc results than qualitaƟve or quanƟtaƟve 

research on their own would (Cohen et al., 2017). By mixing qualitaƟve and quanƟtaƟve 

data collecƟon for these research studies I would be able to answer the research quesƟons 

more holisƟcally rather than using one method alone. ParƟcularly due to the desire to 

understand teacher values and percepƟons, as mixed methods research is beneficial when 

research quesƟons relate to opinions and views (Cohen et al., 2017). AddiƟonally, my 

research quesƟons require an understanding of teachers' skills, experiences, and 

perspecƟves while also understanding the context within which both teachers and refugee 

and migrant students exist. Mixed methods design has been instrumental when invesƟgaƟng 

aƫtudes or perspecƟves while considering the parƟcipants' context (Cohen et al., 2017). 

The complexity of measuring perspecƟve and experiences is best tackled by using mulƟple 

methods that can measure a variety of data. 

There is a trend in social science research that views the combinaƟon of approaches, 

when used correctly, can lead to stronger scienƟfic inferences than conducƟng research 
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using qualitaƟve or quanƟtaƟve approaches alone (Towne & Shavelson, 2002). Mixed 

methods research has evolved due to an understanding that there are limitaƟons to using a 

quanƟtaƟve only or qualitaƟve only approach for some research quesƟons. Some research 

problems necessitate a mixed data collecƟon to provide a comprehensive analysis. 

QuanƟtaƟve research, while more generalisable, generally, is also limited to reporƟng 

numbers which do not always allow for depth or fluidity in responses. QuanƟtaƟve 

quesƟons’ responses are predetermined, which does not allow parƟcipants to express 

nuance or provide alternaƟve responses. On the other hand, qualitaƟve research is limited 

by the lack of generalisability and universality that larger-scale, quanƟtaƟve studies, can 

provide. When both are combined, there can be a balance of breadth and depth, providing 

answers to certain types of complex research quesƟons that would be difficult to answer 

using a quanƟtaƟve or qualitaƟve design alone (Creswell & Plano Clark, 2011).  

5.4.1 MulƟdisciplinary PerspecƟve 

The mulƟdisciplinary perspecƟve used for this research is derived from my background 

and the literature. While there is a great deal of past literature on social and emoƟonal 

development and the use of intervenƟons in schools to enhance social and emoƟonal 

learning, one criƟque is that this research has not fully taken into account all aspects of 

teachers and students’ context, parƟcularly regarding differences in ethnicity, gender, 

language skills, and social norms (Durlak, 2016; Gillies, 2011; O'Conner et al., 2017b). These 

limitaƟons in previous research led to my decision to undertake this research with a 

mulƟdisciplinary approach or the combinaƟon of perspecƟves and disciplines to answer the 

research quesƟon with as much complexity and depth as possible. MulƟdisciplinary research 

is designed for complex real-world problems, that require nuance and complexity in 
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approach and perspecƟve. MulƟdisciplinary research combines knowledge, perspecƟves, 

and techniques from different disciplines to form a clear and coherent piece of research 

(Choi & Pak, 2006). For the research presented in this thesis: perspecƟves, theoreƟcal 

frameworks, and literature were combined from Psychology, Social JusƟce in EducaƟon, and 

socio-legal rights of refugees and migrants.  

This combinaƟon of perspecƟves is important to note, as the creaƟon of methods, 

design, and analysis were all influenced by previous research from several fields of study. 

These different fields of study did not always agree, as explored more in Chapter 3: ‘Review 

of the Literature’, which adds complexity to conducƟng mulƟdisciplinary research.  

There are benefits and challenges to the mulƟdisciplinary approach that should be 

considered, but this research is mulƟdisciplinary by necessity. To fully answer the research 

quesƟon presented in this thesis, perspecƟves from mulƟple disciplines were required; 

being too unidisciplinary would move away from the exploratory nature of this research 

quesƟon and the pragmaƟc approach.  

5.5 Research Aims and Design 

The mixed methods approach of this PhD uses a mixed methods survey and semi-

structured interviews. A convergent parallel design was used to conduct the survey and 

interviews during the same Ɵme period and gather complementary data to address the 

research quesƟon. A convergent parallel design can be used to triangulate qualitaƟve and 

quanƟtaƟve results collected during the same Ɵme period and designed independently to 

answer different aspects of a research quesƟon (Creswell & Plano Clark, 2011). This mixed 

methods approach is seen as a way to answer a research quesƟon that would be too 

complex or cannot be answered using one method alone (Blaikie, 2010). The use of depth 

(qualitaƟve interviews) and breadth (mixed methods survey) allowed me to gather sufficient 



128 
 

data to answer my research quesƟon (Cohen et al., 2017). The convergent parallel design 

allowed me to use methods that address different aspects of the research quesƟon without 

the long Ɵmescale that a sequenƟal design would have required. 

5.5.1 Benefits and LimitaƟons of a Convergent Parallel Design 

This design was chosen for three main reasons: because it allowed for speed in data 

collecƟon since both data collecƟon tools were prepared and conducted during the same 

Ɵme period; because it facilitated the collecƟon of different types of data to answer the 

research quesƟon with more depth; and for the potenƟal to triangulate the results.  

At the same Ɵme, convergent parallel mixed methods design has potenƟal limitaƟons 

noted in the literature that must be considered and addressed. These potenƟal limitaƟons 

are: unequal sample sizes, the addiƟonal Ɵme and effort required to collect different data 

samples simultaneously, and the potenƟal for contradicƟons in the results (Creswell & Plano 

Clark, 2011).  

To address this first challenge, I determined that sample size differences did not 

present a significant limitaƟon in this study. I jusƟfy this because the interviews and surveys 

were on slightly different populaƟons. For the survey, any primary school teacher in England 

could take part; but for the interviews parƟcipants teaching with specialised skills (teachers 

who have experience teaching social and emoƟonal skills to refugee and migrant girls) were 

need. While primary school teachers in England that qualify for interviews could take the 

survey, not all those that qualify for the survey could parƟcipate in the interviews. In 

addiƟon to this difference in groups sampled, the desire is not to compare the results of the 

interviews and surveys directly, but rather to look for complementary and/or contradictory 
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themes and results following data analysis, therefore a difference in sample size does not 

present a significant limitaƟon for this research.  

To address this second challenge of extra Ɵme and effort, I considered and carefully 

planned each phase of data collecƟon and analysis. I determined that the design and 

procedure were manageable, despite the lack of a research support team. By staggering 

data recruitment for the survey and interviews, potenƟal burdens of simultaneous data 

collecƟon were eased. 

The final potenƟal limitaƟon is that there could be contradicƟons rather than 

complementary results. As this research project is exploratory, I do not see this as a potenƟal 

limitaƟon but rather a potenƟal for interesƟng results. This project is not designed to 

confirm or reject a hypothesis but rather to understand perspecƟves, experiences, and skills. 

Regardless of whether results are complementary or contradictory, they will be interesƟng 

and perƟnent to the field. 

5.5.2 Overview of Methods Chosen 

The chosen methods draw on an extensive literature review (see Chapter 3) and the 

results from my scoping review (see Chapter 4) which both show a trend toward qualitaƟve 

research (Shepherd, SubmiƩed 2023a). Of the literature included in the scoping review, nine 

used interviews and three used surveys or quesƟonnaires. The mean sample size of 

interviews was 15.8, although 60% were under 15. Two were conducted in the UK, one in 

Wales and one in England. Using this past research as a starƟng point, I decided to use 

interviews, as they allow for depth and fluidity in responses and complement quanƟtaƟve 

methods. To enhance and add to the previous research in this area, my interviews focus on 

the whole of the UK. The sample size obtained was also chosen to be aligned with the 
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scoping review results, and the interview quesƟons were influenced by those used by the 

literature included, this will be discussed more in secƟon 5.7 of this chapter.  

As stated above, three (30%) of the texts included in the scoping review used a survey 

or quesƟonnaire. As this method was not used as commonly in past literature, a survey was 

a way to broaden results and offer another point of data to complement what was found 

previously. A survey was also a way to gather informaƟon from a larger target populaƟon 

group, giving greater context to the interviews and a beƩer understanding of populaƟon 

perspecƟves.  

5.6 Phase 1 Survey 

5.6.1 Research Sub-quesƟons 

1) What are primary school teachers’ perspecƟves, opinions, and skills relaƟng to how 

they teach social and emoƟonal skills to students with a recent migraƟon history? 

2) What are the similariƟes and differences between primary school teachers’ 

perspecƟves, values and skills and their scenario responses to girls who are recent 

migrants when they are teaching social and emoƟonal skills?  

5.6.2 Design and Development 

Phase 1 of the PhD’s empirical research consisted of creaƟng and conducƟng a survey. 

While the overall research design used was a convergent parallel design, I staggered the 

recruitment of the survey and interviews. Concurrent tweets and Facebook posts for the 

survey and interviews may have confused potenƟal parƟcipants and doubled my workload. 

As such, the recruitment for the survey was pursued first, and conƟnued aŌer the start of 

the interview recruitment. This strategy ensured that data collecƟon, whilst staggered, sƟll 

occurred in parallel (Schoonenboom & Johnson, 2017). 

5.6.2.1 Development 



131 
 

The survey quesƟonnaire was designed using a convergent parallel design data-

validaƟon variant, where both qualitaƟve and quanƟtaƟve quesƟons are included in a 

quesƟonnaire, and the results are compared (Creswell & Plano Clark, 2011). The 

quesƟonnaire’s structure and design were iniƟally influenced by a similar quesƟonnaire 

designed by Kerr and Andreoƫ (2019). Their quesƟonnaire focused on teachers’ 

perspecƟves or “disposiƟons” related to refugee and migrant students; and it was designed 

to allow for comparison between the responses to the first secƟon, “disposiƟon” quesƟons, 

and the second secƟon, scenarios responses (Kerr & Andreoƫ, 2019). This structure was 

used as the basis for the quesƟonnaire created for this thesis.  

The design structure of Kerr and Andreoƫ’s (2019) quesƟonnaire, parƟcularly the use 

of a base quesƟon, followed by a series of statements that parƟcipants could select and the 

use of short responses to scenarios to elicit qualitaƟve responses was a suitable structure to 

follow for my quesƟonnaire. It is noteworthy that Kerr and Andreoƫ (2019) did not focus in 

their study on social and emoƟonal development or gender differences, both of which are 

the focus of the research presented in this thesis. AddiƟonal quesƟonnaires and instruments 

were examined to determine how to design adequate quesƟons for my research aims. Two 

quesƟonnaires used in previous research studies used quesƟons and phrasing that were 

parƟcularly useful (Friedman & Kass, 2002; Tom, 2012) – the quesƟons taken from these 

quesƟonnaires were adapted to fit with the structure of my survey. There is a copy of my 

survey quesƟons showing their references in “Survey Questionnaire with Source 

References” in Appendix A.  

5.6.2.2 QuesƟonnaire Design 
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As my survey was designed with three parts and a mix of quanƟtaƟve and qualitaƟve 

quesƟons, the Ɵme needed to complete it was carefully considered. A response Ɵme of 

under 15 minutes was planned for, although individual response Ɵme varied.  

SecƟon one of the quesƟonnaire consisted of quesƟons about parƟcipant 

demographics. The secƟon had a screening quesƟon, “Are you a primary school teacher in 

England?” to allow for the exclusion of non-relevant responses and had quesƟons focused 

on age, gender, ethnicity, years teaching, and council area. For an example of parƟcipants' 

characterisƟcs quesƟons, see Figure 5.  

SecƟon two of the quesƟonnaire focused on teachers’ perspecƟves regarding topics 

related to the social and emoƟonal skill development of refugee and migrant girls. As 

menƟoned in Chapter 2: ‘Context and PosiƟonality of Research’ this work is mulƟdisciplinary 

and combines perspecƟves from research in Social JusƟce in EducaƟon, social and emoƟonal 

development, and migraƟon. Topics chosen were based on three foundaƟonal areas of 

previous research, issues of equity in educaƟon (race, ethnicity, gender, and sexism), issues 

of migraƟon (integraƟon versus assimilaƟon, idenƟty, immigraƟon, and diversity) and social 

and emoƟonal skills (based on CASEL’s (2013) core competencies). A few quesƟons also 

pertained to teacher parƟcipants’ perspecƟves on their own skills and qualiƟes and how 

they view their role as educators.  

SecƟon two’s quesƟons started with a base quesƟon followed by three to eight 

statements. For an example of a secƟon two quesƟon, see Figure 6. ParƟcipants then chose 

which statements best reflected their perspecƟves, six quesƟons allowed for mulƟple 

selecƟons and eight allowed for only one. This varied depending on the quesƟon and the 

answer statements. Some quesƟons were designed to capture nuance in responses by 
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allowing for mulƟple statement selecƟons, while others required parƟcipants to pick the 

most appropriate statement out of the opƟons.  

The instrucƟons given for secƟon two; read as follows:  

“The quesƟons and statements below describe your thoughts, views, and feelings in 

the classroom. For each statement, please respond to the quesƟon by selecƟng one 

or more responses. You may skip answering any quesƟon, although I would 

appreciate if you answered them all. There are no right or wrong answers, so please 

be as honest as possible.” 
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Figure 5:  

Survey CharacterisƟcs QuesƟons 
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Figure 6: 

 Short Answer QuesƟons Example 
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The secƟon three scenarios focused on teachers’ perspecƟves regarding topics related 

to the social and emoƟonal skill development of refugee and migrant girls. The six scenarios 

were designed to represent each of CASEL’s (2013) core competencies (with social 

awareness represented twice) and one of three topic areas: issues of equity in educaƟon 

(race, ethnicity, gender, and sexism), issues of migraƟon (integraƟon versus assimilaƟon, 

idenƟty, immigraƟon, and diversity) and social and emoƟonal expression (including trauma 

symptoms). Figure 7 shows each scenario quesƟon, the social and emoƟonal core 

competency, the research discipline undelaying it, and the aspect of refugee and migrant 

child experience that it connects to.  

Each scenario was created using these three topics as a foundaƟon; Figure 8 details 

each scenario, the conceptual foundaƟon, secondary conceptual foundaƟon, CASEL (2013) 

core competency, and the core competencies definiƟon. Each was designed to also 

correspond to several perspecƟve and opinion quesƟons from secƟon two to allow for 

comparison between the secƟons, following qualitaƟve data analysis.  

The six scenarios were followed by open text boxes for parƟcipants to input their 

answer to, encouraging qualitaƟve responses. InstrucƟons given were as follows:  

“In this secƟon there are six short scenarios (each 2-4 sentences) designed to explore 

your views and percepƟons of students who have recently migrated. For each 

scenario, please read and then respond with 1-3 sentences saying:  

1. How you would respond in the moment to the child. 2. Do you feel that a 

classroom wide intervenƟon is necessary? If so, what might you do?”. 
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Figure 7  

Conceptual FoundaƟon for Each Scenario  
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Figure 8:  
Scenario Design Elements 

Conceptual 
FoundaƟon 

Equity in 
EducaƟon 

Equity in 
EducaƟon 

Social and EmoƟonal 
Awareness 

MigraƟon and 
ImmigraƟon 

Social and EmoƟonal 
Awareness 

MigraƟon and 
ImmigraƟon 

Secondary 
Conceptual 
FoundaƟon 

Race/Ethnicity 
awareness in 
primary 

Gender/Sexism 
awareness in 
primary 

Trauma Symptoms IntegraƟon and 
AssimilaƟon 

Trauma Symptoms IntegraƟon and 
AssimilaƟon 

QuesƟon QuesƟon 21 QuesƟon 22 QuesƟon 23 QuesƟon 24 QuesƟon 25 QuesƟon 26 

Scenario “A 6-year-old 
female student 
who moved to 
the UK in the last 
two years from 
Nigeria tells you 
that another 
female student 
in your class told 
them they look 
like "poop" and 
that she can't 
play with them. 
She tells you: 
"That is not an 
ok word for 
them to say to 
someone like 
me".” 

“QuesƟon from 
an 8-year-old girl 
who arrived in the 
UK two years ago. 
"Why do the boys 
in the class get 
called on more? 
My older brother 
says it's because 
girls talk too 
much at school, 
but I don’t think 
that's true in our 
class. The girls 
talk less than the 
boys."” 

“A 5-year-old girl 
recently joined your 
classroom aŌer arriving 
in the UK with her older 
sister and mother. You 
noƟce she oŌen 
appears withdrawn and 
doesn't show much 
emoƟon. One day she 
gets pushed down by 
another student, she 
responds by her face 
going blank and siƫng 
moƟonless on the 
ground.” 

“An 11-year-old girl in 
your class arrived in 
the UK as a refugee 
three years ago, since 
she has built a group 
of close friends and is 
doing well 
academically. She 
approaches you one 
day and says: "My 
father says I'm 
becoming too BriƟsh, 
and he took away my 
computer last night 
because I spoke 
English at dinner. But I 
feel like I am BriƟsh 
now, he says we're not 
and not to act like it."” 

“A 13-year-old who 
arrived in the UK six 
months ago and has a 
paƩern of not 
compleƟng homework. 
Today while working on 
an assignment with a 
group of other students, 
she shouted out, "I like 
my idea, don't tell me 
what to do". Another 
student in her group 
then called her "bossy" 
and she leŌ the room 
crying.” 

“A 9-year-old girl in your 
class, who moved to the 
UK in the last three 
months, is struggling to 
make friends. She only 
speaks a liƩle English 
and most of the other 
students in your class 
play football together 
during the break. When 
she first arrived two 
other girls in the class 
invited her to play with 
them, she responded by 
saying, "that's not a 
game for girls, you 
shouldn't be playing it." 
and now she is oŌen on 
her own at breaks.” 

CASEL (2013) 
Core 
Competency 

Responsible 
decision-making 

Social awareness Self-awareness: 
emoƟonal 
understanding 

Social awareness, 
community, and 
integraƟon 

Self-management and 
self-awareness 

RelaƟonship-skills 
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5.6.3 Pilot 

The survey was piloted before open recruitment began. A text box was added at the 

end to allow parƟcipants (n=3) to give feedback on the quesƟonnaire. Several changes were 

made before the final survey recruitment: page numbers were added to show parƟcipants 

how many pages they had leŌ to complete; the entry of an email to receive a summary of 

results was changed to a link to a contact page not connected to the quesƟonnaire; and 

some grammaƟcal errors and formaƫng issues were addressed. No substanƟal changes 

were made to the survey structure, quesƟons used, or the design. 

5.6.4 ParƟcipant Recruitment 

The research parƟcipants for the survey were primary school teachers in England. This 

group was chosen to allow for a breadth of perspecƟves regarding social and emoƟonal skill 

development and refugees and migrants. Due to the differences in well-being provision 

between England, Wales, Scotland, and Northern Ireland, it was determined that restricƟng 

to England rather than the whole of the UK, would simplify survey creaƟon and data 

analysis. The survey was adverƟsed through social media and was open to anyone with the 

link. Survey responses were anonymous at the collecƟon point, so no idenƟfying informaƟon 

was collected. Screening quesƟons allowed for responses from non-primary school teachers 

or primary school teachers from outside England to be separated from the other responses. 

The survey recruitment strategy was designed to reach as many primary school 

teachers in England as possible. I considered the Ɵme of year that recruitment took place 

and was careful to not spam teachers with requests to parƟcipate in the research project. 

Recruitment started in the fall term of 2021, with a break during the holidays, and conƟnued 

in January 2022 unƟl August 2022.  
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The recruitment strategy for the survey was convenience and snowball sampling. 

Convenience sampling is a common sampling method for selecƟng the sample because it is 

accessible to the researcher (Braun & Clarke, 2013). As this was an exploratory study, 

recruitment could be more open and less directed without a hypothesis to test or 

researcher’s interpretaƟon to confirm. Exploratory research is used to understand 

parƟcipant interpretaƟons in context and allows for some flexibility in the sample collected 

(Cohen et al., 2017). Due to Covid-19 related restricƟons, the only contact methods that 

could be used were digital, as in-person data collecƟon was not possible. AddiƟonally, 

research was completed without external funding, so paying parƟcipants was not financially 

feasible, although this may have assisted recruitment. Convenience and snowball sampling, 

or accessing people through others who have taken part, were used (Braun & Clarke, 2013). 

Again, this was due to the restricƟons of the pandemic and funding.  

Facebook, TwiƩer, and email were all used to raise awareness of the survey and recruit 

parƟcipants. A video was made that discussed the research goals and asked primary school 

teachers to consider taking part.  

5.6.4.1 Social Media Recruitment  

Facebook recruitment was done in two ways: (1) Personal shares and requests that 

others reshare, snowball sampling based on researcher’s connecƟons, (2) joining and 

sharing posts on teacher-focused Facebook groups. For teachers’ Facebook groups, 

administrator approval was sought when necessary (for closed groups) and the rules of each 

group were examined prior to posƟng. Posts included informaƟon about the study, the 

hyperlink, and video. Any quesƟons regarding the research were answered.  
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TwiƩer recruitment was done through regular tweets with informaƟon and survey link 

or informaƟon, hyperlink, and video. Similar to Facebook there was a request for retweeƟng. 

TwiƩer recruitment also included hashtags and tagging to target groups of teachers, PhD 

research, the Department of EducaƟon at the University of York, fellow researchers, 

teachers’ union, and refugee organisaƟons. TweeƟng was done weekly, with several days in 

between to prevent spamming.  

5.6.4.2 Email Recruitment 

Email was also used to recruit in two ways: (1) I emailed all personal contacts in the 

department with the video, link, and research informaƟon. Some contacts then forwarded 

this email to their contacts. (2) I emailed primary school hubs in England, kindly requesƟng 

that they forward the email and survey informaƟon to teachers in their area. This email was 

sent once to those who responded and a second Ɵme to those who did not in case the first 

email was not seen.  

5.6.5 Analysis 

5.6.5.1 Demographics and DescripƟve QuanƟtaƟve Analysis 

ParƟcipant demographics were analysed and compared with naƟonal staƟsƟcs of 

primary school teachers employed in England. While this study is exploratory and not 

intended to be generalisable to the general populaƟon of primary school teachers, an 

aƩempt was made to gather perspecƟves from a diverse group of teachers and understand if 

the parƟcipants' characterisƟcs were similar to the populaƟon they represent. 

DescripƟve staƟsƟcs were used to analyse secƟon two quanƟtaƟve quesƟons. When 

conducƟng quanƟtaƟve staƟsƟcal analysis, there is typically a choice between inferenƟal and 

descripƟve staƟsƟcs; if the research aims to describe and summarise the data results, then 
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descripƟve staƟsƟcs are most informaƟve (Holcomb, 2016). The quanƟtaƟve quesƟons in 

this survey consisted of opinion and perspecƟve statements which need context to be fully 

examined and are not designed with inferenƟal staƟsƟcs in mind. StaƟsƟcal Package for the 

Social Sciences (SPSS) was used to generate frequency tables and obtain descripƟve staƟsƟcs 

describing teachers' perspecƟves and opinions. 

5.6.5.2 Reflexive ThemaƟc QualitaƟve Analysis of Scenarios 

Reflexive themaƟc analysis, as described by Braun and Clarke (2006, 2022), was used 

to analyse the short qualitaƟve responses to the scenarios. Reflexive themaƟc analysis is 

appropriate for research quesƟons that focus on parƟcipant experience, perspecƟves, and 

views (Braun & Clarke, 2022). ThemaƟc analysis is also useful when trying to understand 

paƩerns across cases rather than meaning in one case (Braun & Clarke, 2022). ThemaƟc 

analysis is a versaƟle method that works with mulƟple epistemological perspecƟves. With a 

criƟcal realist and contextualist perspecƟve, themaƟc analysis allows me to analyse teachers' 

responses to the scenarios and make meaning of their responses, while considering the 

broader social context of refugees and migrants in England (Braun & Clarke, 2006). Reflexive 

themaƟc analysis uses my perspecƟve, subjecƟvity, and theoreƟcal understanding as a tool 

for analysis; and requires thoughƞul reflecƟon and engagement with the data (Braun & 

Clarke, 2022). 

I started by reviewing the responses while making iniƟal thoughts and observaƟons in 

a reflecƟve journal. No coding was started, but keywords or statements were noƟced. This 

iniƟal stage was designed to build an understanding of the nature of the responses, to allow 

me to familiarise myself with the richness of the informaƟon in the responses and generate 

iniƟal thoughts.  
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It should be noted, I engaged with the literature and theory prior to analysis and 

allowed this to assist with my lens during data analysis. However, I approached the iniƟal 

data analysis phase with an open mind, familiarised myself with the data, and noted what I 

saw. Braun and Clarke (2006) describe this phase as “familiarizing yourself with your data” 

through “repeated reading” (pg. 87).  

Coding was conducted on the scenario responses using a “theory-driven orientaƟon” 

(Braun & Clarke, 2022, p. 10) or allowing theory to guide coding and exploraƟon that inform 

theme creaƟon. The responses to the scenarios were highly structured, seeking specific 

informaƟon from parƟcipants; some structure or theory-driving analysis was the right choice 

given the design of this survey. 

5.6.5.3 Codebook ThemaƟc Analysis 

Because the research presented in this thesis is focused on parƟcipant perspecƟves 

and views within a social context, understanding the underlying social structures of 

oppression, bias and discriminaƟon is paramount to supporƟng the mental health of those 

most harmed by systems of oppression (Afuape, 2011). As discussed in Chapter 2: ‘Context 

and PosiƟonality of Research’, IntegraƟon versus AssimilaƟon perspecƟves heavily influence 

the social structures that refugees and migrants exist within (Ager & Strang, 2008; Strang & 

Ager, 2010). It is impossible to separate teacher perspecƟves from the underlying systems 

they inhabit and the inherent assumpƟons regarding human values and needs. To build an 

understanding of how social concepƟons of IntegraƟon and AssimilaƟon influence teacher 

responses, a coding frame was created and used to analyse the responses in a structured 

and targeted way. The frame was based on Ager and Strang’s (2008 & 2010) 

conceptualisaƟon of IntegraƟon theory. Figure 9 is a visual representaƟon of the coding 

frame created based on IntegraƟon theory. 
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This research is also interested in understanding how the background of both students 

and teachers influences social and emoƟonal skills development. As explored in Chapter 3: 

‘Review of the Literature’, addiƟonal stresses can present for refugee and migrant children in 

their host environment, both on an interpersonal level (through peers and teacher 

interacƟons) and a social level (laws and social supports). This addiƟonal stress can lead to 

increased mental distress and have long-term consequences on well-being (Afuape, 2011, 

2020; Ecclestone & Brunila, 2015). To understand how systems of oppression may present in 

parƟcipant responses a second coding frame was created to examine teacher perspecƟves, 

using Friere’s (1974) CriƟcal Consciousness definiƟons regarding awareness of the nature of 

oppression. Figure 10 is a visual representaƟon of the coding frame created based on criƟcal 

consciousness.  



145 
 

5.6.6 ComparaƟve analysis of both secƟons 

ComparaƟve analysis of perspecƟve and opinion quesƟons with scenario responses 

followed the separate analysis of each secƟon. Each scenario corresponded to several 

quanƟtaƟve perspecƟve and opinion quesƟons. The themes which emerged from the 

scenario responses were placed in tables with the corresponding perspecƟve and opinion 

quesƟons and compared for similariƟes and differences. For the results from this 

comparaƟve analysis and each secƟon of the survey, see Chapter 6: ‘Teachers’ PerspecƟves 

and PracƟces RelaƟng to Refugee Girls. Results From a Mixed-Methods MulƟdisciplinary 

Survey.’ 
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5.7 Phase 2 Interviews 

5.7.1 Research Sub-quesƟon 

1. What are experienced primary school teachers’ perspecƟves on and experiences 

of teaching social and emoƟonal skills to refugee and migrant girls? 

5.7.2 Design and Development 

The second phase of this project explored teachers’ perspecƟves supporƟng refugee 

and migrant students' social and emoƟonal skills development. The choice of interviews as a 

data collecƟon method was recommended by the literature, as interviews are a qualitaƟve 

tool parƟcularly apt at gathering parƟcipant thoughts, beliefs, and perspecƟves, thus making 

them ideal for answering the research quesƟon of this thesis (Cohen et al., 2017). This 

methodological choice was also influenced by the scoping review results in Chapter 4. 

Literature included in the scoping review that used interviews were examined and interview 

quesƟons were collected when possible. 

5.7.3 Semi-structured Interviews 

The use of semi-structured interviews allows for an open, flexible, albeit not enƟrely 

unstructured discussion, where the parƟcipant and the interviewer interact and feed off 

each-others interacƟon. A semi-structured approach was chosen to allow for the flexibility to 

go into more depth when conducƟng the interviews, when appropriate, but sƟll offered 

structure and guidance for the parƟcipants. To understand teachers’ perspecƟves on 

teaching social and emoƟonal skills to refugees and migrants, I balanced a need to maintain 

structure and preselect topics (through a list of quesƟons) while allowing for topics or issues 

to come up that I had not considered. A semi-structured approach allows for researcher 

planning and leading, while also allowing parƟcipants to bring unanƟcipated things (Braun & 
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Clarke, 2013). When deciding on semi-structured interviews, I also considered potenƟal 

issues such as Ɵme to complete the interview and felt that semi-structured would allow 

flexibility while keeping the interview moving through the topics to finish quickly. The Ɵme 

to complete the interviews was a factor, as this research uses a pragmaƟc perspecƟve and 

considers issues such as teachers having limited Ɵme to devote to research and that a PhD is 

on a strict schedule. 

Using another interview method, such as unstructured or structured interviews, could 

have been beneficial in some ways but would also have limitaƟons. The use of structured 

interviews was deemed to be too restricƟve, as this method would not allow for flexibility to 

expand or ask follow up quesƟons. Structured interviews were therefore determined to be 

too restricƟve to collect teachers experiences and perspecƟves as fully as possible. 

Unstructured interviews were deemed to lack structure, which may have worked well in a 

focus group seƫng or for a more experienced interview researcher, but for the research 

presented in this thesis, I was concerned that I would struggle with a lack of structured 

quesƟons to use if the conversaƟon was difficult to maintain. Semi-structured interviews 

were therefore deemed to be a good middle ground and balance structure and flexibility.  

5.7.4 TargeƟng Experienced Teachers 

TargeƟng teachers with experience teaching refugee and migrant students, rather than 

to all primary school teachers like with the survey, was the most effecƟve way to gather data 

to answer the research sub-quesƟon. As the desire with the interviews was to understand 

teachers’ perspecƟves and experiences teaching social and emoƟonal skills to refugee and 

migrant girls, it was important to only sample those with (1) experience teaching or working 

in schools (5 years or more), (2) experience teaching mulƟple refugee and migrant girls, (3) 
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experience using well-being or social and emoƟonal learning curriculum or techniques in 

their classroom. All three criteria needed to be met by parƟcipants for them to take part in 

the interviews.  

5.7.5 Interview QuesƟons 

The eleven interview quesƟons were wriƩen to build an understanding of the support 

and training teachers receive, their skills, and their perspecƟves and values relaƟng to social 

and emoƟonal skills and refugee and migrant girls. The quesƟon design was influenced by 

similar interview quesƟons used by previous studies and new quesƟons draŌed to fill gaps in 

knowledge as they emerged from the scoping review. The full list of quesƟons can be found 

in Appendix B. 

Since I intended to use Reflexive ThemaƟc Analysis to analyse my interview data, I 

allowed for flexibility in my use of the interview quesƟons and in my conversaƟon with 

parƟcipants (Braun & Clarke, 2022). I placed more emphasis on building a relaƟonship and 

comfort in our conversaƟon, rather than adhering to a rigid structure. With each parƟcipant, 

this made the interview look different as I skipped through the quesƟons or rephrased them. 

For each parƟcipant, this meant probing aŌer some quesƟons and not others, depending on 

the conversaƟon. The goal was to gain an in-depth recount of each parƟcipant’s story and 

experience, which required parƟcipants to feel comfortable with our conversaƟon and me. 

This flexibility and fluidity led to differences in responses and experience, allowing for richer 

data. In addiƟon to this flexible approach to the interview quesƟons, during data collecƟon 

the Department for EducaƟon released new curriculum guidance focused heavily on 

academic topics and minimizing well-being and mental health. For three of my interviews, I 

was able to ask teachers their reacƟons to these changes.  
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5.7.6 ParƟcipant Recruitment 

As noted earlier, the overall research design used for this thesis was a convergent 

parallel design with staggering recruitment between the survey and interviews. This 

staggering was done to avoid confusion on social media for potenƟal parƟcipants and allow 

me Ɵme to prepare and conduct both interviews and the survey without a research team for 

support.  

Interview parƟcipants were recruited by using three methods: (1) Emails were sent to 

schools, which I had pre-determined to have a likelihood of a high percentage of refugee and 

migrant students (see below); (2) Refugee agencies and organisaƟons were contacted and 

requested to forward recruitment informaƟon to teachers or schools; (3) Social media posts 

were also used to recruit parƟcipants.  

An online contact form was used for parƟcipants to volunteer, or parƟcipants emailed 

me directly. Screening quesƟons were used to ensure that recruited teachers met parƟcipant 

criteria. The contact form contained these quesƟons, when emailed directly, I asked these 

quesƟons via email. These screening quesƟons were: (1) Do you have five or more years of 

experience teaching or working in schools? (2) Do you have experience teaching social-

emoƟonal skills or well-being curriculum to refugee or migrant girls? ParƟcipants who 

answered posiƟvely to both quesƟons and volunteered to parƟcipate in interviews were 

invited to parƟcipate.  

5.7.6.1 Purposive Sampling 

Interview recruitment was targeted toward primary schools with a likelihood of having 

a high number of refugee and migrant students. Because immigraƟon status is not collected 

in the UK, recruitment needed to be targeted based on the refugee and migrant school 

populaƟon in a given local authority. As explained in Chapter 2: ‘Context and Researcher 
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PosiƟonality’, the terms refugee and migrant include a varied group of people entering the 

UK from various places. Refugees and migrants do not necessarily arrive or seƩle in one part 

of the country or school, and the Home Office does not report reseƩlement informaƟon for 

children. Schools also do not collect students' migraƟon status. These aspects presented 

challenges in knowing which schools would have teachers who have experience teaching 

social and emoƟonal skills to refugee and migrant girls.  

As such, the strategy pursued was to idenƟfy schools with a high number of ‘English as 

an addiƟonal language’ (EAL) students and a high number of ethnic minority students – 

these elements were used as proxies (imperfect as they are) for schools where a high 

number of refugee and migrant students are likely to be taught. This approach was chosen 

based on published advice from The NaƟonal Subject AssociaƟon for English as an AddiƟonal 

Language (NALDIC), which suggests that this is the best way to find refugees and migrants 

enrolled in schools in the UK (Bolloten & Spafford, 2005).  

Data regarding EAL and ethnicity was downloaded from the Department for EducaƟon, 

which collects and reports such data (Department for EducaƟon, 2018, 2021c, 2022b). Local 

AuthoriƟes were ranked based on the percentage of EAL students and the percentage of 

students from ethnic minority backgrounds. Three Local Authority areas were chosen based 

on their high percentages (above 75%). A list of primary schools located within these three 

Local AuthoriƟes was obtained along with their email addresses. A mass email was sent to 

the listed email addresses, requesƟng they forward informaƟon about interview recruitment 

to their teachers.  

It should be noted that not all refugees and migrants are EAL or ethnic minoriƟes; 

given the exisƟng limitaƟons however, this was the most effecƟve way to determine where 

to find refugees and migrants in primary schools. NaƟonality informaƟon for school children 
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was collected between 2016 and 2018. I downloaded NaƟonality informaƟon from the 

Department for EducaƟon in 2018 and examined the Local AuthoriƟes with high percentages 

of naƟonaliƟes other than BriƟsh (Department for EducaƟon, 2018). The top five Local 

AuthoriƟes with high numbers of students with naƟonaliƟes other than BriƟsh were the 

same as those determined by comparing EAL and ethnicity.  

5.7.6.2 Refugee OrganisaƟons and Agencies 

I sent an email to a list of seventeen refugee organisaƟons and agencies in the UK 

known to work with and know about refugees and migrants. The email requested advice for 

finding schools and teachers with experience teaching refugees and migrants well-being or 

social and emoƟonal skills curriculum and included a poster with informaƟon. When 

requested, more informaƟon about the research and interviews was sent.  

5.7.6.3 Social Media Recruitment  

A flyer was made with informaƟon regarding the study, parƟcipant requirements, 

compensaƟon, and contact informaƟon. AŌer several months of recruitment, the flyer was 

updated with the wording regarding refugees and migrants changed to “immigrant girls (girls 

not born in the UK)”, this was done to avoid any confusion on the part of teachers regarding 

the type of experience they needed to have to take part. This change increased parƟcipaƟon 

significantly. 

A video was made that discussed the research goals and requested primary school 

teachers with experience teaching refugee and migrant girls to consider taking part.  

Social Media recruitment was done via TwiƩer and Facebook through regular tweets 

with informaƟon and a flyer or video. There was a request for retweeƟng. TwiƩer 

recruitment also included hashtags and tagging to target groups of teachers, PhD research, 

the Department of EducaƟon at the University of York, fellow researchers, teachers’ union, 
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and refugee organisaƟons. TweeƟng was done weekly, with several days in between to 

prevent spamming.  

Facebook recruitment was done in two ways: (1) Personal shares and requests that 

others reshare, snowball sampling based on researchers’ connecƟons, (2) Sharing posts on 

teacher-focused Facebook groups. For teachers' Facebook groups, administrator approval 

was sought when necessary (for closed groups), and each group's rules were examined prior 

to posƟng. Posts included informaƟon about the study, hyperlink to the interest form, and 

flyer or video. Any quesƟons regarding the research were answered. 

5.7.7 Interview Analysis 

AŌer obtaining informed consent from each parƟcipant, five interviews took place 

over Zoom, via video call. They were recorded, and the recordings were kept unƟl the 

transcript was completed, and parƟcipants were given 30 days to review their transcript. 

This 30-day period allowed for correcƟons but also further reflecƟons, comments, or 

concerns to be raised before I started analysis. AŌer the 30-day review period, the recording 

was deleted, and direct idenƟfying informaƟon was removed from the transcript. No 

parƟcipants raised concerns during the review period to be addressed. 

While Zoom automaƟcally transcribed the interviews, all transcripts were compared 

with the video recording and corrected to reflect the interview accurately. Some required 

minor changes, and others required substanƟal rewriƟng. All were reviewed mulƟple Ɵmes 

to ensure accuracy. 

Data analysis was conducted using nVivo (version as of March 2020). Transcripts were 

uploaded and coded within the soŌware. The use of a reflecƟve journal assisted me in 

understanding my subjecƟve interpretaƟon and reacƟons to the data collected, giving me 

greater insight and encouraging reflecƟon.  
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5.7.7.1 Reflexive ThemaƟc Analysis 

The analysis conducted for the interviews used ‘Big Q’ research principles and 

methodology, specifically Reflexive ThemaƟc Analysis was employed to analyse the 

interviews (Braun & Clarke, 2006, 2013, 2022). This approach prioriƟses building an 

understanding of parƟcipants’ experiences and unique perspecƟves (Braun & Clarke, 2022). 

Reflexive ThemaƟc Analysis uses researcher subjecƟvity as a method of interpretaƟon and 

theme ‘generaƟon’. As previously noted in this thesis, this research is deeply personal, as I 

am an immigrant with a young child in primary school in the UK. My personal experience of 

migraƟon, my twelve years of therapeuƟc experiences working with families and children in 

the USA (some of whom were migrants), and my desire to undo some of the pain caused by 

my own country’s inhuman and emoƟonally damaging immigraƟon policies, have led to my 

decision to conduct this research. At the same Ɵme, as an outsider in the UK, I have some 

emoƟonal separaƟon from the experience of primary school teachers here.  

My idenƟty is part of the lens I will use when interpreƟng the paƩerns within and 

across my interview data.  The analysis progression was guided by Braun and Clarke’s (2006) 

“Phases of themaƟc analysis” (p. 87) and while I went through all six phases, I did so in a 

nonlinear way (the analysis process can be visualised in Figure 11). During transcripƟon, I 

began familiarising myself with the data. During this phase, I noted down my iniƟal thoughts 

and coding ideas in a reflecƟve journal. I used my reflecƟve journal throughout the analysis 

as a way to note down thoughts and reflect on my reacƟons to the interviews. AŌer 

familiarisaƟon, I began to highlight and generate iniƟal codes. During each coding session an 

evoluƟon could be observed; some codes turned into mulƟple subcodes, I added new codes, 

whereas some exisƟng codes were renamed. AŌer coding all transcripts, I examined the 

codes for potenƟal paƩerns across the transcripts. During this analysis phase, I returned to 
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certain transcripts looking for evidence of specific topics or codes. Following coding I began 

to idenƟfy paƩerns and create themes. 

While reviewing and refining these 

themes I returned to the transcripts 

and codes to re-examine. Finally, I 

began wriƟng my draŌ analysis 

chapter by extracƟng quotes and 

detailing themes found. While wriƟng, 

I returned to the transcripts and 

codes, to refine and rework themes 

and analysis. This process conƟnued in 

an ongoing way as I wrote, edited, 

received feedback, and refined my 

report. This analysis process was non-

linear and involved both engagement 

with the data and Ɵme away to think 

and process. At every stage I returned 

to the transcripts, codes, and my 

reflecƟon journal to refine my 

analysis. For the resulƟng themes and full interview analysis see chapter 7: ‘Reflexive 

Analysis of Teacher Interviews’. 

5.8 Ethical ConsideraƟons 

As this research project included data collecƟon from human parƟcipants, an ethical 

issues audit took place and consent was sought from the university prior to data collecƟon. 
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An Ethical Issues Audit Form was completed, and parƟcipant consent forms were created for 

both the survey and interviews (Sample parƟcipant consent forms can be found in Appendix 

C). In both the survey and interview quesƟons, special consideraƟon was given to the 

sensiƟve topics covered, such as teachers' perspecƟves and views of issues relaƟng to 

ethnicity, gender, poliƟcs, and migraƟon. Therefore, I considered how to word the quesƟons 

with minimal invasiveness (i.e., quesƟons that gather highly personal informaƟon that may 

have the potenƟal to cause distress) while sƟll gathering necessary data to enable me to 

conduct a meaningful analysis.  

Primary concerns that arose during the ethical approval process were the anonymity 

of parƟcipants and confidenƟality of parƟcipant data, the sensiƟve nature of the discussed 

topics and the desire to not overburden parƟcipants during the challenging Ɵmes of the 

pandemic. ParƟcipants in this study were adults and were not seen as parƟcularly 

vulnerable; however, steps were taken to ensure their anonymity was protected, the data 

was safely and confidently processed and stored, and the process was not over-burdening.  

Specifically, the survey was created to be enƟrely anonymous, at the point of data 

collecƟon, and as brief as possible. As for the interviews, parƟcipants anonymity is ensured 

by removing any idenƟfiers from the transcripts and allowing as much control as possible to 

the parƟcipants (e.g., reviewing the transcripts). By allowing for transcript review, there was 

also the opportunity for parƟcipant engagement in data collecƟon process while sƟll 

maintaining the physical distance required by limitaƟons of the COVID-19 pandemic. 

AddiƟonally, a data management plan was created and approved as part of the ethical 

approval process.  

Full ethical approval was granted in October 2021, at which point data collecƟon 

began.  
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5.9 Summary 

This chapter described the methods and methodology used for the data collecƟon 

undertaken during the empirical research presented in this thesis. The studies presented in 

this thesis were undertaken using a mulƟdisciplinary and exploratory approach, using a mix 

of data collecƟon methods. The choices made arose from my pragmaƟc perspecƟve, 

choosing the best methods to answer the research quesƟon, sub-quesƟons, and meet the 

aims of this PhD.  
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Chapter 6: Teachers’ PerspecƟves and PracƟces RelaƟng to Refugee Girls. 
Results From a Mixed-Methods MulƟdisciplinary Survey. 

6.1 CharacterisƟcs of the sample 

63 parƟcipants reviewed the informaƟon sheet and consented to parƟcipate in the 

survey. Of those, nine didn’t answer a single quesƟon, fiŌeen only answered secƟon two 

characterisƟcs quesƟons (gender, age, etc.) but did not answer any quesƟons in secƟons 

two and three, and three answered no to the screening quesƟon “Are you a primary school 

teacher in England?”; all these parƟcipants were excluded. 38 teacher parƟcipants were 

included because they responded to a minimum of one quesƟon in secƟon two; 23 (60.5%) 

of those also responded to a minimum of one scenario in secƟon three.  

6.1.1 Age and Gender 

For those included in the sample, the characterisƟcs are as follows. The age of teacher 

parƟcipants ranged from 24 to 55 (Mean= 37.86 SD=8.6), with one teacher parƟcipant 

declining to answer. This result is similar to the naƟonal average age of teachers employed in 

England of 39.2 (Office for NaƟonal StaƟsƟcs., 2021). The gender idenƟty of teacher 

parƟcipants in the sample was 92% Female, 5.3% Male, and 2.6% (n=1) with no response. 

This is not far off the naƟonal percentages of 94% female and 6% male (Office for NaƟonal 

StaƟsƟcs., 2021). 

6.1.2 Ethnicity 

The ethnicity of teacher parƟcipants was as follows, 27 (77%) White: 

English/Welsh/Scoƫsh/Northern Irish/BriƟsh, 4 (11.4%) White Irish, 1 (2.9%) Any other 

White background, 1 (2.9%) White and Black African, 1 (2.9%) Chinese, and 1 (2.9%) Any 

other Asian background. 3 (7.9%) teacher parƟcipants did not answer this quesƟon. Of those 

that answered this quesƟon, 3 (7.9%) chose categories from minority ethnic groups (ie non-
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white BriƟsh), this is slightly higher than the naƟonal staƟsƟcs on teachers, which report 

that 6% of primary school teachers are from minority ethnic groups (Office for NaƟonal 

StaƟsƟcs., 2021).  

6.1.3 Years Spent Teaching 

The reported years working as a teacher ranged from 1 through to 30 (Mean = 11.68, SD = 

8). One teacher parƟcipant leŌ this quesƟon blank. The distribuƟon of Ɵme teaching was 

heavily weighted toward 10 years and less, with 57% of teacher parƟcipants responding that 

they had been teaching less than 10 years. The remaining 43% is split fairly evenly between 

each of the remaining categories. See Figure 12 “ParƟcipants Years of Experience Teaching” 

for full informaƟon. 

Figure 12:  
ParƟcipants Years of Experience Teaching 

 

6.1.4 Local Authority the ParƟcipant Teachers Work in 

The local authority areas for the teacher parƟcipants’ places of work were spread 

throughout England, with concentraƟons around urban areas, such as London and 

Liverpool, which is to be expected as these are largely populated areas. The distribuƟon was 
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not even, this was expected, given the recruitment strategy through social media and 

snowball sampling. Note that, teacher parƟcipants were asked the council they teach in, not 

where they live. Figure 13 is the distribuƟon of teacher parƟcipants’ council areas. 

Figure 13:  
Council LocaƟon of ParƟcipants Schools 

 
(Office for NaƟonal StaƟsƟcs, 2017) 
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6.2 PerspecƟves and Opinions QuesƟons 

This secƟon of the results will explain teacher parƟcipants responses to the 

quesƟons from secƟon two of the quesƟonnaire. SecƟon two quesƟons pertained to 

teachers’ views, opinions, and perspecƟves on topics related to the social and emoƟonal 

skill development of refugee and migrant girls. Each quesƟon was followed by three to eight 

statements that teacher parƟcipants could choose from. Six quesƟons allowed for mulƟple 

responses and eight quesƟons allowed for teacher parƟcipants to only choose one 

response, for more details on survey design and topics covered see Chapter 5: ‘Methods and 

Methodology’. The following secƟon will detail the responses and descripƟve staƟsƟcs of 

teacher parƟcipants’ choices.  

6.2.1 DescripƟve StaƟsƟcs of MulƟple Response QuesƟons 

MulƟple response quesƟons used in the quesƟonnaire focused on several areas of 

interest. The first group focused on teachers’ perspecƟves on social and emoƟonal learning, 

their opinions about student emoƟonal well-being, and their sense of self as a teacher 

(QuesƟons 8, 9, & 11). These quesƟons were designed to gather teachers’ perspecƟves of 

students’ social and emoƟonal skills development, how they understand and view students’ 

emoƟonal health, and their views around their own qualiƟes as a teacher. Teacher 

parƟcipants were able to choose as many response statements as they liked. The frequency 

of statements chosen for quesƟons 8, 9, and 11 are presented in Table 5. 

Table 5:  
Frequency of Statements Chosen for MulƟ-response QuesƟons (8, 9, & 11) 

 Responses 
QuesƟon 8: What are your thoughts on Social and EmoƟonal 
Learning? 

N 

% of 
Cases 
(n=34) 

% of 
sample 
(n=38) 

1 Social and EmoƟonal learning helps students. 21 61.8% 55% 
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For quesƟon 8: “What are your thoughts on Social and EmoƟonal Learning (SEL)?”, 

teachers’ perspecƟves on SEL were that 61.8% view it as helpful for students, and 32.4% also 

felt that the current curriculum and techniques are universal for all students and 38% view it 

2 
I think the curriculum and techniques we use when teaching 
social and emoƟonal skills are universal for all students. 11 32.4% 28.9% 

3 
I have been provided with enough training to feel confident 
teaching social and emoƟonal skills. 6 17.6% 15.8% 

4 
Social and emoƟonal learning curriculum/techniques I teach 
are equally useful for girls and boys. 13 38.2% 34.2% 

QuesƟon 9: How do you know a student is thriving emoƟonally? 
N 

% of 
Cases 
(n=37) 

% of 
sample 
(n=38) 

1 
They have good social supports, such as friends, family, 
community.  24 64.9% 63.1% 

2 They have a good relaƟonship with their teachers.  10 27.0% 26.3% 

3 They are doing well academically. 9 24.3% 23.7% 

4 
They show happiness through smiling, laughing voice tone, or 
language. 25 67.6% 65.8% 

QuesƟon 11: What are your qualiƟes as a teacher? 
N 

% of 
Cases 
(n=34) 

% of 
sample 
(n=38) 

1 
I think I know how to improvise in response to changing 
circumstances when I teach. 25 73.5% 65.8% 

2 
It is difficult for me to understand opinions that differ from 
mine. 0 0 0 

3 
I am able to manage my emoƟons and feelings in healthy 
ways. 15 44% 39.5% 

4 
I frequently get upset in the classroom and do not 
understand why. 0 0 0 

5 I am good at understanding how my students feel. 19 55.9% 50% 

6 I have a close relaƟonship with my students. 23 67.6% 60.6% 

7 I frequently get upset when students provoke me. 0 0 0 

8 
I think I have the capacity to encourage my students to 
express their thoughts and feelings freely in my class. 22 64.7% 57.9% 

N: Number of parƟcipants who chose this statement 
% of cases: Number of Ɵmes statement is chosen divided by the number (n) of parƟcipants 
who answered this quesƟon 
% of sample: Number of Ɵmes statement is chosen divided by the number (n) of total 
parƟcipants included in the survey.  
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as equally useful for both genders. The least chosen statement was “I have been provided 

with enough training to feel confident teaching of social and emoƟonal skills.” Which was 

only chosen 6 (17.6%) Ɵmes.  

QuesƟon 9: “How do you know a student is thriving emoƟonally?” focused on how 

teachers assess a student’s emoƟonal health (i.e. thriving emoƟonally). Teacher parƟcipants 

selected that they know students are doing well emoƟonally through ‘displays of posiƟve 

affect (i.e. smiling, laughing, voice tone, language)’ (67.6%) and ‘having social relaƟonships 

and support’ (64.9%). Chosen less, were ‘posiƟve relaƟonships with their teachers’ (27%) 

and ‘academic progress’ (23%). This quesƟon shows that the teacher parƟcipants have some 

awareness of how affect (the physical and behavioural display of emoƟons) can be used to 

help assess a student’s overall emoƟonal health. Students’ relaƟonships with their teachers 

and their academic progress are also linked to students’ emoƟonal health and these 

statements were chosen least. This may indicate some lack of awareness on the teacher 

parƟcipants’ part regarding all behaviours and signs that can be used to assess students’ 

emoƟonal health.  

QuesƟon 11: “What are your qualiƟes as a teacher?” was focused on understanding 

how teachers view themselves. Three statements were never chosen: “It is difficult for me to 

understand opinions that differ from mine.”, “I frequently get upset in the classroom and do 

not understand why.”, “I frequently get upset when students provoke me.” These statements 

could be viewed as negaƟve or even in violaƟon of teacher standards in some cases, so it 

makes sense that teacher parƟcipants would be less likely to choose them. They were 

spread throughout the quesƟon to increase the likelihood that teacher parƟcipants are 

reading all the statements and to allow teacher parƟcipants a variety of choices.  
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For the other five statements, responses are distributed and vary; for more details, see 

Figure 14: MulƟ-Response QuesƟon 11: “What are your qualiƟes as a teacher?”. This 

quesƟon had the highest number of statements chosen by each teacher parƟcipant, with 

47.4% of teacher parƟcipants picking four out of five statements.  

 

The second group of mulƟple-response quesƟons focused on supporƟng diversity in 

the classroom, views on immigraƟon, and building a safe classroom community. These 

quesƟons were designed to gather teacher parƟcipants’ perspecƟves on how they support 

diversity in their classrooms, parƟcularly what they view as important to supporƟng 

diversity in their classroom; their perspecƟves on immigraƟon and differing views they may 

hold regarding immigraƟon; and finally, their perspecƟves on how they adapt their own 
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Figure 14: 
Multi-Response Question 11: "What are your qualities as a teacher?"
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behaviour to build a safe classroom. The frequency of statements chosen for quesƟons 10, 

18, and 20 are presented in Table 6. 

QuesƟon 10: “What are some ways you support a diverse group of students in your 

classroom?” was chosen as a way to understand how teachers view students with a diverse 

background and their perspecƟves on how to support diversity in a classroom seƫng. For 

Table 6:  
Frequency of Statements Chosen for MulƟ-response QuesƟons (10,18 & 20) 

 Responses 

QuesƟon 10: What are some ways you support a diverse group of 
students in your classroom?  N 

% of 
Cases 
(n=36 

% of 
sample 
(n=38) 

1 
I support diversity in my classroom by making my teaching 
flexible and adapƟve. 28 77.8% 73.7% 

2 
I make an effort to ensure that my instrucƟon is sensiƟve to 
issues of diversity. 20 55.6% 53.6% 

3 I work well with students of diverse backgrounds. 11 30.6% 29% 

4 
It is very difficult for me to build relaƟonships with students 
of diverse backgrounds. 1 2.8% 2.6% 

QuesƟon 18: How do you feel about immigraƟon? N 

% of 
Cases 
(n=36 

% of 
sample 
(n=38) 

1 ImmigraƟon should be Ɵghtly controlled. 4 11.1% 10.5% 

2 
Immigrants should fit into the culture of the country they are 
in. 2 5.6% 5.26% 

3 ImmigraƟon enables us to learn from different cultures. 31 86.1% 81.6% 

4 ImmigraƟon opens us up to our own contradicƟons. 7 19.4% 18.4% 

QuesƟon 20: How do you build a safe classroom community? N 

% of 
Cases 
(n=36 

% of 
sample 
(n=38) 

1 Students come to me with their problems. 22 61.1% 57.9% 

2 I take proacƟve steps to discourage misbehaviour. 20 55.6% 52.6% 

3 
I am comfortable with having students figure things out for 
themselves. 13 36.1% 34.2% 

4 
I idenƟfy and deal with my students’ problems before they 
get worse. 22 61.1% 57.9% 

N: Number of parƟcipants who chose this statement 
% of cases: Number of Ɵmes statement is chosen divided by the number (n) of 
parƟcipants who answered this quesƟon 
% of sample: Number of Ɵmes statement is chosen divided by the number (n) of total 
parƟcipants included in the survey. 
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this quesƟon, teacher parƟcipants chose two of the four statements the most: “I support 

diversity in my classroom by making my teaching flexible and adapƟve.” (77.8%) and “I make 

an effort to ensure that my instrucƟon is sensiƟve to issues of diversity.” (55.6%). The choice 

of these two statements emphasises teachers adapƟng their own behaviour and approach 

in their classroom to support diversity. Only one teacher parƟcipant chose the statement “It 

is very difficult to for me to build relaƟonships with students of diverse backgrounds.”, 

which shows that teachers in this sample do not think it is difficult for them to build 

relaƟonships with students with a diverse background, however the statement “I work well 

with students of diverse backgrounds.” Was only chosen 11 Ɵmes. These answers may point 

to teacher parƟcipants wanƟng to adapt and build relaƟonships with students from diverse 

backgrounds but also not being fully confident that they are able to do so well.  

QuesƟon 18: “How do you feel about immigraƟon?” was asked to build an 

understanding of the teacher parƟcipants’ perspecƟves regarding immigraƟon in the United 

Kingdom. This quesƟon was a mulƟple-response quesƟon because it allowed for more 

nuance of perspecƟves, giving the teacher parƟcipants the opƟon of choosing contradicƟng 

statements if they wanted. Out of all of the mulƟple-response quesƟons QuesƟon 18 was 

the one with the smallest number of statements chosen by each teacher parƟcipant. 73.7% 

of teacher parƟcipants chose only one response statement for this quesƟon. The responses 

show a high favourability for the statement “ImmigraƟon enables us to learn from different 

cultures.” With it being chosen 86% of the Ɵme. None of the other statements were chosen 

more than a few Ɵmes each (N= 2, 4, and 7). This statement was the most supporƟve of 

immigraƟon out of the choices provided. This result shows a clear favouring for this 

statement above the others and representaƟon of teacher parƟcipants’ views on 

immigraƟon, that it helps us learn from different cultures.  
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QuesƟon 20: “How do you build a safe classroom community?” was asked to get an 

understanding of teacher parƟcipants’ perspecƟves on safety in their classroom and how 

they offer support to their students. Teachers chose fairly evenly between three out of four 

statements when answering this quesƟon: “Students come to me with their problems.” 

(61%), “I idenƟfy and deal with my students’ problems before they get worse.” (61%), and “I 

take proacƟve steps to discourage misbehaviour.” (55%). Between these statements, there 

was some consistency that proacƟvity and flexibility in behaviour were techniques teachers 

use to assist them with building safety in their classroom. Teachers chose statements 

indicaƟng that they view students approaching them and that they are approachable with 

difficult topics, as highly regarded. Chosen least frequently was statement three, “I am 

comfortable with having students figure things out for themselves.” (36%). 

6.2.2 Number of responses recorded  

The quesƟons included in this quesƟonnaire are a mix of single-response quesƟons 

(which only allow one statement to be chosen), or mulƟple-response quesƟons, (which 

allow as many statements as the teacher parƟcipant wants to be chosen). In Table 7 there is 

a summary of how many response statements were chosen for each mulƟple response 

quesƟon. All mulƟple-response quesƟons have four response statements with the excepƟon 

of quesƟon 11. “What are your qualiƟes as a teacher?” where there were eight potenƟal 

statements to choose.  

The number of response statements chosen varied a lot between quesƟons. For some 

quesƟons, such as QuesƟon 18 “How do you feel about immigraƟon” 73.7% of teacher 

parƟcipants chose only one statement. For others, such as QuesƟon 11: “What are your  
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Table 7:  
Number of Responses Chosen for MulƟple Response QuesƟons 

  

8. What are 
your thoughts 
on Social and 
EmoƟonal 
Learning? 

9. How do you 
know a student is 
thriving 
emoƟonally? 

10. What are some 
ways you support a 
diverse group of 
students in your 
classroom?  

11. What are 
your qualiƟes 
as a teacher? 

18. How do you 
feel about 
immigraƟon? 

20. How do you 
build a safe 
classroom 
community? 

  N % N % N % N % N % N % 
Unanswered 4 10.5 1 2.6 2 5.3 4 10.5 2 5.3 2 5.3 
1 Statement Chosen 24 63.2 20 52.6 21 55.3 8 21.1 28 73.7 17 44.7 
2 Statements 
Chosen 

4 10.5 9 23.7 6 15.8 5 13.2 8 21.1 4 10.5 

3 Statements 
Chosen 

5 13.2 2 5.3 9 23.7 3 7.9 
- - 

8 21.1 

4 Statements 
Chosen 

1 2.6 6 15.8 
- - 

13 34.2 
- - 

7 18.4 

5 Statements 
Chosen 

      5 13.2     
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qualiƟes as a teacher?” 34.3% chose four statements and 13.2% chose five. The number of 

statements chosen varied based on the content of the quesƟon and the statements 

provided. One constant is that choosing only one response statement was typically the most 

frequent response rate, with the excepƟon of quesƟon 11.  

6.2.3 DescripƟve StaƟsƟcs of Single Response QuesƟons 

Single-response quesƟons used in the quesƟonnaire focused on several areas of 

interest. The first group focused on teacher parƟcipants’ perspecƟves on their role as 

educators, their opinions and perspecƟves regarding how and when to address issues of 

gender, awareness of sexism, ethnicity, and diversity in the classroom, and in their opinion of 

when an immigrant becomes “BriƟsh”. 

QuesƟon 7 “What is our primary role as prospecƟve educators?” was asked as a way to 

gauge how teachers view their role in a primary school student’s life. 68.4% of teacher 

parƟcipants chose the third statement over the other three “To assist students to 

understand the world through and beyond the curriculum.”. This shows that the teachers 

who took part in this survey view their role in children’s lives as something beyond what is 

contained in the curriculum and learning objecƟves. This quesƟon leads to quesƟons 14-17, 

Table 8:  
Frequency of Responses to Single Response QuesƟon 7                                        Responses 
7. What is our primary role as prospecƟve educators? N % 

0 No Response 1 2.6 

1 To deliver the content prescribed in the curriculum. 2 5.3 

2 To facilitate student learning to achieve curriculum objecƟves. 5 13.2 

3 To assist students to understand the world through and beyond the 
curriculum. 

26 68.4 

4 To engage students with possibiliƟes and limitaƟons of 
understanding. 

4 10.5 
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which ask teachers when it is best (if ever) to cover certain sensiƟve topics, such as gender, 

awareness of sexism, ethnicity, and diversity.  

QuesƟon 12: “Is there a difference between how girls and boys express their 

emoƟons in the classroom?” and QuesƟon 13: “Is there a difference between how much 

girls and boys contribute to the classroom?” seek to understand how teachers perceive 

gender and sex differences and how they interpret emoƟon expression and social 

interacƟon (contribuƟon in the classroom). For both, the majority of teachers answered that 

gender and sex do not impact emoƟonal expression or contribuƟng to the classroom. 68.4% 

chose the statement, “Gender doesn't impact how a child expresses their emoƟons; it just 

depends on the child.” For quesƟon 12 and 81.6% chose the statement “Gender doesn't 

impact how much a child talks, it just depends on the child.” For quesƟon 13. These 

Table 9:  
Frequency of Responses to Single Response QuesƟons 12 & 13                               Responses 
12. Is there a difference between how girls and boys express their emoƟons 
in the classroom? N % 

0 No Response 3 7.9 

1 Boys are less expressive emoƟonally; girls tend to show a wider range of 
emoƟons. 3 7.9 

2 Girls show more empathy and sympathy than boys, who tend to laugh off 
issues. 0 0 

3 When unhappy, girls tend to show emoƟons such as anxiety or sadness, 
where boys tend to show anger and disgust instead. 6 15.78 

4 
Gender doesn't impact how a child expresses their emoƟons; it just 
depends on the child. 26 68.4 

13. Is there a difference between how much girls and boys contribute to the 
classroom? 

N % 

1 Girls talk more than boys. 4 10.5 

2 Boys talk more than girls. 1 2.6 

3 Gender doesn't impact how much a child talks, it just depends on the 
child. 31 81.6 

0 No Response 2 5.3 
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responses highlight a perspecƟve of the teacher parƟcipants that gender and sex are not 

determinants of a child’s behaviour and presentaƟon. 

Table 10:  
Frequency of Responses to Single Response QuesƟons 14-17                             Responses 
14. How do you feel it's best to handle issues of gender and sexism in the 
classroom? N % 

1 I feel gender and sexism should be addressed regularly. 24 63.2 

2 I feel gender and sexism should be addressed through special 
programs or events (irregularly). 5 13.2 

3 I feel gender and sexism should be addressed if issues arise in the 
classroom or it's necessary, such as due to bullying. 

6 15.8 

4 I feel gender and sexism should be addressed at home and the 
community, rather than in the classroom. 1 2.6 

0 No Response 2 5.3 

15. Do you feel there is a parƟcular age when issues of gender and sexism 
should be addressed with children? (regardless of where it’s addressed) N % 

1 
Children age 13 and up are old enough to understand issues of gender 
and sexism. 2 5.3 

2 Children age 10 and up are old enough to understand issues of gender 
and sexism. 3 7.9 

3 Children age 7 and up are old enough to understand issues of gender 
and sexism. 5 13.2 

4 Children aged 4 and up are old enough to understand issues of gender 
and sexism. 25 65.8 

0 No Response 3 7.9 
16. How do you feel it's best to handle issues of ethnicity and diversity in 
the classroom? N % 

1 I feel ethnicity and diversity should be addressed regularly. 32 84.2 

2 I feel ethnicity and diversity should be addressed through special 
programs or events (irregularly). 1 2.6 

3 I feel ethnicity and diversity should be addressed if issues arise in the 
classroom or it's necessary, such as due to bullying. 0 0 

4 I feel ethnicity and diversity should be addressed at home and the 
community, rather than in the classroom. 2 5.3 

0 No Response 3 7.9 

17. Do you feel there is a parƟcular age when issues of ethnicity should be 
addressed with children? (regardless of where it's addressed) N % 

1 Children age 13 and up are old enough to understand issues of 
ethnicity and diversity.  0 0 

2 Children age 10 and up are old enough to understand issues of 
ethnicity and diversity. 1 2.6 
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3 Children age 7 and up are old enough to understand issues of 
ethnicity and diversity. 3 7.9 

4 Children aged 4 and up are old enough to understand issues of 
ethnicity and diversity. 31 81.6 

0 No Response 3 7.9 

QuesƟons 14-17 are all very similar and received similar responses. QuesƟon 14: 

“How do you feel it’s best to handle issues of gender and sexism in the classroom?” and 

QuesƟon 15. “Do you feel there is a parƟcular age when issues of gender and sexism should 

be addressed with children? (regardless of where it’s addressed)” both seek to understand 

how teacher parƟcipants view the classroom as a place to address larger world issues and 

the developmental age that they see as appropriate to begin these conversaƟons. 63.2% of 

teacher parƟcipants chose statement one, “I feel gender and sexism should be addressed 

regularly.” For quesƟon 14 and 65.8% of teacher parƟcipants chose statement four, 

“Children aged 4 and up are old enough to understand issues of gender and sexism.”. These 

responses connect to QuesƟon 7, “What is our primary role as prospecƟve educators?”, 

reinforcing that the teachers who took part in this survey see their role as one that goes 

beyond the curriculum, that a teacher is a person to help understand various aspects of the 

world, including the negaƟve ones. 

Responses to QuesƟon 16: “How do you feel it's best to handle issues of ethnicity and 

diversity in the classroom?” and QuesƟon 17: “Do you feel there is a parƟcular age when 

issues of race should be addressed with children? (regardless of where it's addressed)” were 

very similar to quesƟons 14 and 15. 84.2% of teacher parƟcipants chose statement one, “I 

feel ethnicity and diversity should be addressed regularly.” Of quesƟon 16 and 81.6% of 

teacher parƟcipants chose statement four “Children aged 4 and up are old enough to 

understand issues of ethnicity and diversity.” Of quesƟon 17. With an even higher 

percentage of teacher parƟcipants choosing these statements, this shows more evidence to 
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suggest that the teachers who took part in this survey view their role, and the classroom, as 

a place to address social issues. The wording of the response statements for quesƟons 14 

and 16 also disƟnguish between regular and irregular addressing of issues of gender, 

awareness of sexism, ethnicity, and diversity. The teachers in this sample overwhelmingly 

chose the statement that these should be addressed regularly in the classroom and not leŌ 

up to being addressed at home or during special events at the school. 

QuesƟon 19: “When does someone become "BriƟsh"?” was asked as a way to 

understand how the teacher parƟcipants view immigrants and their ability to integrate into 

their host community. Responses to this quesƟon were split, 42.1% of teacher parƟcipants 

chose “When they have legally become ciƟzens.” And 34.2% of parƟcipants chose “When 

they are contribuƟng to the economy, speak the language, and are living here permanently.”. 

Opinion was split for this quesƟon, although it was interesƟng to know that only five (13.2%) 

teacher parƟcipants chose statement four, “When they are born here.”. This result suggests 

that the teachers who took part in this survey view idenƟty and integraƟon into the 

community as flexible and depending on how the migrant or refugee integrates. Both the 

ability to become ciƟzens and permanent leave to remain in the UK can be achieved within 

5-10 years of moving here (although the number of years varies greatly depending on 

Table 11:  
Frequency of Responses to Single Response QuesƟon 19                                     Responses 

19. When does someone become "BriƟsh"? N % 

1 When they have legally become ciƟzens. 16 42.1 

2 When they have lived here 10 or more years.  0 0 

3 When they are contribuƟng to the economy, speak the language, and 
are living here permanently. 13 34.2 

4 When they are born here. 5 13.2 

0 No Response 4 10.5 
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individual circumstances and legal context). The burden, then, to become integrated into the 

UK enough to be considered BriƟsh, at least from the perspecƟves of the teachers who took 

part in this survey, is much more about how immigrants contribute and navigate the legal 

system and much less about birth or length of stay.  

6.3 Scenario Responses 

This secƟon will explain the teacher parƟcipants responses to the scenarios in secƟon 

three of the quesƟonnaire. SecƟon three consisted of six scenarios each covering a different 

core competency of social and emoƟonal development and addressing different aspects of 

the refugee and migrant child experience (CASEL, 2013). As discussed in Chapter 5: 

‘Methods and Methodology’, this work is mulƟdisciplinary and combines perspecƟves from 

research in Social JusƟce in EducaƟon, social and emoƟonal development, and migraƟon. 

The six scenarios were designed to explore perspecƟves that pertain to each area. For more 

detail see Figure 7 in Chapter 5: ‘Methods and Methodology’.  

6.3.1 Equity in EducaƟon: Responsible Decision Making, Social Awareness, Empathy 

(QuesƟons 21 and 22) 

Scenarios from QuesƟons 21 and 22 were used to understand teacher parƟcipants’ 

ability to idenƟfy and address issues of equity in an educaƟonal seƫng. QuesƟon 21 pertains 

to issues related to race, ethnicity, and children’s understanding of racism as well as the core 

competency of responsible decision-making (CASEL, 2013). QuesƟon 22 pertains to issues of 

gender roles in the classroom, parƟcularly around behavioural expectaƟons and 

engagement, as well as the core competency of social awareness (CASEL, 2013). There were 

22 responses to quesƟon 21 and 19 responses to quesƟon 22. For more detail on the 

conceptual framework and core competency related to the scenarios design, as well as to 
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see the scenario, please refer to Figure 8: Scenario Design Elements, in Chapter 5: ‘Methods 

and Methodology’.   

Three main themes emerged in the responses to both scenarios, the first was Denial or 

RejecƟon, of a core assumpƟon presented in the scenario, the second was Lean Away, the 

use of distancing language related to the subject brought up in the scenario, and the third 

was Lean In, language addressing or aƩempƟng to understand the child’s experience more 

fully. Some teacher parƟcipant responses used language that fit into more than one theme.  

Theme: Denial or Dismissal 

The first theme that emerged was denial, or rejecƟon of a core assumpƟon in the 

scenario. For quesƟon 21 this was a rejecƟon of the existence of racism or rejecƟon of racist 

connotaƟons in the scenario: “invesƟgate to find out what actually happened, and then deal 

appropriately. What is more interesƟng is that anƟ-white racism, which is a growing and 

serious problem, is never addressed properly." And "I wouldn't necessarily assume that at 6, 

this comment has anything to do with race.". For quesƟon 22 this was a response of hosƟlity 

toward the child for bringing up issues of gender equality: "I would completely ignore this 

nonsense", this was the enƟrety of this teacher parƟcipant’s response to the scenario. Only 

these three responses from both scenarios fit into this theme, two (9%) from quesƟon 21 

and one (5%) from quesƟon 22.  

Theme: Lean Away 

The second theme to emerge is the use of distancing language around race and the 

incident or rejecƟng the idea that there could be gender-based differences in the classroom. 

For quesƟon 21 ten (45%) responses used language that distanced the situaƟon from one of 

racial bias, reframing it instead as an issue of name calling or universality of experience: 

“"it’s not okay to say things like that to people regardless of their skin colour." And “focusing 
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on similariƟes rather than differences”. There was a lot of use of the word “anyone” such as 

"It’s not an okay word to say to anyone!" or “that was not an ok word for that person to use 

to anyone at anyƟme". 

For quesƟon 22 ten (52%) responses used language emphasising the equality of the 

classroom and all tended to shut down the idea that inequity was possible: "all children are 

encouraged to be called on, boys and girls alike"; "it’s not a case of girls and boys is can be 

down to the individual"; "I make sure everyone gets a fair chance to answer quesƟons"; or 

through language explaining how the child’s percepƟons of the situaƟon are wrong: 

"Children are selected at random"; "the same amount of boys and girls in each session"; 

"Tell them someƟmes certain children are more willing to share ideas."; "explain that 

parƟcipaƟon/my calling on children is not based on gender."  

The language idenƟfied in the Lean Away theme did acknowledge the hurt caused or 

concern raised but tended to move away from the child’s experience in this scenario and the 

potenƟal hierarchies of race, ethnicity, or gender. While these responses do not directly shut 

down or reject the idea that race, ethnicity, or gender are a factor in the child’s experience, 

they also move away from those factors and toward a message of sameness and universality 

of experience. For the responses to quesƟon 22, there was some use of language that 

suggests some introspecƟon or desire to address potenƟal inequity. Two parƟcipants who 

responded with Lean Away language also asked the child about her experience to 

understand more fully: [ask] "their feelings behind their statement" and the other 

parƟcipant said, "Ask to be given examples". These responses imply that while the teacher 

parƟcipants generally felt that differences and inequity due to gender were not possible, 

they were open to exploring the child’s experience. 
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For both scenarios, three (30%) of the responses for quesƟon 21 and seven (70%) of 

the responses for quesƟon 22 that fit into the Lean Away theme also shared they would 

engage in a whole-class intervenƟon. The use of whole-class intervenƟons does suggest that 

teacher parƟcipants understand the potenƟal for a systemic issue being raised by one child’s 

concerns, and while they do not see or acknowledge differences due to race, ethnicity or 

gender in their responses, they are open to the possibility that some in the class feel there is 

inequity. This was more present in quesƟon 22, where two (20%) of the responses included 

in this theme also said they would incorporate a tool that encourages random engagement, 

such as lolly sƟcks or random name generator, to ensure greater equity in-class engagement.  

Theme: Lean In 

The third theme to emerge was Lean in, which was the acknowledgement of an issue 

of diversity, race, ethnicity, or gender within the scenario. For both scenarios, the language 

included in this theme tended to “Lean Into” the potenƟal concerns raised by the child and 

aƩempt to understand more fully what she was feeling. For quesƟon 21 there were ten 

(45%) where the word used acknowledged the impact of diversity, race, or ethnicity on the 

situaƟon: “diversity and ethnicity”, “diversity”, “differences and feelings”, “diversity and 

inclusion”, “individual differences including culture”, half of these (n=5) directly used the 

term racism or acknowledged the racist undertones of the interacƟon: “racist” & “racism”, 

“anƟ racism”, “racism”, “religions and race”, “race issues and skin colour”. 

For quesƟon 22 eight (42%) responses used language that fit this theme, and was 

characterised by language that acknowledges the child’s feelings and aƩempts to gather a 

deeper understanding: "I would ask why she thinks what she does and what her personal 

experience is of gender equality in her classroom" and "I would apologise and thank him for 

being honest enough to tell me"…"I would then act on them, perhaps keeping a track of who 
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I ask to speak or take on a responsibility." Also included in this theme were responses that 

used language that implied that the teacher parƟcipant used the students’ concerns to self-

reflect on their pracƟces in the classroom: “Monitor my own pracƟce" and "I would also be 

more aware of my own acƟons to ensure that I am calling on children equally." 

For both scenarios, six (60%) of the responses for quesƟon 21 and two (25%) of the 

responses for quesƟon 22 that fit into the Lean In theme also shared they would engage in a 

whole-class intervenƟon. For quesƟon 22, two (25%) of the responses included in this theme 

also said they would incorporate a tool that encourages random engagement, such as lolly 

sƟcks or a random name generator, to ensure greater equity in class engagement. The 

addiƟon of a whole-class intervenƟon or tool for randomisaƟon further reinforces that the 

responses included in this theme show a desire to address potenƟal inequity in the 

classroom and engage all the students.  

6.3.2 CriƟcal Consciousness of Teacher Responses 

As explained in Chapter 5: ‘Methods and Methodology’, following iniƟal themaƟc 

analysis, the scenario responses were analysed using a coding frame, built from foundaƟonal 

research in equity in educaƟon. This survey is interested in understanding teachers’ 

perspecƟves, values and skills while considering the context that they exist within, on an 

interpersonal level (through student interacƟons) and a social level (laws and social 

supports). The foundaƟonal research used for quesƟons 21 and 22 was Freire’s (1974) 

CriƟcal Consciousness definiƟons, as a way to understand how systems of oppression may 

present in teacher-parƟcipant responses. For more detail on the use and raƟonale of this 

frame, refer to Chapter 5: ‘Methods and Methodology’. Each of the three themes fits with 

one level of CriƟcal Consciousness, which is shown in Figure 15 (blue are Freire’s (1974) and 

purple are my interpreted themes).  
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 Magical consciousness is described as the belief that issues of equity, such as poverty 

and oppression, are facts of life to be endured (Freire, 1974). This stage is also characterised 

by a lack of criƟcal analysis of inequiƟes in life and social interacƟons, along with an 

arrogance that criƟque is unnecessary and mistrust of other perspecƟves. All three 

responses that fit into this category reject some aspect of the scenario, one simply staƟng "I 
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would completely ignore this nonsense", and the other two rejected that there could be 

racist connotaƟons to the scenario (although these two responses do this very differently). 

One response starts with suspicion of the student reporƟng the incident, “find out 

what actually happened”, this language implies that the student’s account may not be 

correct. This response then goes on to talk about “anƟ-white racism”, which acknowledges 

the racial and ethnic connotaƟons of the word “poop” but rejects that more should be done 

to support the student’s experience in this scenario. The other response is simply less 

criƟcal, with a lack of acceptance that children this young could understand race and 

ethnicity well enough to use a derogatory term intenƟonally. However, the language used in 

the response "I wouldn't necessarily assume that at 6, this comment has anything to do with 

race", this respondent is acknowledging that they see the racial connotaƟons of this 

comment and rejected the idea that this six-year-old child from Nigeria could understand the 

implicaƟons of such a comment beƩer than them. Their language suggests a dismissal of the 

Nigerian students’ interpretaƟon of the situaƟon and rejecƟng that race could be involved.  

Naïve Consciousness is characterised by an understanding of the issues within society 

but views them at the individual level. Naïve Consciousness implies that the individual is 

aware that inequity exists but only due to the acƟons of a few or is seen in individual 

situaƟons rather than as a systemic problem. Naïve Consciousness also tends to involve an 

avoidance response or emphasis on individual self-change; it tends to be surface level in its 

awareness without an understanding of the root causes of discriminaƟon or inequality. The 

responses placed within the Lean Away theme used distancing language and avoided deep 

reflecƟon by shiŌing the conversaƟon away from the idea that there is potenƟal inequity in-

class engagement, i.e., "explain that parƟcipaƟon/my calling on children is not based on 

gender." and “focusing on similariƟes rather than differences”. The language used also tends 
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to focus on each child as an individual: "Tell them someƟmes certain children are more 

willing to share ideas." or "it’s not okay to say things like that to people regardless of their 

skin colour." and a rejecƟon that there is a gender or race-based component, "it’s not a case 

of girls and boys is can be down to the individual” and “that was not an ok word for that 

person to use to anyone at anyƟme". These responses fit in the Naïve Consciousness stage 

because there is a lack of acknowledgement of the potenƟal systemic challenges that could 

influence the classroom dynamics and these students’ experience of gender, race, and 

ethnicity. Both girls are expressing an awareness of differences in race, ethnicity, gender, and 

treatment based on these characterisƟcs, i.e. racism and gender equality. By focusing on 

individual differences and shuƫng down this conversaƟon, the parƟcipants’ responses imply 

that both girls are wrong in their experiences. While it is possible that the teacher 

parƟcipants’ use of tools and engagement with their classes eliminates the potenƟal for 

inequity due to gender and the student who used the word “poop”, did not understand the 

implicaƟons; the refugee and migrant girls’ feelings are real and not being addressed by 

these responses.  

CriƟcal Consciousness is characterised by an understanding of how a person 

contributes to an unjust system, portraying a deeper awareness of the systems in place that 

lead to oppression, and an understanding that work needs to be done to address the 

impacts of systems of oppression. In this stage, there is also an understanding about what 

acƟons they engage in, that further injusƟce; there is a humility around criƟque and a desire 

to be criƟcal of acƟons and situaƟons. This stage of consciousness involves criƟcal thought 

and open communicaƟon. The Lean In theme fits best with this stage of consciousness 

because it involves response language that uses criƟque and acknowledgement of the unjust 

systems of oppression around race and gender. The language used in the responses in this 
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theme shows an awareness of the potenƟal relaƟon of the outside system (social structure 

of England) to the internal system (the school system), with statements like: "I will reflect on 

how I call on the children", “engage children in discussion about diversity and ethnicity”, 

"Monitor my own pracƟce", “I would definitely do some work around anƟ racism” “I would 

install values of respect and equality”, and "I would also be more aware of my own acƟons 

to ensure that I am calling on children equally.". The language used by these teachers’ 

responses show a reflecƟon on how they may be enacƟng social systems of oppression and 

a desire to ensure they do the work required to be criƟcal and reflecƟve of their own 

behaviour and acƟons to correct this enactment of oppression.  

6.3.3 Social and EmoƟonal Awareness: Self-management and Self-awareness (QuesƟons 

23 and 25) 

Scenarios from quesƟons 23 and 25 were used to understand teacher parƟcipants’ 

abiliƟes to assess potenƟal emoƟonal and well-being issues related to social and emoƟonal 

development. Both scenarios were designed with a couple of clues to give teachers a sense 

of what the child was struggling with. The first referred to the extreme internalising 

response of “going blank and siƫng moƟonless on the ground” and the second included the 

lack of completed homework, a large emoƟonal and behavioural reacƟon not on par with 

developmental level, and difficulty engaging with her peers. They were designed to 

understand how teacher parƟcipants interpret emoƟonal and behavioural responses in a 

classroom and if they can idenƟfy the need for addiƟonal mental health support. There were 

20 responses to quesƟon 23 and 17 to quesƟon 25. For more detail on the conceptual 

framework and core competency related to the scenarios design, as well as to see the 



182 
 

scenario, please refer to Figure 8: Scenario Design Elements in Chapter 5: ‘Methods and 

Methodology’.   

Two main themes emerged for both scenarios, a Behavioural Focus, and an 

EmoƟonally SupporƟve Response (ESR). Some parƟcipant responses included language that 

fit in both themes and one parƟcipant’s response to quesƟon 25 did not fit any theme: 

"Discipline her (expulsion)", which was so extreme that it did not seem to match the 

scenario.  

Theme: Behavioural Response 

Behavioural focus responses used language that implied that the issue of the scenario 

was behaviourally based and treated it as an isolated incident. For quesƟon 23 there were 

seven (35%) responses that fit this theme, some examples include: "use circle Ɵme and 

asserƟon training....", "deal with their behaviour individually.", "I would try to engage the 

child in learning and socialising,", "Support the child to develop self esteem.", and "I would 

help the child up and make the other child apologise". For quesƟon 25 there were eleven 

(64.7%) responses that fit this theme, some examples include: "support her with future 

encounters when working in groups", "Talk to the child about communicaƟon...", "support 

her with future encounters when working in groups", and "I would sit down with them and 

talk about how we can share our ideas openly and freely". 

While these responses were all supporƟve, they all show a desire to help the student 

learn to engage well with her peers, they missed the extreme shutdown response and what 

that could potenƟally mean for the child’s emoƟonal development, as well as the potenƟal 

habitual nature of the lack of homework compleƟon and the extreme emoƟonal and 

behavioural reacƟon in quesƟon 25. They focused instead on the incident in isolaƟon and 
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the skills they could assist the student in learning to help her navigate similar situaƟons in 

the future.  

Theme: EmoƟonally SupporƟve Response (ESR) 

ESR used language that showed they wanted to support the student in regulaƟng and 

then processing her emoƟons. For quesƟon 23 there were sixteen (80%) responses that fit 

into this theme, some examples include: "Try and get the child to open up to you about how 

they are feeling.", "I would sit with the child and read them a story.", "Ask her if she is ok 

and what she would like to do (clear that she doesn't respond to strict instrucƟons so let her 

feel safe and lead)", and "Go over ask if she is ok, would she like to talk about anything". For 

quesƟon 25 there were eleven (64.7%) responses that fit into this theme, some examples 

include: "AŌer she has calmed down speak to her", "Find her and calm her down.", 

"Reassure child and talk through.", and some included a concern about the potenƟal for this 

reacƟon to be a paƩern in need of addressing: "give the child some space to calm 

down"..."then refer for support about managing emoƟons if this paƩern of behaviour 

conƟnued over Ɵme.". 

ESR engaged with the student’s emoƟonal reacƟons and encouraged her to regulate 

her emoƟons first and, for this scenario, tended to support her in coming out of her internal 

world. In these responses was a recogniƟon on the part of the teacher parƟcipants that she 

needed Ɵme to regulate and manage her emoƟons before she would be open to discussing 

the situaƟon or addressing her behaviour. For both scenarios, the teacher parƟcipants who 

responded in an emoƟonally supporƟve way tended to lead with empathy and emoƟonally 

connecƟng language, although this was far more present in the response to quesƟon 23 

than in quesƟon 25.  
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For quesƟon 23 there were also several stand-out responses that show that some 

teacher parƟcipants are aware of how to support a child who has experienced trauma: "I 

would get on the child's level and sit with them, being a calm, consistent adult and reassure 

them", "I would sit with her and sportscast what had happened." and "In the moment I 

would check she was okay and give reassurance.....as I would be concerned of previous 

trauma". Both of these responses show some skills and awareness from teacher parƟcipants 

that the child’s shutdown could be due to past emoƟonal trauma. For quesƟon 25 however, 

this was not present in the responses.  

Social and EmoƟonal Development Issues IdenƟfied 

These two scenarios were designed to understand how teachers view and assess 

mental health symptoms in refugee and migrant girls, parƟcularly when they relate to self-

management and self-awareness. Therefore, during analysis, there was a desire to 

understand if teachers were able to idenƟfy the symptoms of a social and emoƟonal 

development issue for these two scenarios. While both scenarios had responses that fell 

into the ESR theme, not all of those seemed aware of the potenƟal larger issue or took steps 

to address it. For quesƟon 23, seven (35%) responses included an ESR and suggested a 

referral to the pastoral or safeguarding lead (in total 10 responses to quesƟon 23 suggested 

a referral). This combined response suggesƟng a need for addiƟonal emoƟonal support 

indicates an awareness of a larger potenƟal issue. 

For quesƟon 25 three (17.6%) noƟced the connecƟon between the homework and the 

incident and suggested that there may be larger issues needing addressing. Their responses 

saw a potenƟally larger issue to look into: "I would also look into why she wasn't compleƟng 

homework", "then refer for support about managing emoƟons if this paƩern of behaviour 

conƟnued over Ɵme.", and "Whole class intervenƟon only necessary if I felt this child is 
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having issues building relaƟonships with her peers.". Both responses recognize that there 

may be a paƩern or concern from this scenario that is not just isolated to this one incident. 

Two out of these three responses suggested making a referral to the safeguarding lead or 

some other type of emoƟonal support, again showing that these teacher parƟcipants were 

seeing a larger issue. 

Other Responses of Note 

 Whole-class intervenƟon Speak with Mum Small group or "Buddy" 
support 

QuesƟon 23 4 (20%) 3 (15%) 4 (20%) 

QuesƟon 25 4 (23%) 0 0 

For both scenarios, these responses were of note as they listed ways they would 

support the student with their social and emoƟonal needs. For quesƟon 23 there were more 

ideas on how they would support the student than for quesƟon 25. AddiƟonally, for 

quesƟon 25, two responses expressed confusion at the scenario’s language, one quesƟoning 

the homework detail and one quesƟoning what the incident had to do with the student’s 

immigraƟon background. Both further give the impression that the potenƟal for a larger 

social and emoƟonal issue was lost on those parƟcipants.  

6.3.4 Issues of IntegraƟon: Social Awareness and RelaƟonship-skills (QuesƟons 24 and 26) 

Scenarios from quesƟons 24 and 26 were used to understand teacher parƟcipants’ 

views on issues of integraƟon and their ability to support the student integraƟng into their 

host community. Both scenarios challenge the teacher with views that are considered 

controversial in the UK and provide the teacher with an opportunity to support a child with a 

challenge related to moving to a new host society. These scenarios were also a way to 

explore teachers’ perspecƟves on IntegraƟon (the willingness of hosts to adapt socially along 

Table 12:  
Other Responses of Note 
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with the hosted) versus AssimilaƟon (the desire for social cohesion and the hosted to adapt 

to the hosts, without the hosts changing). Refugee and migrant children are considered the 

hosted and teachers and children born in the UK are considered the hosts. There were 19 

responses to quesƟon 24 and 17 responses to quesƟon 26. For more detail on the 

conceptual framework and core competency related to the scenarios design, as well as to 

see the scenario, please refer to Figure 8: Scenario Design Elements in Chapter 5: ‘Methods 

and Methodology’.   

One main theme emerged for each scenario, Avoidant for quesƟon 24 and Gender 

Inequality for quesƟon 26. Following iniƟal themaƟc analysis, the responses to these 

scenarios were coded using a coding framework, AssimilaƟon and IntegraƟon. This 

framework was created using the work of Ager and Strang (2008, 2010), for more on this 

coding frames development and raƟonale please see Chapter 5: ‘Methods and 

Methodology’. Some parƟcipant responses included language that fit in more than one 

theme although responses to quesƟon 26 were more polarised than for quesƟon 24, with 

seven (41%) responding with language in either AssimilaƟon or IntegraƟon only.  

Gender Inequality (quesƟon 26) 

It should be noted for quesƟon 26 ten (58%) responses directly addressed or idenƟfied 

the gender inequality underlying the student’s comments: "gender equality", "gender 

stereotypes", "chat about how football isn’t just for boys!", and "gender equaliƟes". Of 

these ten, six (60%) also stated they would use a whole class intervenƟon to discuss gender 

equality, however only two (20%) discussed engaging with the student about these beliefs: 

"why she doesn’t feel that football is a game for girls" and "why she thinks girls can’t or 

shouldn’t play football", while all the others spoke of needing to educate her around gender 

equality and stereotypes. This is not necessarily negaƟve, as teachers may inherently feel 
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that because they are in an educaƟonal seƫng it is best to take an educaƟonal approach 

rather than engaging the child in discussion around her beliefs, it does however stop them 

from understanding her views and why she feels this way. The child’s country of origin is not 

named in the scenario, and she has only been in the UK for three months, so it is very 

possible she is having difficulty adjusƟng to the new social norms.  

Theme: Avoidant (quesƟon 24) 

Ten (52%) responses from quesƟon 24 fit into the avoidant theme. Responses included 

in this theme used language that deflected the conversaƟon back toward her family: "Tell 

pupil that she will need to speak further with her family about her naƟonality and how it can 

be tricky with family vs friends in different places.” or listened but did not engage beyond 

listening: "I would listen to the child ". Six (31%) of the responses in this theme noted they 

would refer the student to the safeguarding lead or other school resources, showing a 

recogniƟon that the situaƟon was concerning but that they did not feel they could or should 

address it in a classroom seƫng. Three (25%) responses included in this theme had 

addiƟonal language in their response that was also included in the IntegraƟon response 

theme, so the teacher parƟcipant seemed to be both engaging with the student and 

avoidant of engaging too much.  

The responses included in this theme did tend to show concerns around opening 

sensiƟve topics, parƟcularly those that are considered ‘home or family’ issues and not 

‘school’ issues. This theme also highlights that teachers are not always sure how to approach 

sensiƟve topics nor feel equipped to do so in a classroom seƫng. The Avoidant response 

was a theme found only for quesƟon 24, which has the child tell of a situaƟon that originally 

happened at home. Because the scenario intenƟonally elicited a dilemma associated with 

the boundaries between school and home (public versus private), it is not unexpected that 
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teacher parƟcipants responded with some avoidance of engaging with the girl on this 

situaƟon.  

Theme: IntegraƟon 

Responses included in the IntegraƟon theme tended to directly address the concerns 

of the child in this scenario while including language that encouraged the child to feel 

connected to the classroom community while maintaining their own cultural idenƟty. For 

quesƟon 24 these eight (42%) responses were focused on encouraging her to embrace her 

new idenƟty while also honouring her culture of origin: "I would ask if the girl would like to 

tell the class about her home country?". For quesƟon 26 these fourteen (82%) responses 

were focused on encouraging the child to engage with the class community in a more 

posiƟve manner: "I would find out what the child likes to do in playƟme" and "Ask her what 

games she likes to play and see if you can get anyone else involved.".  

IntegraƟon responses also included language around the importance of diversity and 

the benefits of a mulƟcultural background: "that the child is fortunate to have a 

mulƟcultural life at home and school", "I would explain that it is okay to feel BriƟsh but that 

she also has another wonderful culture in her life and she is a part of both", and "Explain 

that it is great that she feels welcome/at home in the UK. But also remind her that she has 

another culture that she belongs to also.".  

Ten (58%) responses from quesƟon 26 and four (21%) responses from quesƟon 24 

included in this theme also encouraged the child to engage with the class about her cultural 

background or that the teacher would encourage acƟviƟes that celebrate diversity and 

mulƟcultural experiences, e.g. "Throughout the year, try to focus on different fesƟvals and 

celebraƟons that represent both children in class and also show different experiences to 

children", “I would do a whole class session on gender roles, discuss female athletes and 
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read books which break gender stereotypes", "Speak to class about games and what people 

like to play compared to others" and "celebrate each individual in the class and the diversity 

of our class". These responses show an emphasis on educaƟon about social norms in the UK, 

parƟcularly the idea of gender equality. These responses show an insight on the part of the 

teacher parƟcipants that this child would benefit from addiƟonal perspecƟves in a way that 

allows her to adjust to her new host culture. Whole-class intervenƟons in this context allow 

for the whole class to discuss issues that don’t just affect the refugee or migrant child, as 

gender equality is an issue for all children, however, a whole-class intervenƟon could also 

allow the refugee and migrant child a chance to learn more about her new host society. 

The responses in this theme show that the teacher parƟcipants have the desire to 

engage with the underlying social issues of idenƟty and how idenƟty relates to social norms, 

parƟcularly around immigraƟon and gender. Three (17%) responses from quesƟon 26 

included language that explored the reasons behind the child’s views on gender and sports, 

i.e. "I would ask her her opinion on and explore thinking around this...", "but also ask why 

she doesn’t feel that football is a game for girls", and "I would find out why she thinks girls 

can’t or shouldn’t play football.". The responses show an interest in understanding the 

child’s perspecƟve and encouraging her to develop an understanding of the social norms of 

the classroom and by extension the UK.  

Finally, it should be noted as well that two (10%) of the responses from quesƟon 24 

included in this theme also said they would speak to the father or family directly about the 

concerns the child raised. These were the only two responses to suggest speaking with the 

family or parent.  

Theme: AssimilaƟon  



190 
 

Responses included in the AssimilaƟon theme used language that stayed surface-level, 

focusing on the child to engage in behavioural change rather than encouraging a more 

nuanced integraƟon of the child into the classroom (for quesƟon 26) or reacƟng to the 

child’s story with a rejecƟon of the discussion or aggression, (for quesƟon 24). There are 

three (15%) from quesƟon 24 used language that fit this theme and eleven (64%) responses 

for quesƟon 26. For quesƟon 24 the responses expressed either they did not feel 

comfortable discussing the topic and situaƟon further: "I would not feel confident to speak 

to her in more detail", or referred the child for safeguarding without further conversaƟon: 

"Report to DSL asap". One response from this theme reacted in a way that seemed extreme 

given the circumstances: "The girl should be taken into care and the father repatriated." The 

language in this response not only suggested that the father’s acƟons were abusive but that 

his difficulty with his daughters’ adjustment to the UK should result in him being removed 

from the country. While this is only one response, out of the 19 others, hosƟlity and feelings 

are not unheard of in research on refugees and migrants (Blinder & Richards, 2020). The 

aƫtude is indicaƟve of a person who believes that refugees and migrants should adjust to 

life in the UK, without any social or cultural changes on the part of the hosts (those born 

here). This response also included that they would refer the family to PREVENT, which is the 

anƟ-terrorism service in the UK (Home Office, 2015). 

For quesƟon 26 the responses were less rejecƟng and more focused on behavioural 

changes that could support the child. Nine (81%) suggested that the child could benefit from 

friendship support: "Include her in school clubs" and "find a small, caring group of children 

who would be supporƟve”, or the teacher picking a potenƟal “buddy” to support her in 

connecƟng with her peers; "buddy up" and "playƟme buddy" and two (18%) which 

suggested that the child would benefit from language support: "I would find resources to 
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support the language barrier" and "EAL support for language" (one response suggested 

both).  

While the responses are highly supporƟve of the child’s social skills development, they 

do not address her difficulty with social norms. These responses stay surface-level, focusing 

on the child’s behavioural change rather than encouraging a more nuanced integraƟon of 

the child into the classroom. Not to say that they are not supporƟve or useful responses, as 

both friendship support and language support may be useful for this child, however, they 

skip past the larger issues of social integraƟon and of the child’s ability to build relaƟonships 

in her new host community. It is clear from the responses around gender equality, that the 

teacher parƟcipants saw the child’s language to be concerning and incongruent with their 

views on gender and equality, but by then focusing on behavioural change, they skip past 

the underlying feelings and potenƟal cause of her comments.  

6.4 Comparison of PerspecƟves and Opinion QuesƟons with Scenario Responses 

This secƟon will discuss the comparison between the perspecƟve and opinion 

quesƟons from secƟon two of the survey and scenario responses from secƟon three of the 

survey. While the quanƟtaƟve perspecƟve and opinion quesƟons are different from the 

qualitaƟve scenario responses, the themes and trends can be compared. This secƟon will 

include a discussion of the trends found in the perspecƟve and opinion quesƟons and how 

these relate to the scenario responses. Trends will be combined based on different aspects 

of the refugee and migrant experience and the discipline undelaying it.  

To start this comparison, the first quesƟon asked in the perspecƟve and opinion 

secƟon (quesƟon 7) was one on the role of educators. Sixty-eight per cent of the teacher 

parƟcipants chose statement three, “To assist students to understand the world through and 

beyond the curriculum”. This quesƟon was key to understanding teacher parƟcipants’ 
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perspecƟves as they responded to the rest of the quesƟons in the survey. If they had felt 

that their role was academic in nature only, i.e. confined to reading, wriƟng, and maths, then 

they may not view issues of ethnicity or gender to be topics needing addressing in the 

classroom. It is clear though, from the responses to quesƟon 7, that the majority of teacher 

parƟcipants view their role as going beyond academic subjects and inclusive of larger social 

and world issues.  

6.4.1 Issues of Equity in the Classroom 

The first aspect of refugee and migrant experience is Issues of Equity, which for this survey 

included issues related to diversity in the classroom, race, ethnicity, awareness of sexism, 

and gender. There were seven perspecƟve and opinion quesƟons and two scenarios that 

related directly to issues of equity in the classroom, for the list of perspecƟve and opinion 

quesƟons and the themes from corresponding scenarios, see Table 13.  

Table 13:  
Issues of Equity PerspecƟve and Opinion QuesƟons Compared to Scenario Themes  

QuesƟon  Statement 
Per 
cent  

Scenario 
Theme 

Per 
cent 

QuesƟon 8 

Social and emoƟonal learning 
curriculum/techniques I teach are equally 
useful for girls and boys. 38.2%  

Denial and 
RejecƟon 7% 

QuesƟon 10 
“I support diversity in my classroom by 
making my teaching flexible and adapƟve.” 77.8%  Lean Away 48% 

QuesƟon 10 

“I make an effort to ensure that my 
instrucƟon is sensiƟve to issues of 
diversity.” 55.6%  Lean in 43% 

QuesƟon 13 
Gender doesn't impact how much a child 
talks, it just depends on the child. 81.6%    

QuesƟon 14 
“I feel gender and sexism should be 
addressed regularly.” 63%    

QuesƟon 15 
“Children aged 4 and up are old enough to 
understand issues of gender and sexism.” 65.8%    

QuesƟon 16 
"I feel ethnicity and diversity should be 
addressed regularly.” 84%    
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The first four quesƟons to compare to the scenario responses are quesƟons 14, 15, 16, 

and 17. They ask how oŌen teacher parƟcipants feel it is best to address issues of equity 

relaƟng to ethnicity and awareness of sexism, and they ask at what age it is appropriate to 

address these issues. For when issues of equity should be addressed, for both quesƟons the 

majority chose they should be addressed regularly, 84% for issues of ethnicity and 63% for 

issues of sexism. For the age they feel it is best to address these issues, the majority chose 

that children aged 4 and up were old enough, 81% for ethnicity and 65% for sexism. These 

responses show a trend for regular and early addressing of issues of equity in the classroom.  

Teacher parƟcipants’ perspecƟves across these quesƟons show a willingness and 

desire to address larger social issues, such as sexism, in the classroom with young children. 

These responses imply a clear favouring among the teacher parƟcipants that issues of 

diversity, race, and ethnicity are important to address openly, regularly, and early in primary 

school educaƟon. And it shows that the teacher parƟcipants hold the opinion that a 

classroom is a place that requires sensiƟvity to diversity and openness for difficult 

discussions.  

When looking at the scenario responses for issues of equity (quesƟons 21 and 22), 

there is more distancing language than expected, given the responses to most of the 

perspecƟve and opinion quesƟons pertaining to this area. FiŌy-six per cent (N= 23) of the 

responses to both scenarios fell either in the RejecƟon theme or Lean Away theme, and one 

response openly quesƟons whether a child of six would understand racism or the 

connotaƟons of racist name calling, despite the majority (81%) of teacher parƟcipants 

staƟng that children as young as 4 are old enough to understand issues of ethnicity and 

QuesƟon 17 

“Children aged 4 and up are old enough to 
understand issues of ethnicity and 
diversity.” 81.6%    
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diversity. This contrast is interesƟng and suggests that while teacher parƟcipants may hold 

the perspecƟve and opinion that issues of equity are important to address and support early 

in primary school educaƟon, they may not always know when or how to address them in 

pracƟce. This is suggesƟve of a skill gap.  

Responses to quesƟon 13 and one statement from quesƟon 8 align with the Lean 

Away theme. For single-response quesƟon 13, 81.6% of parƟcipant teachers chose the 

statement: “Gender doesn't impact how much a child talks, it just depends on the child” and 

for mulƟ-response quesƟon 8 38% selected that they feel social and emoƟonal learning 

curriculum and techniques are equally useful for girls and boys. These perspecƟve and 

opinion quesƟons directly related to the scenario in quesƟon 22 and could explain why so 

many (42%, n=8) of the teacher parƟcipants for this scenario responded with language that 

fit into the Lean Away theme. The responses to these two quesƟons show a belief by 

teacher parƟcipants that gender does not always impact behaviour in the classroom and 

reinforces that differences seen in behaviour are due to the personality rather than relaƟng 

to characterisƟcs.  

When examining how the scenario responses fit stages of consciousness (Freire, 1974) 

their responses tended to fall in the Naive consciousness category, which is characterised by 

a focus on individual change rather than systemic. From the responses to the perspecƟve 

and opinion quesƟons, teacher parƟcipants seemed aware and open to addressing larger 

social issues within the classroom, when examining the scenario responses however, there is 

a lack of desire to address the larger social implicaƟons and rather they focus on the 

individual surface issue, such as name calling. And because most of the teacher parƟcipants 

had already shared through the perspecƟve and opinion quesƟons that they see differences 

in classroom engagement to be due to individual personality differences, rather than 
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differences related to gender, it makes sense that they would also view quesƟon 22’s 

scenario as an individual issue, rather than a potenƟally larger systemic one.  

While the percentage of scenario responses that fit within the Lean Away and 

RejecƟon themes are more than expected (when compared with the percentages for the 

corresponding perspecƟve and opinion quesƟons), 44% responded with language that fits 

the Lean In theme. This is not to be discounted, as many teacher parƟcipants responded to 

these two quesƟons with a desire to understand more fully the child’s perspecƟve and how 

they might adjust their teaching style or the classroom to beƩer fit the child’s needs. These 

responses connect with how teacher parƟcipants answered quesƟon 10, which asked 

teachers how they support diverse students in the classroom. This was a mulƟple-response 

quesƟon and the two statements most chosen were: “I support diversity in my classroom by 

making my teaching flexible and adapƟve.” (77.8%) and “I make an effort to ensure that my 

instrucƟon is sensiƟve to issues of diversity.” (55.6%). These answer statements show a 

commitment on the part of teacher parƟcipants to ensure sensiƟvity to diversity within the 

classroom and in their teaching. This was certainly shown through 44% of scenario 

responses that fit in the Lean In theme.  

6.4.2 Social and EmoƟonal Awareness 

The second aspect of refugee and migrant experience focused on by this survey is 

social and emoƟonal awareness, this included teachers’ understanding of social and 

emoƟonal development, well-being, and mental health symptoms. There were three 

mulƟple-response perspecƟve and opinion quesƟons and two scenario quesƟons (23 and 

25) that related directly to social and emoƟonal awareness in the classroom, for the list of 
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perspecƟve and opinion quesƟons and the themes from the corresponding scenario see 

Table 14.  

QuesƟon  Statement 
Per 
cent  Scenario Theme 

Per 
cent 

QuesƟon 8 
Social and EmoƟonal learning helps 
students. 61.8%  

Behavioural 
Response 48.6% 

QuesƟon 8 

I have been provided with enough 
training to feel confident teaching of 
social and emoƟonal skills. 17.6%  

EmoƟonally 
SupporƟve 
Response 72.9% 

QuesƟon 9 
They show happiness through smiling, 
laughing voice tone, or language. 67.9%  

SED Issue 
IdenƟfied 27% 

QuesƟon 9 
They have good social supports, such as 
friends, family, community. 64.9%    

QuesƟon 11 

I think I have the capacity to encourage 
my students to express their thoughts 
and feelings freely in my class. 64.7%    

QuesƟon 11 
I am good at understanding how my 
students feel. 55.9%    

QuesƟon 11 
I have a close relaƟonship with my 
students. 67.6%    

These scenarios were designed to assess teachers’ understanding of social and 

emoƟonal skills development and idenƟfy when issues were present. For both scenarios, 

only 27% idenƟfied a social and emoƟonal development (SED) issue, although for quesƟon 

25 this was much lower (17.6%) than quesƟon 23 (35%). When compared to mulƟ-response 

quesƟon 8 from the perspecƟve and opinion quesƟons, only 17.6% selected that they have 

been provided with enough training to feel confident teaching social and emoƟonal skills. 

Both teachers’ answers to this perspecƟve and opinion quesƟon and their scenario 

responses indicate low skills and confidence; although the responses to this statement from 

quesƟon 8 are lower than those to quesƟons 23 and 25, so it is possible that teachers 

underesƟmate their abiliƟes somewhat. SƟll, this shows a lack of skills or confidence in this 

Table 14:  
Social EmoƟonal Awareness PerspecƟve and Opinion QuesƟons Compared to Scenario 
Themes  
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area that may potenƟally influence students’ needs being addressed and those with social 

and emoƟonal development issues not being idenƟfied.  

Two mulƟ-response quesƟons from the perspecƟve and opinion secƟon relate strongly 

to the themes found in the responses to quesƟons 23 and 25. QuesƟon 9 has two 

statements asking how teachers assess a student’s well-being, and quesƟon 11 has three 

statements (out of eight) asking about teachers’ characterisƟcs that relate to these 

scenarios. While the teacher parƟcipants’ responses were distributed throughout the 

statements for both of these quesƟons, it appears that teacher parƟcipants rated their 

ability to encourage their students to share their thoughts and feelings, as well as their 

ability to understand their feelings to be 64.7% and 55.9% respecƟvely; and 67.6% selected 

that they have close relaƟonships with their students. For the scenarios, 73% responded to 

the student with an emoƟonally supporƟve response, which suggests a higher degree of 

emoƟonal responsiveness than the perspecƟve and opinion quesƟons. It is possible that 

again, teachers are underraƟng their emoƟonal response and connecƟon to students.  

For quesƟon 9, teacher parƟcipants were asked how to tell if a student is thriving 

emoƟonally, and chose two of the statements the most, that they are doing well socially 

(64.9%) and that they display a happy affect (67.6%). When compared with the scenario 

responses, 48% fiƩed into the Behavioural response theme, all missing the lack of social 

support and unhappy effect in both scenarios as a potenƟal sign of distress. This could 

suggest that some teachers are aware of some symptoms of emoƟonal well-being but 

unable to idenƟfy emoƟonal ill-health in pracƟce and instead aƩribute concerning 

symptoms to behavioural issues, missing potenƟally larger social and emoƟonal issues. 

Again, this could connect as well to the quesƟon 8 statement with only 17.6% choosing that 

they feel confident teaching social and emoƟonal skills.  
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6.4.3 Issues of IntegraƟon 

The third aspect of refugee and migrant experience refers to Issues of IntegraƟon, and 

for this survey, these quesƟons related to immigraƟon, cultural background, and issues of 

IntegraƟon into a new host community. There were five perspecƟve and opinion quesƟons 

and two scenario quesƟons (24 and 26) that related directly to issues of IntegraƟon in the 

classroom, for the list of perspecƟve and opinion quesƟons and the themes from the 

corresponding scenario see Table 15.  

QuesƟon  Statement Per 
cent 

 Scenario 
Theme 

Per 
cent 

QuesƟon 8 

I think the curriculum and techniques we use 
when teaching social and emoƟonal skills are 
universal for all students. 

32.4%  AssimilaƟon 38.8% 

QuesƟon 10 “I support diversity in my classroom by 
making my teaching flexible and adapƟve.” 77.8%  IntegraƟon 61% 

QuesƟon 10 “I make an effort to ensure that my 
instrucƟon is sensiƟve to issues of diversity.” 55.6%  Avoidant  

(Q. 24 only) 52% 

QuesƟon 18 “ImmigraƟon enables us to learn from 
different cultures.” 86%    

QuesƟon 19 “When they have legally become ciƟzens.” 42%    

QuesƟon 19 
“When they are contribuƟng to the economy, 
speak the language, and are living here 
permanently.” 

34%    

The theme that was most prevalent in the responses to quesƟons 24 and 26 was 

IntegraƟon. This theme was illustrated by the teacher parƟcipants both responding to the 

needs of the child and their background, while also encouraging the child to engage with the 

classroom community (their peers) to beƩer integrate. This commitment to refugee and 

migrant children’s classroom integraƟon is also reflected in the perspecƟve and opinion 

quesƟons. Three quesƟons from the perspecƟve and opinion secƟon fit with this theme, 

quesƟon 10 a mulƟple-response quesƟon which includes statements about supporƟng 

Table 15:  
Issues of IntegraƟon PerspecƟve and Opinion QuesƟons Compared to Scenario Themes  
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diversity in the classroom (77.8%) and making instrucƟon sensiƟve to diversity (55.6%), 

quesƟon 18 a mulƟ-response quesƟon where 86% chose that immigraƟon helps us learn 

from other cultures (an IntegraƟon based response), and quesƟon 19 a single response 

quesƟon which asked when someone becomes BriƟsh, where 42% said when they become 

ciƟzens and 34% said when they are living and contribuƟng to the UK. These perspecƟve and 

opinion quesƟon responses are very aligned with an IntegraƟon perspecƟve, which 

considers immigraƟon a posiƟve and open experience, that allows communiƟes to change 

and grow. The teacher parƟcipants’ perspecƟve and opinion responses show openness and 

thoughƞulness around diversity in their classroom and community, which is reflected in how 

they responded to the scenarios. It is clear from the results, that when teacher parƟcipants 

are asked to engage with refugee and migrant students, they do so with a willingness to 

encourage their integraƟon into the classroom community and for the classroom community 

to change and welcome them.  

There were some perspecƟve and opinion quesƟons that did not fully align with the 

scenario responses. For the scenarios in quesƟons 24 and 26, responses fell in the 

assimilaƟon (38%) or avoidant (52% quesƟon 24 only) theme. These themes do not align 

with most of the perspecƟve and opinion responses, although the percentages are similar to 

the number of parƟcipants who chose that social and emoƟonal learning curriculum is 

universal for all students from quesƟon 8 (32.4%).  

6.4.4 AddiƟonal Comparison: Gender 

One final comparison proposed concerns and awareness of gender differences, as all 

the scenarios include girls and understanding the impact of gender is an aim of this survey. 

One statement from single response quesƟon 12 was that gender does not impact how a 
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child expresses their emoƟons, 68% of teacher parƟcipants chose this statement. This 

perspecƟve and opinion is not actually backed by the literature, as gender does impact how 

children are socialised to display emoƟons, but a belief of sameness was found throughout 

several of the scenario responses, for more on this see Chapter 3: ‘Review of the Literature’, 

SecƟon 3.5.3.2: ‘The Gender Influence of SEL’ (Evans, 2015; Roorda et al., 2011; Sundaram, 

2013). For example, responses to scenario 22 that fit within the Lean Away theme, due to 

teacher parƟcipants having a difficult Ɵme with the idea that there is a gender inequity in 

classroom engagement. From this survey, it appears that there was a tendency to view 

differences as individually based or due to the personality of a child, rather than potenƟally 

shaped by characterisƟcs, such as gender. InteresƟngly though, for scenario 26, 58% of 

teacher parƟcipants idenƟfied the gender inequality in the child’s statements and expressed 

a desire to address it directly. These responses show a commitment to creaƟng an 

environment of equity, although it is possible that there is a knowledge gap when it comes 

to how social influences impact emoƟonal expression and behaviour in the classroom.  

6.5 Discussion 

As discussed in Chapter 5: ‘Methods and Methodology’, when designing and 

conducƟng this research, I uƟlised a pragmaƟc approach, which places the problem of 

refugee and migrant girls’ mental health as the starƟng point for the research design. This 

survey was designed to answer two research quesƟons:  

1) What are primary school teachers’ perspecƟves, opinions, and skills relaƟng to how 

they teach social and emoƟonal skills to students with a recent migraƟon history? 

2) What are the similariƟes and differences between primary school teachers’ 

perspecƟves, values and skills and their scenario responses to girls who are recent 

migrants when they are teaching social and emoƟonal skills?  
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The results from this survey revealed interesƟng findings regarding teachers’ 

perspecƟves, opinions, and skills when teaching social and emoƟonal skills to students with 

a recent migraƟon history. SecƟon 6.2 PerspecƟves and Opinion QuesƟons showed that 

teacher parƟcipants are in favour of addressing systemic social issues within a primary 

school classroom and that they view diversity as something to be embraced and engaged 

with. When it came to the responses to the scenarios, however, there was a gap between 

the perspecƟves and opinions answers and the teacher’s responses. Rather than embrace or 

address issues of inequity, there was a trend of avoidance and dismissal. Similarly, in respect 

to social and emoƟonal development, teachers considered it to be useful and helpful for 

students, yet they were not able to idenƟfy issues of social and emoƟonal development 

when presented with them in the scenarios. Regarding migraƟon, teachers’ perspecƟves and 

opinions seemed to match their responses to the scenarios, showing consistency between 

perspecƟves and pracƟce. The rest of this secƟon will explore the results of these research 

quesƟons and how these results align with or differ from previous research. 

6.5.1 PerspecƟves on MigraƟon 

PerspecƟves on migraƟon are defined in this research as the difference between an 

IntegraƟon perspecƟve and an AssimilaƟon perspecƟve (Ager & Strang, 2008), along with 

how a student’s migraƟon history influences teachers’ perspecƟves and pedagogical 

pracƟces when teaching social and emoƟonal skills. As explored in Chapter 2: ‘Context and 

PosiƟonality of Research’, IntegraƟon and AssimilaƟon are terms that define different ways 

that refugees and migrants (the hosted) adjust to their host country and how those within 

the host country adjust to the introducƟon of refugees and migrants. AssimilaƟon assumes 

that the hosted should be the ones doing the changing and adjusƟng, without the host 
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society changing (Ager & Strang, 2008). IntegraƟon on the other hand is a process of change 

for both hosted and hosts, that the host society adjusts and changes to allow for the hosted 

to retain their unique idenƟty (Buchanan et al., 2016; Da Lomba, 2010). For this survey, one 

area of inquiry was how teachers view the introducƟon of refugees and migrant students 

into their classroom, either with an AssimilaƟon or an IntegraƟon perspecƟve. 

From the perspecƟve and opinion quesƟons, teacher parƟcipants selected statements 

that were in favour or supporƟve of immigraƟon. QuesƟon 18 for example, allowed for the 

selecƟon of mulƟple responses, where 86% (n=31) of parƟcipants chose “ImmigraƟon 

enables us to learn from different cultures.”. This result, along with others, were all posiƟve 

toward the prospect of immigraƟon. Similarly, this was found in the responses to the 

scenarios, with 61% of responses to quesƟons 24 and 26 falling in the IntegraƟon theme and 

only 38.8% falling in the AssimilaƟon theme. These results are at odds with the legal context 

of the UK and much of the public discourse around refugees and migrants, which is more 

focused on social cohesion or AssimilaƟon of refugees and migrants (BeƩs et al., 2020; Da 

Lomba, 2010). At the same Ɵme, the home secretary in November 2022 described the influx 

of refugees and migrants as an “invasion” (Morton, 2022). IntegraƟon perspecƟves are 

welcoming of immigrants, yet in a recent survey it was found that 39% of respondents felt 

that the current levels of immigrants should stay the same and 44% felt that the current 

level of immigrants should be reduced, only 17% felt it should increase (Blinder & Richards, 

2020). These senƟments are less welcoming and encouraging of immigraƟon than the 

responses to this survey and show that the results are not necessarily aligned with public 

feelings around immigraƟon.  

One interesƟng trend that emerged for just quesƟon 24 was the use of avoidant 

language, discouraging the child from discussing the issue at school, as some teacher 



203 
 

parƟcipants saw this as a “home” issue. Avoidant responses could be explained by avoidance 

of issues of diversity, which would be contradictory to the rest of the results around 

immigraƟon and diversity, but the avoidant language could also be due to the teacher 

parƟcipants being concerned about overstepping a family issue, which may have nothing to 

do with diversity or the students’ immigraƟon background. Past literature has shown that 

background mismatch between teacher and child can interfere with social and emoƟonal 

skill development (Jennings & Greenberg, 2009). So, the responses that fell into the avoidant 

theme might be indicaƟve of an issue of background mismatch but could also be explained 

by other factors not invesƟgated by this survey.  

The responses to quesƟon 19 “When does someone become "BriƟsh"?” were 

surprising given the naƟonal discourse around immigraƟon and migrants. Teacher 

parƟcipants chose two statements the most, 42.1% chose “When they have legally become 

ciƟzens.” and 34.2% chose “When they are contribuƟng to the economy, speak the language, 

and are living here permanently.” Both of these responses lean more toward an IntegraƟon 

perspecƟve rather than AssimilaƟon, parƟcularly because only 13.2% (n=5) chose “When 

they are born here.” and none chose “When they have lived here 10 or more years.”. These 

senƟments are indicaƟve of an IntegraƟon perspecƟve because they show an openness for 

immigrants to become part of society through their legal status or their contribuƟons to the 

country, as opposed to one’s idenƟty being Ɵed to their place of birth. 

As a migrant myself, this quesƟon’s result was surprising to me, as I don’t believe I 

will ever see myself as BriƟsh no maƩer how long I stay here. While I technically meet the 

criteria for statement three, having only lived in England for four years I would not view 

myself as BriƟsh. My response is one that I will reflect more about in Chapter 8: Discussion. 
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6.5.2 Issues of Inequity 

 Issues of inequity for this survey cover quesƟons that pertained to race, ethnicity, 

gender, awareness of sexism, and diversity of background. These quesƟons relate to 

research that shows that children of ethnic minority backgrounds can be perceived as less 

socially and emoƟonally competent (Rasheed et al., 2020). In addiƟon, teachers are oŌen 

not from ethnic minority backgrounds, since only 6% of primary school teachers in the UK 

idenƟfy as being from ethnically diverse backgrounds (Department for EducaƟon, 2022b). 

This increases the chances of cultural and background mismatch that influences percepƟon 

and social-emoƟonal learning (Sciucheƫ, 2017). The teacher parƟcipants who took part in 

this survey were similarly majority (84%) from a White English or other White background, 

which is consistent with naƟonal figures.  

 Universalising (redirecƟng the issue to a universal experience) or invisibilising 

(marginalising the experience) the child’s experience were both trends found throughout the 

issues of equity scenario responses. For race and ethnicity, there was a gap between teacher 

parƟcipants’ reported perspecƟves and opinions and how they responded to the scenario 

related to racist name-calling. For 55% of the teacher parƟcipants, this was exhibited in the 

“Lean Away” or “Denial and Dismissal” themes or universalising the experience of the 

student. Teacher parƟcipants seemed to be commiƩed to addressing issues of equity early 

and regularly as reported by the perspecƟve and opinion quesƟons, but when confronted 

with a situaƟon related to race and ethnicity over half responded by invisibilising or 

dismissing the student’s experience around race and ethnicity. As explored in Chapter 3: 

‘Review of the Literature’, bias and discriminaƟon due to ethnicity or cultural background 

can greatly hinder a refugee or migrant’s feeling of safety and integraƟon into a new 

community (Kale et al., 2018). Unequal school pracƟces have been shown to harm the 
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academic progress of not just refugee and migrant children, but host children as well 

(Koehler & Schneider, 2019). This is not to suggest that teacher parƟcipants responses were 

intenƟonally biased or discriminatory, but unconscious bias, colour-blindness, or race-based 

assumpƟons can harm the assessment and instrucƟon of refugee and migrant students, as 

well as other students from ethnic minority backgrounds (Henfield & Washington, 2012). As 

these responses are not aligned with the perspecƟve and opinion quesƟons, there is a 

suggesƟon that while consciously teacher parƟcipants may hold views that race and 

ethnicity should be addressed openly in the classroom, they are not aware of how their 

reacƟons to the student in the scenario situaƟon could be unconsciously perpetuaƟng bias 

and invisibilising the students experience around race.  

Similarly, for issues of gender and sexism, teacher parƟcipants reported that issues of 

gender and sexism should be addressed regularly and early. Yet as discussed in secƟon 6.4 

Comparison of PerspecƟve and Opinion QuesƟons with Scenario Responses, 68% of teacher 

parƟcipants selected that gender does not impact how a child expresses their emoƟons; 

81% stated that gender does not impact how much a child talks, and 38% selected that 

social and emoƟonal learning curriculum and techniques are universal. The tendency for 

parƟcipants to universalise and dismiss differences by gender is contradictory to previous 

research which shows that there are gender differences in behavioural expectaƟons, the 

perceived value of academic aƩainment and SEL (Herlihy, 2014). For SEL parƟcularly, there is 

a lack of consensus among experts regarding the influences of gender on outcomes, some 

research has reported that male-idenƟfied students report worse outcomes while others 

report that female-idenƟfied students report worse outcomes, the only consensus is that 

more research is needed to understand how gender influences SEL (Hallam, 2009; Hamilton 

& Roberts, 2017; O'Conner et al., 2017b; Reiss, 2013). This links directly with a quesƟon in 
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the survey where teachers selected the statement that SEL curriculum and techniques are 

universal for all students, which is a misconcepƟon given the lack of consensus in published 

research in this area.  

For the scenario addressing awareness of sexism, most teacher parƟcipants again 

responded with invisibilising or direct dismissal of the student’s concerns. This invisibilising 

in experience is found throughout the comparison between the issues of equity perspecƟve 

and opinion quesƟons and the scenario responses and could mean that there is further 

unconscious bias present, namely that teachers view their classrooms as being unaffected by 

systemic challenges related to issues of inequity. It is interesƟng that despite a trend to deny 

differences relaƟng to gender in the classroom, 58% of teacher parƟcipants idenƟfied and 

directly addressed the gender inequality in quesƟon 26’s scenario (to see this scenario refer 

to Chapter 5: ‘Methods and Methodology’, Figure 8). Although this scenario’s use of sexist 

language was obvious, it is possible that it is easier for teacher parƟcipants to idenƟfy sexism 

when the student is expressing these views, rather than when they could be the one 

perpetuaƟng it, as in the scenario from quesƟon 22.  

Overall, the responses included under issues of equity do show a conscious 

commitment to addressing gender, and building awareness of sexism, race, and ethnicity-

related issues, as 43% of scenario responses did directly address the issues presented in the 

scenario. For the rest of the responses, however, there is a potenƟally unconscious bias 

which influences the teacher’s ability to engage with the student around issues of inequity. 

This is a major issue for the adaptaƟon and instrucƟon of SEL, as a curriculum created and 

delivered by experts and teachers who are unaware of the systemic nature of inequality and 

how systemic issues present through classroom interacƟons may be unable to create and 

deliver curriculum that supports social and emoƟonal skill development (Emery, 2016). 
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These results point to the ongoing need to design SEL curriculum and techniques that meet 

the needs of subgroups of students, and not expect that social and emoƟonal skills are 

universal (Weissberg et al., 2015). 

6.5.3 Social and EmoƟonal Skills  

For the scenarios focused on social and emoƟonal skills and trauma symptoms, 

teacher parƟcipants’ responses were highly emoƟonally supporƟve and adapted to the 

student’s emoƟonal needs. While about half of the teacher parƟcipants responded to the 

student’s behaviour, two-thirds of the teacher parƟcipants were aƩuned to the students’ 

emoƟons and responded to support the students’ emoƟonal reacƟons. How teachers build 

relaƟonships with students has been found to majorly impact their SEL and academic 

achievement (Sabol & Pianta, 2012; Sahin Asi et al., 2019). Teachers model emoƟonal well-

being and aƩachment for their students; for refugee and migrant students, this is important 

as their early life has been very transitory, therefore having a supporƟve relaƟonship with 

their teacher can have a lasƟng posiƟve effect (Ainsworth, 1989). Teachers who can provide 

emoƟonal support can increase all students’ well-being (Bailey et al., 2016; Cripps & 

Zyromski, 2009). Teacher parƟcipants’ emoƟonally supporƟve responses consƟtute a 

significant strength that could be built on when addressing some of the deficits found by this 

survey.  

One aim of all the scenarios was the desire to understand how teachers interpret 

behavioural and affecƟve aspects of social and emoƟonal skills. Behaviours such as 

nurturance and posiƟve social expression are seen as feminine traits and could fall under the 

core competencies of relaƟonship skills and social awareness (CASEL, 2013; Gaastra, 2010). 

Past research has suggested that teachers can require higher social skills and emoƟonal 
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regulaƟon from girls (Evans, 2015). These differing expectaƟons can result in a mismatch 

between student experience and teacher assessment. Mental ill-health can result in 

problemaƟc behaviours in the classroom, which may be misinterpreted if teachers view this 

as a behavioural-only issue and miss the underlying mental health symptom. One example of 

this is the belief that boys misbehave more, but this was found to be related to adult 

percepƟons rather than actual differences in behaviour by gender (Eckert & McConnell-

Ginet, 2003). From the scenario responses this was evidenced by the difference in reacƟons 

to the two situaƟons. In quesƟon 23, the behavioural reacƟon was internalisaƟon, which is 

oŌen read as natural for girls, whereas quesƟon 25 was an example of a student behaving in 

an externalising way, which is typically perceived as natural for boys (Evans, 2015). Teacher 

parƟcipants were more likely to respond to the internalising behaviour with curiosity around 

potenƟal underlying mental health issues than with the externalising behaviour, which was 

viewed more as a behaviour-only issue. For both scenarios, they failed to idenƟfy any 

potenƟal issues relaƟng to social and emoƟonal skills.  

When answering the perspecƟve and opinion quesƟons, only 17.6% of teacher 

parƟcipants responded that they felt they have the training and skills to feel confident 

teaching social and emoƟonal skills. Past research on teachers has shown that SEL 

curriculum implementaƟon and effecƟveness are influenced by school staff perspecƟves, 

opinions, and commitment (Bowles et al., 2017; Collie et al., 2011; Weissberg & Cascarino, 

2013). The results of this survey show that teachers are commiƩed to providing SEL to 

students and that they feel it is helpful, unfortunately, the responses also show a lack of 

skills in assessing as well as a feeling that they do not have the training necessary to provide 

SEL confidently. AddiƟonally, their lack of training is shown when they were asked about the 
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universality of SEL, with the majority choosing that they view techniques and curriculum as 

universal, which is not reflected in SEL research.  

As teachers are the ones assessing and reporƟng children’s behaviour and mental 

health needs, their ability to perceive and interpret their emoƟons and potenƟal mental ill-

health symptoms is key for students to receive the right type of support (Sabol & Pianta, 

2012; Sahin Asi et al., 2019). Teachers' ability to interpret social and emoƟonal skills deficits 

through behavioural cues is important for all students, but parƟcularly for refugee and 

migrant students. Refugee and migrant students are less likely to access mental health 

services, although they are oŌen at higher risk for developing mental ill-health (Buchanan et 

al., 2016; Fazel & Betancourt, 2018; Sullivan & Simonson, 2016). The teacher parƟcipants’ 

responses to the scenarios focused on social and emoƟonal skills show a lack of skills around 

assessment that could affect referral and support. 

6.6 LimitaƟons 

As stated at the beginning of Chapter 5 ‘Methods and Methodology’ (see 5.1 

IntroducƟon) the research presented in this thesis was conducted during a global pandemic 

that impacted development, design, and data collecƟon. School closures, the added 

pressure on teachers to ‘catch’ pupils up aŌer school closures, and departmental restricƟons 

on PhD researchers impacted both the survey and interviews. It makes sense then to 

highlight a few limitaƟons of this survey. 

One limitaƟon of this survey is the limited number of respondents that could be 

included in the results. Having to exclude 40% of the sample led to a much smaller number 

of parƟcipants than was hoped for. While this survey was not designed to be generalisable, a 

larger sample would have led to a higher degree of staƟsƟcal reliability and more depth in 

the qualitaƟve responses.  
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The iniƟal plan for the survey design was for it to be conducted in person, with an 

added component of a training provided to parƟcipaƟng schools. This design would have 

more closely resembled the research that inspired the mixed method design (i.e. structure 

of the perspecƟve quesƟons compared to scenario responses) conducted in Canada by Kerr 

& Andreoƫ (2019). Early in the development process it became clear that in-person data 

collecƟon would not be possible during the two years planning and data collecƟon needed 

to take place. Moving data collecƟon online to be fully anonymous was the best way to 

ensure research could take place in the Ɵme frame and provided some added benefits. The 

use of an online survey rather than an in-person survey can increase honesty in responses, 

because of insured anonymity which is a benefit of moving the survey online. This survey 

was anonymous at the point of collecƟon, which was a strength, but it also opens the survey 

up to potenƟal manipulaƟon should parƟcipants answer quesƟons in an aƩempt to change 

the results (such as answering with an opposing perspecƟve or using extreme language to 

confound results). There would be no way to see if a parƟcipant lied, a limitaƟon of fully 

anonymous online surveys. No manipulaƟon aƩempts were detected when analysing the 

survey data, but it is possible that those that signed consent and then did not answer any 

quesƟons did so because they were uncomfortable with the content of the quesƟons.  

Using an online survey also allowed for parƟcipants from all over England to take part, 

which the original design would not allow. However, it increased risk of manipulaƟon and 

misinterpretaƟon, and made recruitment more difficult as I was restricted to social media, 

email, and other digital means of communicaƟon. As it was a naƟonally accessible online 

survey, I had hoped for responses from 75 to 100 parƟcipants, however as the period of 

recruitment was extended several Ɵmes it became clear that that number would not be 

possible. As this research was exploratory, a small number of useable responses does not 



211 
 

negate the findings and the results from this survey are sƟll suggesƟve, just as 75 responses 

may be suggesƟve. It does limit the reliability of the findings, and future research could learn 

from how these restricƟons impacted design and if future research is doing online 

recruitment for a naƟonal survey having an extended data collecƟon period might be ideal. I 

would also recommend that those that want a representaƟve sample, to use recruitment 

methods beyond social media, such as educaƟonal hubs and administrators to increase 

awareness. These techniques could improve future research using similar methods.  

In addiƟon to the limitaƟon of sample size, teacher responses dropped from the first 

quesƟon to the last. This may be due to parƟcipant faƟgue, as 26 quesƟons was quite long, 

or lack of interest by parƟcipants. It is notable that 38 answered at least one quesƟon in the 

second secƟon of the survey (perspecƟve and opinion quesƟons), but only 17 responded to 

all of the scenarios. If conducƟng this survey again I would have cut the number of quesƟons 

and used less scenarios. I believe this would have helped with engagement throughout the 

survey and parƟcipant faƟgue.   

The quesƟons included in this survey were highly sensiƟve, covering ethnicity, gender, 

race, awareness of sexism, migraƟon, diversity, and mental health. There is always the 

potenƟal for parƟcipants to answer quesƟons in the way they feel is most socially desirable. 

AnonymisaƟon is one way to combat this, but it does not fully stop parƟcipants from 

answering in a socially desirable way (Joinson, 1999). For some results, such as perspecƟves 

on immigraƟon, these results may be indicaƟve of primary school teachers’ views, however, 

it is also possible that the topic of this survey tended to aƩract parƟcipants in favour of 

immigraƟon. It was clear from some parƟcipants’ comments and responses that they were 

not in favour of immigraƟon, so mulƟple viewpoints were represented, but the diversity of 
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views represented in the sample may be impacted by the parƟcipants who elected to take 

part in the survey.  

A final limitaƟon was that the structure of the secƟon two perspecƟve and opinion 

quesƟons limited the selecƟon of statements. Using a quanƟtaƟve design limited the nuance 

gathered and, for some quesƟons, this may have limited how parƟcipants answered.  

6.7 Conclusions 

 This survey is one of the first studies to invesƟgate teacher perspecƟves, views, and 

skills regarding issues of equity, migraƟon, and social and emoƟonal skills. The primary 

outcome of this study is that there is a potenƟal mismatch between perspecƟves and how 

teachers respond to students. There are several potenƟal implicaƟons for this outcome. 

First, more awareness of unconscious bias and the systemic influence of inequity is needed. 

While teacher parƟcipants were willing and open to SEL, more support and training is 

needed, around SEL, mental ill-health, and the needs of refugees and migrants. A second 

outcome of this survey is that more research is needed in this area. This study’s results are 

suggesƟve of potenƟal bias and skills gaps for teachers, but further research should focus on 

the interacƟons of inequity, gender, SEL and migraƟon to understand how to support high-

risk groups. SEL and mental health researchers would benefit from considering student 

background and characterisƟcs, as well as focusing on high-risk groups, like refugee and 

migrant girls. In parƟcular, these results suggest that those engaged in SEL curriculum 

development need to account for how gender, race, ethnicity, and culture of origin influence 

the teaching of SEL and the adaptability of the curriculum used.  
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Chapter 7: Reflexive Analysis of Teacher Interviews 

7.1 IntroducƟon 

This chapter will detail the qualitaƟve analysis of the teacher semi-structured 

interview study (comparison of results between the survey and interviews are presented in 

Chapter 8: Discussion). The analysis presented here was conducted using ‘Big Q’ research 

principles and methodology, specifically Reflexive ThemaƟc Analysis (Braun & Clarke, 2022). 

As discussed in Chapter 5: ‘Methods and Methodology’, Reflexive ThemaƟc Analysis and Big 

Q, qualitaƟve research, views researcher interpretaƟon and subjecƟvity as the mechanism 

that drives analysis and interpretaƟon. This type of research places high value on the “voice 

of the researcher” (Braun & Clarke, 2022, p. 19), and this chapter was wriƩen with my lens 

and perspecƟve guiding data interpretaƟon and analysis (for more detail on this, see 

Chapters: 2 ‘Context and PosiƟonality of Research’ secƟon 2.7 ‘Researcher PerspecƟve and 

PosiƟonality’ and Chapter 5 ‘Methods and Methodology’, secƟon 5.7 ‘Phase 2 Interviews’).  

This research was guided by the desire to understand: What are experienced primary 

school teachers’ perspecƟves on and experiences of teaching social and emoƟonal skills to 

refugee and migrant girls? 

As discussed in Chapter 5: ‘Methods and Methodology’, the choice of interviews was 

recommended by the literature, as interviews are useful for collecƟng perspecƟves and 

beliefs (Cohen et al., 2017); as well as by the results of the scoping review (Chapter 4), 

where 9 out of 10 (90%) of the included studies used interviews as a data collecƟon method. 

Semi-structured interviews were chosen over other forms of interviews because they 

enabled me to gather specific informaƟon – such as whether the teachers had any training – 

and allowed for flexibility to bring up addiƟonal topics or delve into issues I had not 
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considered. This flexibility proved to be useful, as the Department for EducaƟon released 

new curriculum guidance while I was conducƟng my interviews, which I was able to ask half 

my interviewees about.  

The semi-structured interviews were designed using a pragmaƟc approach and criƟcal 

realist perspecƟve (as discussed in Chapter 5: ‘Methods and Methodology’). The quesƟons 

used (included in Appendix B) were intended to gather direct informaƟon about teachers' 

perspecƟves and pracƟces relaƟng to the social and emoƟonal skill development of refugee 

and migrant girls. I intended to gather teachers' ‘wisdom’: their perspecƟves and pracƟces 

concerning refugee and migrant girls. An area of parƟcular interest was their use of 

pedagogical pracƟces to support integraƟon in the classroom and how they view the 

challenges faced by refugee and migrant girls. The analysis involved looking through the 

coded interviews for paƩerns of meanings and how they relate to previous research to build 

an understanding of teachers' perspecƟves and experiences.  

7.2 Research Framework 

This secƟon will discuss my reflexivity as a researcher, the analysis process (including 

parƟcipant informaƟon and procedure), and framing the qualitaƟve analysis, which 

discusses the limitaƟons of the analysis presented and an overview of the themes and their 

subthemes. This secƟon is designed to introduce and frame the analysis presented in the 

rest of the chapter.  

7.2.1 Reflexivity 

I begin this analysis chapter with a consideraƟon of my reflexivity regarding the 

informaƟon presented. As noted in Chapters: 2 ‘Context and PosiƟonality of Research’ 

secƟon 2.7 ‘Researcher PerspecƟve and PosiƟonality’, I am a migrant with a child enrolled in 
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primary school in the UK. I feel this gives me addiƟonal insight, and it undoubtedly shapes 

my lens and perspecƟve toward analysis. While reading and engaging with the interview 

transcripts, I found that I had emoƟonal reacƟons and judgement to some of the comments 

and answers given by some interviewees. AddiƟonally, having worked in primary schools, I 

feel a strong connecƟon with primary school teachers and the hard work they do. I wanted 

to portray them posiƟvely, and at Ɵmes I struggled with the feeling I was being too 

judgemental.  

I processed the impacts of these reacƟons through the use of a reflecƟve journal to 

understand my reacƟons and allow them to inform but not overwhelm my analysis. In 

addiƟon, I took space away from my data and then re-engaged with it. I created four-digit 

codes for each parƟcipant to allow some emoƟonal separaƟon between me and the 

transcripts. I also engaged with similar literature and guidance on reflexive themaƟc analysis 

and refugee and migrant children's social and emoƟonal skill development.  

These steps allowed me to use my reacƟons and reflecƟons to guide my analysis while 

balancing some separaƟon from the data for a balanced interpretaƟon. My goal was not 

objecƟvity, as subjecƟvity is an essenƟal part of Reflexive ThemaƟc Analysis (Braun & Clarke, 

2006, 2013, 2022), but rather to use my reflecƟons to guide me without leƫng them 

overwhelm the process and “see” things that are not there.  

7.2.2 Analysis Process 

As discussed in the Chapter 5: ‘Methods and Methodology’, this analysis followed 

Braun and Clarke’s (2006) “Phases of themaƟc analysis” (p. 87) in a non-linear way. Phase 

one was familiarisaƟon with the data, phase two was iniƟal code generaƟon, phase three 

was coding, phase four was searching for themes, phase five was reviewing and refining 
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themes, and phase six was wriƟng up analysis. AŌer phases three through six, I returned to 

the codes, transcripts, and themes, refining, and reviewing. Throughout this process, I 

conƟnued to use a reflecƟve journal.  

7.2.3 ParƟcipants 

Five teacher interviews were conducted for this study. The teachers interviewed had a 

variety of experience levels; one has been teaching for five years (with most of that during 

naƟonal lockdowns), two have been teaching for six years, one had been teaching for 10 

years, and one has been teaching for 20+ years. Two idenƟfied as women and three as men. 

All had experience with mulƟple refugee or migrant girls in their classrooms, although exact 

enrolment numbers were not collected. Two taught in schools in Yorkshire/Humber and 

three taught in London. No other demographic informaƟon was collected (for detailed 

informaƟon on sampling method, recruitment, and ethics see Chapter 5: ‘Methods and 

Methodology’, secƟon 5.7 ‘Phase 2: Interviews’). 

7.2.4 Procedure 

Interviews were conducted between March 2022 and July 2022 (dates and duraƟon 

can be found in Table 16). Interviews took between 21 and 66 minutes. Each transcript was 

auto-transcribed and recorded by Zoom video meeƟng soŌware (Banyai, 1995). Transcripts 

were checked and edited based on recordings before being emailed to parƟcipants for 

review. Each parƟcipant was given 30 days to review their transcript and provide feedback or 

concerns. No parƟcipants expressed concerns or gave feedback. Each parƟcipant was sent a 

£10 Amazon giŌ voucher aŌer the interviews. Following the 30-day review period, 

idenƟfying informaƟon was removed from the transcripts, names were replaced with a four-

digit idenƟfier, all other informaƟon was converted to generic idenƟfiers, for example 
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“University of York” would be changed to “University of AƩendance”. These changes allowed 

for more objecƟve review of parƟcipant responses as well as for parƟcipant privacy.  

Interview Date DuraƟon of Interview 
11, March, 2022 21:02 
5, May, 2022 38:26 
5, May, 2022 46:05 
12, May, 2022 66:05 
22, July 2022 44:31 

7.2.6 Framing the QualitaƟve Analysis 

The teachers selected and interviewed for this study were chosen based on their 

interest in parƟcipaƟng and their experience teaching refugee and migrant girls. Because 

there was an element of self-selecƟon, that they had to agree and follow through with the 

interview, they were more likely to have a posiƟve aƫtude toward refugee and migrant girls 

they wanted to share. Self-selecƟon in this way means that the data collected would likely 

be skewed toward a posiƟve response to refugee and migrant girls. Throughout the 

interviews their desire to support and help refugee and migrant girls' well-being was 

evident. However, they all noted that during their employment as a teacher they had 

received no training or addiƟonal support in social and emoƟonal skills, well-being, or 

refugee and migrant needs. They are all also residents of the UK, specifically England, and 

their experiences and background shape their perspecƟves.  

With a sample of five, the implicaƟons of this study are limited; however the depth of 

the research conversaƟons provided a rich data set. A larger sample may have been 

interesƟng in other ways, but that does not negate the findings of this sample. ParƟcularly 

because the goal with this research was to gain an understanding of the perspecƟves and 

experiences of teachers with experience teaching social and emoƟonal skills to refugee and 

Table 16:  
Interview Date and DuraƟon 
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migrant girls in their classroom. It is unclear how many such teachers exist in the UK, as they 

would need exposure to mulƟple refugee and migrant girls, a minimum of five years’ 

experience working in a classroom, and experience teaching SE skills, which is not explicitly 

taught in all primary schools (while commonly included in PSHE or RSE, it is not always). 

Because of these specific characterisƟcs and experiences a desired sample size was not 

determined prior to recruitment and data collecƟon. Braun and Clarke (2013) idenƟfy that 

for an interview study using Reflexive ThemaƟc Analysis a sample of 5-10 is typical, but that 

there is no set number of parƟcipants. For this research a larger sample of teachers may 

have diversified perspecƟves, parƟcularly because the sample obtained was unusual, as 

three parƟcipants were male, while only six per cent of primary school teachers naƟonally 

are male (Office for NaƟonal StaƟsƟcs., 2021).  

It is possible that more perspecƟves could have led to higher agreement for some 

themes, but this interview study was not designed to confirm a hypothesis, nor does it come 

from a posiƟvist perspecƟve. As discussed in Chapter 5: ‘Methods and Methodology’, the 

research presented in this thesis is contextualist in nature. I view knowledge gained from 

research to be about parƟcipants views and perspecƟves, while considering how their 

context may impact those views and perspecƟves. This means that there is no right number 

of perspecƟves, nor a saturaƟon point for data collecƟon. Rather this study is designed to 

examine the perspecƟves in depth and gain an awareness of teachers experiences of 

teaching social and emoƟonal skills to refugee and migrant girls.  

7.2.5 Themes Overview 

 Reflexive ThemaƟc Analysis of the parƟcipants’ transcripts led to me idenƟfying four 

themes: Structural Barriers, Unique Challenges for Refugee and Migrant Girls, PerspecƟves 

and Pedagogy of Resilience, and NarraƟves of IntegraƟon and AssimilaƟon, each with 
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subthemes. These four themes represent different facets of teachers’ perspecƟves and 

pracƟce in relaƟon to refugee and migrant girls’ learning, including social and emoƟonal 

skills. Figure 16 shows themes and subthemes. 

 

7.3 Structural Barriers  

The theme Structural Barriers developed out of three sub-themes: Lack of SupporƟng 

Professional Staff, Lack of Training, and Differences in PrioriƟes. These three sub-themes 

developed through my use of Reflexive ThemaƟc Analysis and several code categories and 

sub-categories. The Structural Barriers theme shows how the systems in place, for teachers 

and students make it harder for their needs to be met. All three sub-themes show a 
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consistent mismatch between teachers’ needs and perspecƟves and the resources and 

support offered.  

The theme’s development was also influenced by my awareness of a potenƟal 

disconnect between the Department for EducaƟon guidance around well-being and SEL, and 

teachers’ perspecƟves. The recent curriculum guidance from the Department for EducaƟon 

shows that those making decisions around prioriƟes and resources are focused on 

academics subjects first, with minimal focus on mental health and well-being skills 

development, which will have a disproporƟonate impact on refugee and migrant students, 

who experience higher rates of mental disorders (Blackmore et al., 2020; Bronstein & 

Montgomery, 2010; Sullivan & Simonson, 2016). Previous research has shown that while 

teachers may want to support their students’ well-being, they do not feel equipped or 

trained to handle mental ill-health (Shelemy et al., 2019). The teachers’ interviewed for this 

research reinforced through their responses the rising mental health and well-being needs in 

the UK primary school populaƟon and the barriers they experience when trying to meet 

their students’ needs.  

7.3.1 Lack of SupporƟng Professional Staff 

A recurring theme throughout my interviews was teachers expressing how the level of 

support offered at their school and in their classroom influenced how able they felt to 

support their refugee and migrant students. Four teachers expressed a lack of support in 

their school, classroom, and the larger educaƟonal system in the UK.  

“So I’ve got the girl from Ukraine that's just started this week who 

speaks no English and obviously she's come from highly traumaƟsed situaƟon 

and I’ve just basically been leŌ to get on with it by myself….To me, I feel 

there's no support at all.” (ParƟcipant 2366) This teacher went on to talk 
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about how “ I know that I can go to the psychotherapist, if I need help, but 

she's got no sessions leŌ to help”.  

This teacher’s experience of feeling that there was no support and that the support 

offered through the school was oversubscribed was similar to other teachers’ stated 

experiences. Access to other support professionals, such as a teaching assistant, mental 

health professionals, and outside refugee and migrant agencies, was reported to be lacking 

for four of the five teachers interviewed. Interviewees expressed a shared feeling that they 

were expected to just adjust to supporƟng the students in their class (refugee, migrant, and 

home students), but without having been offered addiƟonal support, training, or resources. 

When asked if any outside agencies or services have engaged with the refugee and migrant 

students in their classroom or in their school, four of the five said no:  

“so far, I’d say, I haven’t really heard of any support they are receiving 

for these kids.” (ParƟcipant 5677).  

A teaching assistant (TA) in parƟcular, seems to make a big difference in the 

interviewed teachers’ feeling confident that they have the ability to offer support to refugee 

and migrant students in need, specifically when they have a high proporƟon of them in their 

classroom. One teacher described how the TA in their classroom made it possible to work 

one on one with some refugee and migrant students, and the TA was able to stay in the 

classroom if a student needed addiƟonal emoƟonal support. 

 “so one child was like that the other day she, she was in the heads office for 

something, but she aŌerwards totally breakdown and couldn't do anything, 

and I knew that there'd be no point in her siƫng down and doing her science, 

so I just took her out, again i'm very lucky because i've got the extra support in 

the classroom.” (ParƟcipant 2366) 
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In contrast another teacher shared that she felt that her lack of teaching assistant and 

the high number of English as an AddiƟonal Language (EAL) students in her class meant that 

her students weren’t progressing as quickly as she would like because she is unable to offer 

much individual support.  

“I think it's 60% EAL in this class, of the full class, so in terms of needing 

and wanƟng more support, I know that if I had a TA they would be making 

more progress than they do…” and “resource wise TA, someone being there to 

make sure that they’re understanding that, would be so beneficial because it's 

just liƩle things like… having to explain something in a different way to seven 

different children because they all, they all have different, different levels of 

English and they all understand things in different ways, having an extra body 

doing that would be incredibly helpful.” (ParƟcipant 2477).  

While this sub-theme was very present for four of the five teachers, one teacher 

described how they have the right level of support at their school. They shared that the 

learning mentors at their school conduct a pre-assessment on the student’s level of 

language, background, and other needs, so when a new migrant or refugee student starts, 

they already know the addiƟonal emoƟonal or educaƟonal needs. The learning mentors also 

handled any issues related to emoƟonal well-being and were able to provide addiƟonal 

support. This interviewee also shared that they were aware of an outside agency that 

coordinates with the school to support the refugee and migrant students:  

“I know a couple of children in our class have had visitors from agencies 

that have been arranged either in school or outside of school.” (ParƟcipant 

5388).  

This teacher highlighted an awareness that the level of support in their school made it 

possible for them to feel that they were able to support the refugee and migrant students in 
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their classroom well. This teacher was the only one interviewed that expressed the feeling 

that they had the support they needed, but noted that:  

“we've got you know five or so per cent, maybe a liƩle bit more, 

who…English as an addiƟonal language, we have less than 10% who have 

special educaƟonal needs and even fewer than that who have actual 

emoƟonal health care plans or severe disabiliƟes…. if we would have, for 

example, a one-off year group that had 20 out of 60 children who had migrant 

status, for example, we would struggle to deal with that.” (ParƟcipant 5388) 

This teacher’s level of support seems to be possible due to a combinaƟon of low levels 

of need at their school and an adequate level of resources in their school and local authority 

area. This interviewee’s experience shows that having sufficient support is possible, yet 

drawing on the other teachers’ responses, this situaƟon was not typical for those 

interviewed. Instead, levels of need, of resources, and a policy-pracƟce gap between 

teachers’ needs and the support they receive influences teachers’ individual experiences. 

Previous research has found similar, that teachers reported a lack of access to adequate 

resources and supporƟve professionals, parƟcularly mental health professionals (Shelemy et 

al., 2019; Shepherd et al., 2013; Woodcock & Woolfson, 2019). There is also increasing 

discussion around expecƟng teachers to provide mental health and well-being support and 

teachers reporƟng that they do not want to become therapists in the classroom 

(Department of Health and Social Care and Department for EducaƟon, 2018; Shelemy et al., 

2019). This sub-theme closely links with the next sub-theme ‘Lack of Training’, in that 

teachers feel a lack of support and training that prevents them from providing the type of 

support they want to their refugee and migrant students.  

7.3.2 Lack of Training 
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I asked all interviewees if they had received any training around social-emoƟonal skill 

development or refugee and migrant needs. All responded that they had not received any 

training on these issues. One interviewee menƟoned that prior to becoming a teacher 

(during their undergraduate degree) they had trained in mental health, but since starƟng 

teacher training, they had not received training on social-emoƟonal skills or well-being.  

Teacher training and skill level play an important role in social and emoƟonal 

development, as discussed in Chapter 3: ‘Review of the Literature’. Experts in social and 

emoƟonal skill development have suggested that teachers’ understanding of cultural 

background, both their own and their students, is important to increasing equity of 

instrucƟon (Boyle & Charles, 2011; Wigelsworth et al., 2016). Individual characterisƟcs such 

as race (of both student and teacher) impact on the relaƟonship between teachers and their 

students, as well as on the acquisiƟon of social and emoƟonal skills (Rasheed et al., 2020). 

Koehler and Schneider (2019) discussed how most teachers lack training on migraƟon and 

diversity. This lack of awareness can lead to potenƟally harmful impacts of cultural 

incongruence or misunderstandings that influence communicaƟon and relaƟonship 

development (Sciucheƫ, 2017). More will be discussed on this in secƟon 7.4.3 “Cultural 

Incongruence”.  

The lack of training reported by the interviewees was not unexpected for two reasons. 

First, literature had previously discussed a lack of consistency around social and emoƟonal 

learning provision (Loinaz, 2019). In Chapter 4: ‘Equity of InstrucƟon in the Social and 

EmoƟonal Learning of Refugee and Migrant Students: A Scoping Review’, 55% of teachers 

from the included literature reported a lack of training on refugee and migrant needs, as 

well as social and emoƟonal needs, which again also aligned with previous literature 

(Shepherd, SubmiƩed 2023a). 
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Second, and importantly, the Department for EducaƟon does not require teacher 

training programmes or schools to provide training on social-emoƟonal skills or well-being. 

Some teachers interviewed noted that they receive safeguarding training, but that it focuses 

on idenƟfying abuse and the risk of terrorism, rather than how to support refugee and 

migrant girls. This is consistent with the statutory requirements set by the Department for 

EducaƟon. All teachers interviewed also noted that they have experience using PSHE 

(Personal, Social, and Health EducaƟon), which is the curriculum used for learning related to 

relaƟonships, health, life skills, and social and emoƟonal skills. However, recent research 

suggests that the social and emoƟonal skills included in the most common curricula used in 

UK primary schools are inconsistent across schools and fail to cover all skills listed in the five 

competencies set by the CASEL (2013) guidance (Wigelsworth, 2022a). AddiƟonally, as 

discussed in Chapter 1: ‘IntroducƟon’, the Department for EducaƟon guidance on RSHE and 

PSHE is very general and does not provide many specifics or direcƟon. The lack of statutory 

requirements and clear guidance has led to a high degree of inconsistency. As explained in 

secƟon 7.5.1, the teachers interviewed all expressed a desire to help and support their 

students, based on these responses I believe they would be open to training and guidance.  

As parƟcipant 2366 said “I’m desperate for training on it and advice.”… 

“so I think that would be hugely beneficial to schools.”… “I think teachers are 

really well definitely the ones that I know really wanƟng to have more 

wanƟng, to learn more about it and it's not it's not a case of that we're 

apatheƟc about it.”.  

7.3.3 Differences in PrioriƟes (Well-being or Reading & Maths)  

One pressing issue facing all students is the navigaƟon of Ɵme spent on their 

emoƟonal well-being compared to Ɵme focused on academic subjects, such as reading and 

maths. As shown in the last secƟon, while the Department for EducaƟon has expressed an 
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expectaƟon that teachers will teach well-being and idenƟfy mental health concerns for their 

students (Department of Health and Social Care and Department for EducaƟon, 2018) and 

RSHE was made a statutory requirement, the guidance given is very general, focusing on 

physical health (with well-being as apart of physical health), and does not include many 

specific skills or requirements (Department for EducaƟon, 2021b). The lack of clear guidance 

and required milestones shows a mismatch in prioriƟes which impacts resource allocaƟon 

and is hindering efforts to improve mental health and well-being. In addiƟon to this 

mismatch in prioriƟes hindering efforts, this interview study was conducted following 

COVID-19 and school lockdowns. These events cause a rise in mental ill-health and the 

teachers interviewed expressed that they were under pressure, due to the loss of in-class 

Ɵme, to catch up their students in academic subjects without Ɵme to focus on social and 

emoƟonal well-being.  

“...we’re under so much pressure to get certain things done and covered 

and, obviously, as a massive push on the the reading and the wriƟng and the 

and the maths at the moment with all the catch up from lockdowns. But 

basically, that the children can't learn unless they they feel in the right kind of 

emoƟonal place to learn.” (ParƟcipant 2366) 

Both the reported pressure to catch up in academic subjects and the focus in 

compulsory guidance on academic progress alone, are not the only structural barriers that 

impact social and emoƟonal skill development. Throughout the UK there are a variety of 

approaches to social and emoƟonal learning and the Ɵme alloƩed to it each week. Some 

schools include it as part of their PSHE (or RSHE) while others use it as part of their 

behavioural change system. The Ɵme alloƩed varies, as does the curriculum and skills 

included. A recent review of the most commonly used curricula programmes for social and 

emoƟonal learning found that there is a great deal of variaƟon on the core components of 
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CASEL’s (2013) five competencies covered by schools, leaving potenƟal gaps in knowledge 

(Wigelsworth, 2022a). These inconsistencies contribute to potenƟal inequity, although one 

consistent response from the teachers interviewed was that their perspecƟve is that social 

and emoƟonal skill development is key to all students' ability to succeed. 

 “if they're not seƩled and they're not not thinking about their home life, 

then there's no way they could do this, this and this.” (ParƟcipant 2477), and  

“...able to go home smiling from school, doesn't it, doesn't maƩer what 

they learning as long as long as their happy and looked aŌer, I think, that’s 

what I would say.”(ParƟcipant 2477) 

“so you need to be seƩled and happy in your learning environment, but I 

don't think there's any difference between refugee and non-refugee children.” 

(ParƟcipant 5266),  

“So we do have a big push on making sure that the children are 

emoƟonally well enough to learn, rather than just making them sit down and 

get through a lesson as best as they can, and so I think.” (ParƟcipant 2366).  

This perspecƟve from the teachers interviewed that well-being and emoƟonal 

regulaƟon are necessary for academic subjects to be properly absorbed by students is at 

odds with the educaƟonal prioriƟes set by the Department for EducaƟon (Department for 

EducaƟon, 2021). While conducƟng these interviews new curriculum guidance was issued by 

the Department for EducaƟon, which focused enƟrely on academic subjects and enƟrely 

failed to menƟon well-being and mental health (Department for EducaƟon, 2021). I was able 

to ask three teachers directly about this new guidance in our interviews.  

“I can 100% hand on heart say, all of those from TAs, teachers, slt, head 

teacher, everyone is completely in agreeance that they [Department for 

EducaƟon] don't have a clue what they're talking about. there is so much 

pressure on geƫng the children to do X, Y and zed it's such an old fashioned 
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curriculum, and there's no focus, no importance placed on that that well-

being, that happiness, and we know from our…our.. a lot of our children, a lot 

of our families a lot of our upbringings that they do have difficulƟes at home, 

migrants and home home grown.” (ParƟcipant 2477) 

“most teachers don't give DfE any consideraƟon, and if we did we 

probably wouldn't agree with much of it.” (ParƟcipant 5266) 

“I don’t understand where these decisions come from.” (ParƟcipant 

2366).  

This disconnect between policy from the Department for EducaƟon and the 

interviewed teachers’ perspecƟves and pracƟce is creaƟng an unfortunate divide that 

contributes to the structural barriers faced by teachers when supporƟng refugee and 

migrant students. It also adds to the teachers who were interviewed feeling that they are 

being:  

“basically been leŌ to get on with it by myself.” (ParƟcipant 2366). 

7.4 Unique Challenges for Refugee and Migrant Girls  

The Unique Challenges for Refugee and Migrant Girls theme covers specific challenges 

and difficulƟes that are related to refugee and migrant students’ idenƟty and experience, as 

interpreted through the perspecƟve of the teachers interviewed for this study. Four sub-

themes are evident: Language, Racism, Cultural Incongruence, and Perceived Lack of Gender 

Differences. Each sub-theme includes an element of difficulty or challenge faced by refugee 

and migrant girls that are unique to their experience, as idenƟfied based on the teacher 

interviews.   

These sub-themes relate heavily to those in Structural Barriers. Language in parƟcular 

is something that affects most refugees and migrants, but there is minimal support offered 
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through UK schools. Unlike the last theme though, there is less agreement across the 

responses in this theme. Racism is a prime example, as it was only really raised by one 

teacher and yet seems something that would be experienced by a lot of the refugees and 

migrants coming to the UK.  

7.4.1 Language 

The teachers interviewed idenƟfied mulƟple barriers to academic achievement for 

their refugee and migrant students – among them, the language barrier was the one 

discussed most frequently and consistently in all interviews. Lack of English language ability 

was seen as an access barrier for refugee and migrant children in their adjustment to the UK 

because all academic, social, and emoƟonal curricula require some basic understanding of 

English. As one teacher put it:  

“It’s the barrier, the barrier to entry isn't it just…” (ParƟcipant 5388) 

This is not to say that teachers reported being unable to provide support. One 

interviewee noted that they use:  

“yeah a lot of visuals, a lot of simple sentences” (ParƟcipant 2477);  

to help refugee and migrant students with their language skills.  

Indeed, all interviewed teachers noted that they use a variety of tools to support their 

students' language ability but faced resource and Ɵme challenges. 

Teachers’ responses relaƟng to this sub-theme again highlights the need for addiƟonal 

support or resources to help with language acquisiƟon and adjustment to the UK. Previous 

research has shown that language acquisiƟon is important to building social relaƟonships 

with those from the host society, which is an important part of IntegraƟon (Strang & Ager, 

2010). Refugee and migrant girls and women tend to have lower language competencies 
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than refugee and migrant men and boys, so it can be a more considerable barrier for them 

(Bronstein & Montgomery, 2010). Along with the language barrier for refugee and migrant 

students, there is also oŌen a language barrier for parents. Parents are not always able to 

speak English and are learning along with their children, but they are also unfamiliar with 

the educaƟonal system in the UK.  

“the parents lack of access to English, lack of access to the curriculum” 

(ParƟcipant 5277).  

The use of translaƟon apps, language lines (companies that provide translaƟon 

through the phone), or email were the tools interviewees use to communicate with parents. 

Since parental involvement in their child’s school has been linked with academic 

achievement, these strategies are important (Castro et al., 2015). The limitaƟons of the 

available tools for both parents and children have been outlined by one interview parƟcipant 

as follows:  

“I think if there was an EAL [English as an AddiƟonal Language] specific 

secƟon or an EAL specific Ɵme of the curriculum that they could spend their 

Ɵme making sure that we… make sure that they [refugee and migrant 

students] understand exactly what's going on and that we're not assuming 

and we're not relying on just visuals'' (ParƟcipant 2477). 

Past literature notes that some countries offer language classes for both parents and 

children, which cover issues such as domesƟc legislaƟon and social convenƟons, to assist 

refugees and migrants in their integraƟon (McIntyre, et al. 2020). In contrast, the UK does 

not offer this type of integraƟon support as UK immigraƟon policy embraces an AssimilaƟon 

perspecƟve, which places the burden of change on migrants and refugees, rather than on 

the UK’s (state insƟtuƟons and civil society’s) adjustment to the needs of migrants and 

refugees. Using an AssimilaƟon perspecƟve means that language competency at Ɵme of 
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entry is seen as a key criterion for access and assimilaƟon (Yi Cheung & Phillimore, 2014). 

The Refugee ConvenƟon states that refugee children should receive equivalent educaƟon to 

naƟve children but does not include specific language requiring support that would lead to 

equity of educaƟonal provision, such as language support ("ConvenƟon and Protocol 

RelaƟng to the Status of Refugees," 1951). A number of UN policy documents clearly 

highlight that the right to educaƟon of migrant and refugee children cannot be fully realised 

in the absence of adequate language skills development support.  

The teachers I interviewed seemed to understand and see language skills as a barrier 

faced by the refugee and migrant girls in their classes, but one also expressed that it was not 

the most important thing to focus on as a teacher. They shared the following advice for new 

teachers or those without experience with refugee and migrant students: 

“I would say to have the focus not on the English. Have the focus on their 

well-being and integraƟng them into the class where they are happy, that they 

realise that this is a safe space for them. And the English will come.” 

(ParƟcipant 2366) 

This perspecƟve fits in with the prioriƟes already expressed by the teachers 

interviewed in secƟon 7.3.3, that well-being and mental health are more important than 

academic subjects, for all students, which is again at odds with educaƟonal policy in the UK. 

A review of the literature conducted in Scotland found similar findings, that language 

provision is parƟcularly needed and currently lacking for refugee and migrant children 

(McBride, 2018).  

7.4.2 Racism   

While there are many challenges that are universal for refugee and migrant students, 

such as language barriers and adjustment to a new host country, some have the added 
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experience of racism. One interviewee (parƟcipant 5677) spoke extensively about racism 

and issues of racist bullying that affected their students. They were the only parƟcipant to 

share such intense concerns around racially moƟvated bullying, although one other 

interviewee did share concerns around skin colour differences in less diverse communiƟes 

and how this impacts integraƟon and acceptance.  

ParƟcipant 5677’s response stands out for several reasons, one being that they 

focused primarily on racism as a hardship faced by refugee and migrant girls and minimise 

the impact of gender and language differences as reasons refugee and migrant girls struggle 

to Integrate into their host community. AddiƟonally, this parƟcipant was also the only 

interviewee with a non-BriƟsh accent, which may also suggest that their own personal 

experiences influence how they perceive the difficulƟes faced by their students.  

Through my analysis, I noƟced that only one of the other four interviewees noted 

racial or ethnic differences, and they spoke about it being an issue in a rural, white majority 

community, not in their current urban school. For the most part, ethnicity and race were not 

present in my discussions with teachers. There was a focus on other characterisƟcs, such as 

language barriers, cultural differences that can lead to incongruence and misunderstanding, 

and some gender differences in relaƟon to students' ability to speak up or their expression 

of emoƟons. They seemed unaware of the structural elements of inequality, or they did not 

come up in our conversaƟon. I interpret this lack of racial awareness as connected to the 

demographics of primary school teachers in the UK, with only 6% from an ethnic minority 

background (Department for EducaƟon, 2022b). Their lack of personal experiences of racism 

or ethnic discriminaƟon may mean that they are less likely to be aware of ethnic minority 

students' experiences. It is also possible that they are unaware of the subtle forms of racial 

discriminaƟon that can happen in the classroom and community because they lack lived 
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experience. Previous research has found that colour-blindness (ignoring how differences 

influence equity of experience in favour of “equality” of offering) can harm refugee and 

migrant students in the same way that explicit bias can (Henfield & Washington, 2012).  

A mismatch between teacher and student backgrounds can also impact learning 

(Jennings & Greenberg, 2009). Background is inclusive of a variety of characterisƟcs, but 

when looking at race and ethnicity mismatch in parƟcular, the is a major impact on student 

and teacher relaƟonships (Rasheed et al., 2020). As I did not collect teacher ethnicity as part 

of this research, I cannot conclusively say the ethnicity of the teachers I spoke with, but with 

an awareness of how only 6% of primary school teachers in the UK are from ethnic minority 

backgrounds and with 34.8% of students being from ethnic minority backgrounds, a 

mismatch between teacher and student is likely (Department for EducaƟon, 2021c; Office 

for NaƟonal StaƟsƟcs., 2021). This becomes then a quesƟon of training and experience for 

teachers, if they were provided with training on implicit bias and understanding of how 

racism may present for ethnic minority, migrant, and refugee students, they may have 

responded differently in the interviews.  

7.4.3 Cultural Incongruence 

Cultural Incongruence was a sub-theme that presented throughout my conversaƟons 

with teachers. All of the teachers interviewed spoke of differences in cultural expectaƟons 

and background which impacted their refugee and migrant students' social and emoƟonal 

skill development. This is to be expected, as previous research has shown that social and 

emoƟonal skills are culturally interpreted and established, which can impact cross-cultural 

learning (Jennings & Greenberg, 2009; Sciucheƫ, 2017). During my conversaƟons with 
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teachers, they seemed aware of the impact of cultural differences and how it related to their 

refugee and migrant students. 

One teacher talked about how their students who were used to very different 

educaƟonal environments oŌen have a hard Ɵme adjusƟng to some of the techniques used 

in the UK classroom. 

“..we use is partner talk and partner Ɵme and group discussions and all 

of that, they don't do that in South Korea so she said it was quite strange for 

her to get used to, but she did…she did acknowledge that…that it was different 

and uncomfortable to start off with.” (ParƟcipant 2477) 

Along similar lines, another teacher expressed how some students struggle with 

knowing social cues and expected behaviour in the classroom.  

“MisinterpreƟng social cues and eye contact and things like that” giving 

one specific example ”while her behaviour was really good she couldn't, she 

found it difficult to unlearn habits like if she wants to teachers aƩenƟon she’d 

get up and walk across the classroom.” (ParƟcipant 5266). 

When teachers discussed these differences, they did so with an aƫtude of noƟcing 

differences and encouraging their students to adjust these behaviours or expectaƟons to 

beƩer match the cultural expectaƟons of the UK. A good example of this was when asked 

about social and emoƟonal skills instrucƟon a teacher stated:  

“I’m a big advocate of children communicaƟng verbally and openly” 

(5266) 

The issue with this expectaƟon is that it may not be normaƟve or appropriate in a 

child's background culture to communicate verbally or explicitly with a teacher, as cultural 

context and background impacts communicaƟon style and expectaƟons (Eckert & 

McConnell-Ginet, 2003; Hall, 1981). This could be especially true if we consider the impact 
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of intersecƟonality (Crenshaw, 2013), and gender match (girl with a male teacher versus a 

girl with a female teacher), as some research suggests that male teachers have been found 

to use language that reinforces male dominance (Lleixà & Nieva, 2018). Refugee and migrant 

students are more likely to communicate or exhibit emoƟonal reacƟons, such as stress, in a 

way that is normaƟve to their country of origin (Bronstein & Montgomery, 2010). This 

teacher's expectaƟons are potenƟally normaƟve from a UK standard but are potenƟally 

incongruent with a refugee and migrant child's background, although this would depend on 

the child’s unique background.  

Cultural background permeates every aspect of learning and pedagogical pracƟces, 

including social and emoƟonal learning (Boyle & Charles, 2011; Wigelsworth et al., 2016). At 

the same Ɵme, experts note that there is not enough evidence on how social and emoƟonal 

learning curricula and pracƟces could be designed to meet the needs of subgroups of 

students, such as those that are at high risk of developing mental ill-health (Weissberg et al., 

2015). 

7.4.4 Perceived Lack of Gender Differences 

I was interested in the unique challenges faced by refugee and migrant girls, and in 

parƟcular if and how their gender impacts their learning of social and emoƟonal skills. I 

asked teachers about the differences and similariƟes in social and emoƟonal skills that they 

found between boys and girls. Most of the interviewees told me that they do not adjust 

their teaching of social and emoƟonal skills based on gender, as in their view the needs and 

experiences of students are not linked to gender. When asked whether they noƟced 

differences in behaviour in the classroom between girls and boys they did provide some 

examples – yet they rather ascribed these behavioural differences to the girls’ culture rather 
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than gender. Drawing these responses together is what led to the idenƟficaƟon of the sub-

theme: Lack of Gender Differences.  

“a lot of the boys express it [emoƟons] through anger and a lot of girls 

will express it through going a bit quieter and internalising it a bit more, but 

they will talk aŌer they've had some Ɵme to kind of think about it, all, but I 

really think it's a cultural thing as well.” (ParƟcipant 2366) 

This interviewee went on to speak about the different expectaƟons around emoƟonal 

expression at home versus at school, explaining that there was a conflict between the 

cultural norms around gender for some students and what they learned during PSHE in 

school.  

 “so it's kind of a bit of a baƩle, I think, for what they're learning at 

school to what they're learning at home” (ParƟcipant 2366) 

This idea that cultural expectaƟons around social behaviour were more influenƟal than 

gender was present in the responses of the other parƟcipants.  

“the girls that I’ve taught who come across from being born in another 

country tend to have more of a…shall we say old fashioned way that they 

seem to imitate their mothers in terms of they are quite quiet, quite reserved 

and they seem to be very, very respecƞul.” (ParƟcipant 5388) 

“I would say what I really noƟced among the girls is their inability to 

speak up when they are confronted with a parƟcular challenge, because of the 

orientaƟon they had or where they're coming from their environment, how 

they found themselves. that has been it.” (ParƟcipant 5677) 

These examples illustrate that while the teachers interviewed might not perceive the 

differences in behaviour to be purely due to gender, they are aware of differences between 

their refugee and migrant girls and the other students in the class. One teacher highlighted 
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that she did not believe the differences in behaviour were due to gender or culture, but 

rather the religion of the child.  

“the only thing and it's not, I suppose it is migrant, but it could just be a 

religion thing is being sensiƟve to…like I said, one of my children, one of my 

girl… female children is is Muslim. the only gender difference in that's probably 

mainly due to religion, rather than the fact that she's a migrant.” (ParƟcipant 

2477) 

Put differently, the example she raised highlights that as a girl from a Muslim family 

who is a recent migrant, she has needs that may be different from her peers. There seems to 

be a lack of awareness on all the interviewed teachers’ part of the intersecƟonality of 

idenƟƟes for refugee and migrant girls. Leading on from the last sub-theme, Cultural 

Incongruence, the teachers I interviewed seemed to have some understanding of cultural 

differences and how they affect communicaƟon, social interacƟons, behaviour, and 

emoƟonal expression. But they did not have as good an understanding of the impacts of 

gender, nor how it interacts with other characterisƟcs or social and emoƟonal skills.  

Research has shown that gender (of teachers and students) has an impact on 

percepƟons, communicaƟon, behavioural expectaƟons, and pedagogical pracƟces of social 

and emoƟonal skills (Evans, 2015; Gaastra, 2010; Herlihy, 2014; Sundaram, 2013). Traits like 

nurturance and posiƟve social skills are seen as inherently feminine (Gaastra, 2010). 

EmoƟonal distress is also shown to be gendered in the way it is expressed, as girls tend to 

show internalised emoƟonal reacƟons more than externalised ones (Bronstein & 

Montgomery, 2010).  

One teacher recounted differences that they had observed in relaƟon to their migrant 

and refugee girls, an observaƟon which in turn implies a gendered stereotypical view. 



238 
 

“And there's always oŌ.., oŌen girl issues. MisinterpreƟng social cues 

and eye contact and things like that.” (ParƟcipant 5266) 

This teacher seemed to be suggesƟng that difficulƟes in reading social cues were not 

culturally based but rather based on an innate gender difference – it should be noted that 

this parƟcipant is male.  

It is interesƟng then that the teachers interviewed for this study seemed to not believe 

that there were many gender-based differences, and instead focused on the cultural 

differences relaƟng to characterisƟcs such as country of origin, language, and religion. I 

interpret this as parƟally failing to understand the intersecƟonality of characterisƟcs that are 

part of refugee and migrant students’ idenƟty – in other words, it may be hard to separate 

the impacts of gender from those of religion for example, when both interact to affect a 

child’s behaviour. It is also possible that so much work has been done to increase gender 

equity in educaƟonal seƫngs in the UK that it is difficult for teachers to view gender as 

having an impact on a child’s learning. There is research that shows the covert ways that we 

enact gendered expectaƟons socially definitely impact learning, such as literature that shows 

that teachers tend to use more emoƟonally based words with girls (Eckert & McConnell-

Ginet, 2003), and tend to expect less from boys in social and emoƟonal learning lessons 

(Evans, 2015). These differences in expectaƟons influence teachers’ perspecƟves and 

pracƟces in the classroom, however, the teachers interviewed expressed that they don’t 

perceive many gender differences related to social and emoƟonal learning. These findings 

are similar to findings from my survey and will be discussed further in Chapter 8: Discussion.  

7.5 PerspecƟves and Pedagogy of Resilience 

The theme PerspecƟves and Pedagogy of Resilience developed out of four sub-

themes: Desire to do “The Right Thing”, “Building a Welcoming Classroom” PaƟence and 
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Compassion, Pedagogy of Social and EmoƟonal Skill, and Refugee and Migrant Resilience. 

This theme draws on interviewees’ responses that illustrate the teachers’ resilience and 

desires to help their students, their teaching pracƟces and how these support refugee and 

migrant students, and their perspecƟves on refugee and migrant students’ resilience. 

PerspecƟves and Pedagogy of Resilience are about highlighƟng the posiƟve pracƟces, 

strengths, and resilience found within my interviews, despite the challenges discussed in 

previous secƟons.  

It is important to highlight resilience when conducƟng research on mental health and 

high-risk groups (Brook & OƩemöller, 2020; Jani et al., 2016). It is easy for research focused 

on social inequity in educaƟon, mental ill-health, and the refugee and migrant experience to 

only discuss the deficits and difficulƟes faced (Gillies & Robinson, 2012). I desired 

throughout my PhD journey to not just highlight the needs, deficits, and difficulƟes, but to 

also noƟce the protecƟve factors that could lead to change and improvement. This secƟon 

will also inform the implicaƟon for further research, as it shows the inherent strengths and 

protecƟve factors that exist for refugee and migrant girls. 

7.5.1 Desire to do “The Right Thing” 

The sub-theme, ‘Desire to do “The Right Thing”’, builds on teachers’ language that 

expresses the desire to do their best for their refugee and migrant students as well as on 

language that shares a concern that they may not be providing their students the support 

that they need. All of the teachers interviewed expressed an individual desire to offer the 

support that each student needs, despite structural constraints, such as a lack of resources 

and training. I would interpret that their desire to do the best they can for their students 

doesn’t necessarily have anything to do with the student's idenƟty but is born of these 

teachers' desire to support all their students as well as they can, regardless of the structural 
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barriers or challenges they may face. While this may not be the case for all teachers, the 

ones included in this study all shared a similar commitment to supporƟng their students. 

However, there was also a recogniƟon that refugee and migrant students have addiƟonal 

support needs, which teachers are not always equipped to support. The teachers 

interviewed all had teaching experience of refugee and migrant children, but none shared 

that they received specialised training or addiƟonal resources for supporƟng those children.  

 “I just want to make sure that I'm doing the right thing for them and it's 

really hard, if you haven't had any kind of training on at all” (ParƟcipant 2366) 

The teachers interviewed expressed concerns that they don’t know the right way to 

support their refugee and migrant students and that the support services available were not 

always able to offer them the knowledge or training they need. When asked about 

supporƟng refugee and migrant students, the teachers interviewed shared awareness of 

their heightened emoƟonal well-being needs.  

“it's not it's not a case of that we're apatheƟc about it, you know or just 

want the children, just to sit in the corner and you know learn their phonics so 

that they can speak English, is not about that and it's all about their emoƟonal 

well-being first, I think.” (ParƟcipant 2366) 

This teacher’s perspecƟve shows an awareness of the emoƟonal needs of refugee and 

migrant students and a desire to meet those needs. A similar awareness was seen in the 

language used by other teachers interviewed and in the survey results (Chapter 6: ‘Teachers’ 

PerspecƟves and PracƟces RelaƟng to Refugee Girls. Results From a Mixed-Methods 

MulƟdisciplinary Survey’). It also shows a level of self-efficacy and empathy that has been 

linked posiƟvely in research to the instrucƟon of social and emoƟonal skills (Hen & Goroshit, 

2016). Teachers’ aƫtudes and emoƟonal intelligence have been linked to the effecƟveness 

of social and emoƟonal skills instrucƟon (Corcoran & Tormey, 2012; Poulou, 2017). The 
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responses from the interviewed teachers illustrate an empathy and understanding of the 

difficulƟes faced by their students, and their lack of skills and support to help their students 

overcome those difficulƟes.  

One teacher idenƟfied how it would have been helpful to have a trained and 

experienced person come and observe their teaching and the refugee and migrant girls’ 

progress in class: 

 “so having an observaƟon from an SLT looking at like give them 

[refugee and migrant students] a month to seƩle in look through their books 

watch how I handled them in class, assess.” (ParƟcipant 5266).  

This parƟcipant’s desire to be observed and receive guidance shows a wish to give 

their students what they need, while also showing a lack of confidence in providing for their 

refugee and migrant students’ needs. This teacher's comments reflect again this 

commitment to providing their students with the best support possible. There was also an 

acknowledgement from the teachers interviewed that refugee and migrant girls have unique 

needs which require specialised support, which they may not be able to provide due to 

Structural Barriers, such as a lack of training and supporƟng staff. The teachers interviewed 

for this research were required to have experience both teaching social-emoƟonal skills and 

with refugee and migrant girls in their classrooms and despite this felt unsure if they were 

able to provide for these unique students’ needs.  

Clearly, the present sub-theme connects with some deficits in resources highlighted 

under the Structural Barriers theme. The teachers interviewed feel they need to provide 

support when they do not have the resources or training to do so. Mental health resources 

are one area that are oversubscribed, which means that teachers are unable to access 
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supporƟve professionals when they need to (Shelemy et al., 2019; Shepherd et al., 2013; 

Woodcock & Woolfson, 2019).  

One teacher highlighted how the burden of work on teachers is nothing compared to 

the stress on refugee and migrant students.  

 “...anywhere near as much as it's affecƟng them [refugee and migrant 

students] they're in a new country, they have new people, their whole way of 

life for whatever reason, that they've leŌ, by choice or by force, that's all 

completely new to them; you're just having to do a liƩle maybe extra bit of 

planning, resource prinƟng, laminaƟng is a bit of a Ɵme-consuming process” 

(ParƟcipant 5388) 

This interviewee’s senƟments show an acknowledgement of the difficulƟes refugee 

and migrant girls experience during their migraƟon journey and in adjusƟng to school and 

life in the UK. They are emphasising that addiƟonal work or support are worth spending 

Ɵme on, because it does not compare to what the refugee and migrant girls in their class 

have gone through. This teacher’s response and all the responses included in this sub-theme 

show a high level of empathy toward students and a desire to provide a supporƟve 

classroom environment. These findings link to a similar finding from Chapter 4 ‘Equity of 

InstrucƟon in the Social and EmoƟonal Learning of Refugee and Migrant Students: A Scoping 

Review’, where 60% of texts included menƟon that the teachers interviewed or surveyed 

talked explicitly about the need to create a supporƟve classroom environment for their 

refugee and migrant students.  

7.5.2 “Building a Welcoming Classroom” - PaƟence and RelaƟonship Building 

I asked the teachers I interviewed what their advice would be for a teacher who has 

just had a refugee or migrant child join their class. Their responses were focused on 

acceptance, paƟence, building a relaƟonship and offering support. Note that all these 
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aspects are focused on social and emoƟonal skills and well-being, rather than academics or 

language support. Several explicitly stated that language skills did not need to be a teacher’s 

first focus.  

“build a relaƟonship with the child and it doesn't have to be a verbal 

one…. So just making sure that they're, they’re they, they’re basics are pointed 

out to them straight away. So where to go to the toilet, what to do with they 

need the toilet, what to do if they need to drink, where they go for lunch food, 

buddying them up with someone who you know is going to be lovely and 

helpful, and not just leave them, and and things like this.” (ParƟcipant 2477) 

 “take it easy with them…..You shouldn’t all be judging, you shouldn’t 

crush them, you shouldn’t get angry, instead just pull them slowly and be their 

friend, guide them.” (ParƟcipant 5677) 

“paƟence is a virtue or first impression is the worst impression, things 

like that so you've just got to take your Ɵme, and you know…. The best thing 

that pupils can do is grow on you, so you know you might have a child that is 

taking up so much more of your Ɵme than others because that's what they 

need but they won't always be like that they will get to that point, it might be 

half a year, it might be most of the Ɵme you spend with them in your care.” 

(ParƟcipant 5388) 

“Get to know them well and quickly, be open minded. Both in 

interpreƟng what they have to say and in your expectaƟons of their 

interpretaƟons of what you have to say, find out what they know, check their 

phonics, check their maths.” (ParƟcipant 5266)  

“I think the whole thing that we need to do is make them feel safe, and 

make them, kind of you know, helps them, to feel happy, where they are, 

rather than, build friendships obviously with the children, rather than think 

about you know I’ve got to get them maths sorted and their English.” 

(ParƟcipant 2366) 
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All of the teachers interviewed shared the view that building a connecƟon and a 

welcoming and supporƟve classroom are the most important things for teachers to consider 

when teaching a refugee or migrant child for the first Ɵme. Research on refugees and 

migrants has discussed how developing a sense of belonging is really important for newly 

arrived students, which seems to confirm the interviewed teachers’ views (McIntyre & 

Neuhaus, 2021). Similarly, findings from Chapter 4 ‘Equity of InstrucƟon in the Social and 

EmoƟonal Learning of Refugee and Migrant Students: A Scoping Review’ showed that 60% 

of texts discussed the use of compassion and posiƟve support for refugee and migrant 

students. Words used in the literature included in the scoping review included 40% ‘safe and 

supporƟve classroom’, 30% ‘welcoming environment’, and 30% engaging in conversaƟons 

beyond academics to create a supporƟve classroom environment (Shepherd, Registered 

2021; Shepherd, SubmiƩed 2023a). The use of a ‘buddy’ was also menƟoned by 70% of texts 

included in the scoping review (Shepherd, Registered 2021; Shepherd, SubmiƩed 2023a). 

Previous research has shown that the relaƟonship between student and teacher 

factors in academic achievement and social-emoƟonal skills development (Poulou, 2017; 

Sabol & Pianta, 2012). Teachers are less likely to report emoƟonal and behavioural issues 

when they have a close relaƟonship with their students (Helker et al., 2007; Poulou, 2017; 

Williford & Sanger WolcoƩ, 2015).  

While some past research has suggested that teachers are not always aware of the 

need to change their teaching style or approach to students from different backgrounds, 

such as refugees and migrants (Osler & Starkey, 1996); other research has said that some 

teachers may be able to change their approach to meet the unique needs of their students 

(Garner, 2010). The interviewed teachers all expressed an awareness of the need to adjust 
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their approach and behaviour to support the refugee and migrant girls in their class, and 

they all recommended that other teachers do the same.  

7.5.3 Pedagogy of Social and EmoƟonal Skills 

One of the aims of this research was to understand teachers’ pracƟces when teaching 

social and emoƟonal skills to their refugee and migrant students. The implementaƟon of 

social and emoƟonal skills in the classroom, or teachers’ pedagogical approach, is seen as 

fundamental to successful and effecƟve social and emoƟonal skill development. Research 

has shown that social and emoƟonal skills curriculum effecƟveness varies, and while 

conclusive evidence to suggest the exact mechanisms that lead to effecƟve or ineffecƟve 

curriculum is lacking, teacher pracƟces (as well as adequate training) are seen as potenƟally 

highly influenƟal (O'Conner et al., 2017a). Literature also shows variaƟon in efficiency and 

frequency of skills covered varied based on teacher commitment (Bowles et al., 2017; Collie 

et al., 2011; Weissberg & Cascarino, 2013). This effect on skill development and efficacy 

means that it was important to idenƟfy the pedagogical pracƟces of experienced teachers. 

The teachers interviewed all idenƟfied themselves as experienced in this area, in addiƟon to 

meeƟng the criteria set out in Chapter 5: ‘Methods and Methodology’. Two sub-themes 

emerged when I asked teachers about their pracƟces in relaƟon to social and emoƟonal 

skills instrucƟon: ProacƟve PracƟces and ReacƟve PracƟces. 

7.5.3.1 ProacƟve PracƟces 

Three of the teachers interviewed shared pracƟces that they use to support their 

refugee and migrant children's well-being and social-emoƟonal skill development which fell 

in the ProacƟve PracƟces sub-theme. The language used highlighted addiƟonal planning, 

tools developed ahead of Ɵme or when a student is introduced to the class, and techniques 
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such as the use of an assigned classmate (‘buddy’) to support the student. The teachers 

whose responses are included in this sub-theme discussed how they had spent extra Ɵme or 

money to have the tools necessary to support their refugee and migrant students.  

“A lot of visual aids and a lot of things that kind of dual language so they 

can sƟll recognize their own language it's sƟll important that they're speaking 

their own language.” (ParƟcipant 2366) 

“ lot of modelling things….visuals….a liƩle bit of quiet Ɵme… a buddy” 

and “trying to be proacƟve and actually teach them as early as possible to 

understand their emoƟons.” (ParƟcipant 2477) 

“Find a good talk partner for them, someone probably of the same 

gender, who is liked class wide and is a good social ambassador that can help 

introduce them around and seƩle them in, probably mid to high level student.” 

(ParƟcipant 5266)  

Tools and proacƟve techniques used to engage refugee and migrant students have 

been documented in research and typically follow similar lines. The use of buddies, visual 

aids, and books in dual languages are all reported to be ways teachers support refugee and 

migrant students in adjusƟng to the classroom and developing their social and emoƟonal 

skills (Shepherd, Registered 2021). 

7.5.3.2 ReacƟve PracƟces 

Two teachers interviewed menƟoned that their approach and techniques for 

supporƟng refugee and migrant social and emoƟonal well-being tend to be more reacƟve. 

One interview parƟcipant noted that while they aƩempt to embed techniques around 

emoƟonal expression and awareness in their daily teaching, they tend to approach issues as 

they come up.  
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“trying to be proacƟve and actually teach them as early as possible to 

understand their emoƟons.” but the main social and emoƟonal support 

offered tends to be “definitely reacƟve” (ParƟcipant 5388). 

This parƟcipant seems to be aware that proacƟve pracƟces are potenƟally posiƟve for 

their students but did say that despite a desire to be more proacƟve they end up acƟng in a 

reacƟve way instead. They did not share any proacƟve techniques, tools, or pracƟces they 

engage in, but they have a desire to be more proacƟve.  

Another teacher noted that they only cover social and emoƟonal skills in their “PSHE 

once a week” (ParƟcipant 5266). This teacher also shared that they use a partner or “Buddy” 

for their refugee and migrant students, which is a ProacƟve pracƟce, however, their 

response showed a lack of awareness that using more ProacƟve pracƟces or techniques may 

be necessary.  

7.5.3.3 Pedagogical PracƟces Summary 

Understanding teacher pracƟces is important because research has noted that the 

unequal development of social and emoƟonal skills in primary school classrooms needs to 

be beƩer understood (Desai et al., 2014). The majority of empirical evidence shows that 

social and emoƟonal skill learning that is ongoing and integrated into daily instrucƟon has 

more of a posiƟve impact on well-being (Barry et al., 2017). This suggests that proacƟve 

pracƟces and integraƟon of social and emoƟonal skills into daily instrucƟon will be beƩer 

than reacƟve pracƟces.  

Given the lack of training discussed in secƟon 7.3.2, none of the teachers interviewed 

for this research had specific training on social and emoƟonal skills or refugee and migrant 

needs, which meant that despite their experience with refugee and migrant students they 

may not be aware of how to best support their students’ social and emoƟonal skills. Given 
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the equal lack of training, was there a difference in experience or background of the 

teachers who used proacƟve rather than reacƟve pracƟces? I did not collect much 

parƟcipant background informaƟon, but what was collected is suggesƟve. The two teachers 

who used proacƟve pracƟces reported working as a teacher for the longest out of the 

parƟcipants (20+ years and 10 years) and the third had experience in an undergraduate 

psychology program prior to becoming a teacher. This addiƟonal experience seems to have 

given them some insight into how to support their refugee and migrant students’ social and 

emoƟonal skills. While this is posiƟve for their students, this also shows that addiƟonal 

training and support is one way to shiŌ the variaƟons found in social and emoƟonal skills 

provision. Given research that shows variaƟons in curricula, it is also important to know that 

curriculum development alone will not solve the unequal provision, rather teacher training 

and support need to be improved (Wigelsworth et al, 2022).  

7.5.4 Refugee and Migrant Resilience 

While the teachers interviewed discussed challenges associated with structural 

barriers and limitaƟons due to language, they also emphasised students' resilience and 

adaptability. Two teachers interviewed noted the work ethic and posiƟve classroom 

presence that some refugee and migrant students brought to the classroom.  

 “I think they are majority Muslim, so they've come with this incredible 

work ethic and commitment too; respect for the teachers; and wanƟng to 

learn and wanƟng to be at school,” (ParƟcipant 2477) 

“I’ve seen them in their working aƫtude is they are extremely 

hardworking, their parents are very, very strict on them and they tend to do 

extremely well in a school environment so.. as weird as it set as it sounds, my 

understanding of migrant is people sort of a very, very determined, that work, 

really, really hard and they're extremely well behaved.” “never had a child 
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who's been anything but excellent from a foreign country whose moved.” 

(ParƟcipant 5388) 

Teachers felt this hardworking aƫtude and dedicaƟon had to do with the cultural 

expectaƟons toward educaƟon that many of their students experienced from their families. 

They noted that while this may not be universal for all refugees and migrants, they did feel 

that the ones they had encountered did tend to show a commitment to academic 

achievement and good behaviour.  

Gender did not seem to be a factor in this, as when asked about refugee and migrant 

students, teachers did not differ based on gender, rather, they highlighted differences based 

on cultural background and educaƟonal expectaƟons. None of the teachers interviewed 

expressed outward criƟque of the refugee and migrant students they have encountered, 

rather they expressed how they contributed posiƟvely to their classroom. These teacher 

aƫtudes align with Chapter 2: ‘Context and PosiƟonality of Research’, secƟon ‘A Strengths 

Based PerspecƟve’, which discusses that while refugee and migrant girls may face unique 

challenges, difficult barriers to integraƟon and their mental health, they are resilient. The 

teachers interviewed reinforced this perspecƟve. It should be noted that within these 

responses, in addiƟon to the resilience highlighted, there is also a use of language that 

suggests an ‘othering’ or differenƟaƟon between refugee and migrant students and those 

born in the UK. More on this will be explored in the theme NarraƟves of IntegraƟon and 

AssimilaƟon.  

In the literature, previous researchers have also made the point that while refugee and 

migrant children may struggle with their mental health, they have strengths and show 

resilience regardless (Brook & OƩemöller, 2020; Jani et al., 2016). Experts have also 

discussed the need to understand the systemic factors that contribute to the difficulƟes 
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faced by refugee and migrant children, rather than implying that the children themselves are 

deficient (Gillies & Robinson, 2012). Based on their responses, the teachers interviewed 

seem to share this view, that the external challenges are most impacƞul, while the students 

themselves exhibit resilience.  

7.6 NarraƟves of IntegraƟon and AssimilaƟon  

The theme NarraƟves of IntegraƟon and AssimilaƟon emerged from examining the 

paƩerns found in the codes, sub-themes, and themes. While wriƟng and examining the 

three other themes, I found there was a consistent narraƟve throughout the interviews of 

teachers wanƟng to do the best for their students, to support their emoƟonal well-being, to 

welcome them into the school community, and to embrace their adjustment to the social 

norms within the UK – however, there was also a tendency to do so by encouraging the child 

to change and to adjust. Language and wording used invoked the pracƟce and perspecƟve of 

both AssimilaƟon, that the refugee and migrant children should adjust themselves to their 

new environment to beƩer fit in, and IntegraƟon, that the community changes and evolves 

along with the refugee and migrant child (Strang & Ager, 2010). 

7.6.1 NarraƟves of IntegraƟon 

The sub-theme NarraƟves of IntegraƟon refers to the language used that was 

suggesƟve of an IntegraƟon perspecƟve and approach (Ager & Strang, 2008; Strang & Ager, 

2010). The responses of two interviewees to my quesƟons portray a narraƟve of IntegraƟon, 

specifically that the community (in this case the classroom) would need to evolve and 

change to support the refugee or migrant child, while the refugee and migrant child adjusted 

to fit within the community.  



251 
 

“IntegraƟng with what they used to in their own cultures and with with 

the other children and the class….they can share their experiences and then 

other children start to understand a liƩle bit more about how they feel about 

things, and what they go through, and their life experiences.” (ParƟcipant 

2366) 

In this quote, the teacher explicitly used the term “integraƟng” and listed ways to 

support the child in adjusƟng while also encouraging the rest of the class to understand the 

child's cultural background and unique experiences. Another teacher uses less explicit 

language about integraƟon but does share that the school community is very diverse and 

welcoming. 

“we, have, are very welcoming to new families, to new languages, to 

everything,” (ParƟcipant 2477) 

Both of these examples use language that encourages an open exchange of experience 

and an honouring of the value of the child's background and culture while encouraging them 

to be incorporated into their new host culture (the UK). As explored in Chapter 2: ‘Context 

and PosiƟonality of Research’, the CASEL (2013) definiƟon of social and emoƟonal skills 

includes skills adjustment and integraƟon into the school community. IntegraƟon is referred 

to as a “two way process” (Strang & Ager, 2010, p. 600) where the host (the school) 

community changes and adjusts to accommodate and celebrate the refugee and migrant 

child (the hosted). Along with this, the hosted adjusts and evolves to the expectaƟons of 

their new community, while retaining their unique idenƟty, as it is seen as a strength. While 

some theorists have suggested that this process can be stressful for the refugee and migrant 

child (Derluyn & Broekaert, 2008; Fazel & Betancourt, 2018), it is suggested to be the most 

posiƟve long-term, as it supports their full integraƟon into their new home without losing 

their unique idenƟty (Ager & Strang, 2008).  
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NarraƟves of IntegraƟon do not fully eliminate the presence or use of ‘othering’ 

language that teachers and other students can use in reference to refugee and migrant 

children, but it does show the variaƟon in response and perspecƟve that could potenƟally 

ameliorate the effects of ‘othering’ perspecƟves. IntegraƟon narraƟves also frame the 

students’ experiences as strengths that enhance the classroom environment and the 

learning experience for all students. 

7.6.2 NarraƟves of AssimilaƟon 

The ‘NarraƟves of AssimilaƟon’ sub-theme reflects language used that was suggesƟve 

of an AssimilaƟon perspecƟve, which places the burden for change and adjustment enƟrely 

on the refugee or migrant student (Ager & Strang, 2008). It does so because it sees value in 

social cohesion, and idenƟfies this as an absence of conflict or norm deviaƟon within a 

populaƟon (Ager & Strang, 2008). AssimilaƟon perspecƟves do not value refugee and 

migrant students’ culture of origin or unique background as something that could contribute 

posiƟvely to the classroom community, but rather as something hindering their ability to 

adjust. Whilst not necessarily negaƟve, the perspecƟves and pracƟces it encourages tend to 

view the refugee or migrant child's social skills and expectaƟons as something that needs to 

change for them to fit in the UK (Ager & Strang, 2008).  

Throughout three of the interviews, there was language used that illustrated 

narraƟves of AssimilaƟon. 

“When they look at other kids and see how they act and how they 

behave they feel they don't fit into the culture.” and talked about needing to 

teach them “how to incorporate them to this society” (ParƟcipant 5677)  

“just because you need to educate them on everything, I don't 

understand her culture, she doesn't understand mine either, she's just moved 
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here, so it's spelling things out really clearly, showing empathy.” (ParƟcipant 

5266)  

Both of these examples show that the teacher views the child's experiences up unƟl 

they arrive in the UK as something that prevents them from fiƫng in, or as a deficit. They 

view the child's social experiences as something that creates cultural incongruence and 

needs to be adjusted for them to thrive in the UK. One teacher goes on to say, 

“So you need to make sure showing empathy for cultural differences, 

showing empathy for the fact they're seƩling into a country and with that, if 

you're managing low level behaviour like that you don't escalate at the same 

rate that you would, if it was a child who was challenging you intenƟonally.” 

(ParƟcipant 5266) 

While this teacher is speaking about the need to show addiƟonal empathy, there is 

also an assumpƟon within the quote that the child's behaviour needs behavioural correcƟon 

or consequences given that it is outside the norms of what is expected in a UK primary 

school classroom. This teacher's language implies that the cultural incongruence the child 

experiences is something that could lead to discipline and while they are encouraging 

empathy, their perspecƟve on the child’s social skills as a deficit that needs to be overcome 

is sƟll evident in their response. They are not suggesƟng that the teacher should adjust their 

instrucƟon style or expectaƟons to the child’s previous educaƟonal experiences. 

None of the teachers’ quotes above suggests ill intenƟons about their students, in fact 

throughout the interviews I noted a desire to do well and show empathy toward refugee and 

migrant students. However, there was sƟll an underlying assumpƟon that the burden for 

change and adjustment was on the child, that the refugee or migrant was the one that 

needed to learn, change, and develop awareness because their experiences prior to entering 

a UK classroom made them have deficits of knowledge and skills. 
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There is one final way that teachers' language illustrated a narraƟve of AssimilaƟon, 

and this was through ‘othering’ the family expectaƟons and behaviour. ‘Othering’ involves 

the highlighƟng of differences along with language that creates a dichotomy of ‘us’ and 

‘them’. This language implies uniformity in both groups and highlights differences as 

something that defines the boundaries of ‘us’ versus ‘them’. All the teachers interviewed 

used ‘othering’ language to some degree, however, the teachers’ responses who were 

included in the NarraƟves of AssimilaƟon sub-theme had the most extreme language related 

to ‘othering’, in addiƟon to their language implying that the burden of adjustment was on 

the refugee and migrant child only. 

One example of ‘othering’ language is from a teacher discussing the difficulty at Ɵmes 

with parents from very different backgrounds, who may hold very different beliefs around 

discipline and behaviour.  

“because you can't tell them how to live their life out of school, but you 

can at least give them the proper informaƟon so that they're actually more 

aware can hopefully make the right decisions.” (ParƟcipant 5388) 

The wording used to describe the exchange with parents, parƟcularly the words 

“proper” and “right” give the impression of a value judgement that the parents’ perspecƟve 

and beliefs are not as valid as those of the teachers.  

One interviewee used even stronger wording, suggesƟng a perspecƟve which 

espoused the superiority of the UK over the cultures and countries refugee and migrant 

students have emigrated from: 

“London, which has got some of the most famous buildings and sites in 

the world is just awe striking, that you take that for granted when you’re 

brought up here but imagine you've been brought up in a slum in in a third 

world country and suddenly you're looking at Big Ben and the millennium eye 
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and, the London eye and all these things that you might have even been lucky 

enough to see a photograph of once, being taught by people who understand, 

like by people who have been properly educated and therefore can educate 

beƩer than the resources available, where you're from. Like, so unless I don't 

know what they're coming from, but what they're coming to, from a child who 

doesn't need to worry about rent prices and petrol and shit government. Like if 

there's no reason for them to have mental health problems is this is the best 

Ɵme of their life for most of them.” (ParƟcipant 5266) 

These teachers’ perspecƟves feel aligned with much of the narraƟve in the UK 

around refugees and migrants, that they have very liƩle to offer, are a problem, and that the 

UK is doing them a favour (Zgonjanin, 2022). This discourse, which erases the manifold 

differences between and among refugees and migrants, reflects a noƟon of superiority that 

discards the experiences or skills that these individuals can contribute to the classroom and 

society more broadly. It also shiŌs the lens towards those ‘deserving’ and those 

‘undeserving’ (Da Lomba, 2010; Sale, 2005) away from the actual legal obligaƟons which the 

UK has voluntarily agreed to be bound by under internaƟonal refugee law and internaƟonal 

human rights law.  

7.7 Conclusions 

PerspecƟves of experienced teachers maƩer because while refugee and migrant 

students do face a lot of adversity, stress, and trauma during their migraƟon journey 

(Blackmore et al., 2020), there can be a tendency to be unaware of systemic issues that 

influence difficulƟes and focus instead on the ‘deficits’ of the child or family (Gillies & 

Robinson, 2012). In many ways the teachers interviewed noted and discussed the variety of 

structural barriers and challenges faced by refugee and migrant children, they also expressed 

a desire to support and help the children in their classroom and noted their resilience and 
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strengths. However, three of the five also shared perspecƟves that placed the burden for 

change on the child and saw their intersecƟng idenƟƟes as a deficit to be overcome. This 

narraƟve is one that fits with the poliƟcal and social discourse around immigrants in the UK, 

but it also does a disservice to the child, because it places them in the posiƟon of needing to 

change to be accepted, rather than celebraƟng how their unique background makes the UK 

a beƩer place.  

Based on my experiences meeƟng and discussing refugee and migrant girls with these 

teachers, I see this as a desire to prepare the child for a society that does not fully accept 

them. One teacher’s quote resonated in parƟcular, in that they expressed the need to teach 

their refugee and migrant girls “how to incorporate them to this society” (ParƟcipant 5677). 

This teacher was parƟcularly concerned with the prejudice and racism that their students 

encounter in the UK. I interpreted this quote as a desire to teach the child how to exist in the 

UK without being hurt by the anƟ-immigrant senƟments they will encounter. My experience 

overall with these teachers is that they care deeply about their students, but they do not 

feel equipped to offer them the support they think is required. Despite the interviews’ 

stated intenƟon to speak with teachers with ‘wisdom’ to pass on, all the teachers I spoke 

with quesƟoned whether they had the skills or experiences to help with my research. I think 

this chapter illustrates they had a lot to share, but the fact that they feel ill-equipped is a 

major failing of both the UK’s educaƟonal and immigraƟon systems.  
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Chapter 8: Discussion 

8.1 IntroducƟon 

The research presented in this thesis was exploratory and aimed to understand how 

teachers' perspecƟves, skills, and experiences around social and emoƟonal development, 

issues of equity, and migraƟon shape their pracƟce and responses to refugee and migrant 

girls. This research was designed to combine three main areas of inquiry: issues of equity 

(race, ethnicity, gender, diversity), issues of migraƟon (IntegraƟon versus AssimilaƟon) and 

social and emoƟonal skills learning.  

The mixed methods approach of this thesis was designed using a convergent parallel 

design, with a mixed methods survey and semi-structured interviews. The convergent 

parallel design allows for simultaneous data collecƟon, using different methods and samples 

as an opportunity to triangulate results to answer the research quesƟon. This chapter will 

draw together and present the triangulaƟon of the results from the three studies conducted 

and presented in previous chapters (Chapter 4, Chapter 6, and Chapter 7). This chapter will 

discuss how these findings answered the research quesƟons posed in this thesis and how I 

interpreted these findings in relaƟon to past literature.  

The research quesƟon for this thesis was: 

1. How do primary school teachers’ perspecƟves, skills, and experiences around 

social and emoƟonal skills development, issues of equity, and migraƟon shape 

their reported pracƟce and responses to refugee and migrant girls? 

8.2 Summary of Findings 

The research presented in this thesis was divided into three secƟons of data collecƟon 

which were wriƩen as chapters: Chapter 4 was a scoping review designed to map the 
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research area, chapter 6 was a mixed methods survey, and Chapter 7 was semi-structured 

interviews. Each had a research quesƟon(s) and unique aims. This secƟon will summarise the 

main findings of each study.  

8.2.1 Scoping Review 

Prior to seeking ethical approval and beginning data collecƟon, I conducted a 

systemaƟc scoping review designed to map an overview of the literature available and 

establish gaps in knowledge. Given the minimal past evidence and unique focus of my 

research, a scoping review was the best choice to understand what has been found 

previously, as scoping reviews tend to be used in emerging research areas. The research 

quesƟon for this systemaƟc scoping review was: 

1. What is the current evidence regarding how teachers’ percepƟons, values, and 

skills relate to how they teach social and emoƟonal skills to students with a 

recent migraƟon history?  

The scoping review aimed to understand what the exisƟng literature says about 

teachers’ percepƟons of students with a recent migraƟon history; teachers’ skills and values 

concerning teaching social and emoƟonal skills to students with a recent migraƟon history; 

what literature is available in this area; and finally what lessons could be drawn regarding 

teachers’ responsiveness to refugee and migrant students’ needs when they teach social and 

emoƟonal skills. 

The literature search for the scoping review was conducted in January 2021 and then 

updated in February 2023 (for full details on methods and search results, see Chapter 4: 

‘Equity of InstrucƟon in the Social and EmoƟonal Learning of Refugee and Migrant Students: 

A Scoping Review’). A scoping review’s search approach is designed to be broad to allow for 
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the inclusion of as many different literature types as possible and give a general overview of 

the literature in a certain area. The small included sample size (n = 10) for this review 

showed the limited literature available in this area of inquiry. Despite this limited sample, 

there were interesƟng trends found. The included literature found that teachers report that 

they highly value social and emoƟonal skills learning when they are teaching refugee and 

migrant girls. 50% of the included literature reported teacher training is lacking (in SEL, well-

being, and supporƟng refugees and migrants), and 50% of texts reported that training and 

coaching teachers (in a variety of subjects) were helpful for the refugee and migrant children 

in their class. In addiƟon to the value of training, 40% reported language support and 

individualised teaching impacts refugee and migrant students’ learning posiƟvely.  

The included texts showed that teachers used a variety of techniques and pracƟces to 

adapt to their refugee and migrant students’ needs. The use of techniques, such as 

‘buddies’, as well as adapƟng their approach and behaviour to create a ‘welcoming 

environment’ for refugee and migrant children, was found throughout the majority of the 

texts. 85% of texts reported that teachers viewed their refugee and migrant students’ 

backgrounds and cultural differences as posiƟve. One text highlighted that teachers’ felt they 

needed to discourage refugee and migrant children in their class from speaking about their 

well-being and traumaƟc experiences, but two other texts reported that teachers’ felt it was 

important to be proacƟve in the classroom and have discussions around mental health to 

support refugee and migrant students’ traumaƟc experiences and well-being.  

Finally, this review showed a lack of reporƟng on teachers' and students' 

characterisƟcs and backgrounds in the available literature. Only 40% reported gender and 

30% reported ethnicity of educators, and 50% reported student country of origin, although 

this was incomplete or general in most. This inconsistency in reporƟng was not always 
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jusƟfied due to methodology and one recommendaƟon is that researchers try to include this 

informaƟon, when appropriate, in future research. This review gave an overview of the 

available previous research done on teachers’ perspecƟves and pracƟces in relaƟon to the 

social and emoƟonal skill development of refugee and migrant children.  

8.2.2 Survey 

The survey presented in this thesis used a combinaƟon of quanƟtaƟve and qualitaƟve 

methods to explore teachers’ perspecƟves, opinions, and skills in relaƟon to issues of equity 

and migraƟon and how they influence pedagogical pracƟces around social and emoƟonal 

skills for students with a recent migraƟon history. The mixed methods design allowed for 

comparison between the quanƟtaƟve perspecƟve and opinion quesƟons and the qualitaƟve 

scenario responses. The survey sought to answer two research quesƟons:  

1) What are primary school teachers’ perspecƟves, opinions, and skills relaƟng to how 

they teach social and emoƟonal skills to students with a recent migraƟon history? 

2) What are the similariƟes and differences between primary school teachers’ 

perspecƟves, values and skills and their scenario responses to girls who are recent migrants 

when they are teaching social and emoƟonal skills? 

In the results, teachers shared that they favour addressing systemic issues of inequity 

in the classroom, including race, ethnicity, and gender. Their responses showed that they 

viewed their role in the classroom as helping children understand the world, including and 

beyond the curriculum set for them. Teachers selected responses that showed they felt 

issues of equity, migraƟon, and social and emoƟonal skills should be integrated into the 

classroom from the beginning of primary schooling (age four and up).  
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However, when addressing the second research quesƟon, examining the similariƟes 

and differences between primary school teachers’ perspecƟves, values, and skills and how 

teachers responded to the scenarios, there were some variaƟons in response. For issues of 

equity, teachers’ perspecƟves and opinions did not match their responses to students, and 

they tended to universalise or invisibilise their students’ experiences around ethnicity, 

gender, or inequity. For issues related to migraƟon, on the other hand, there was 

consistency between perspecƟves and pracƟce. Teachers’ perspecƟves and opinions seemed 

to match their responses to the scenarios. Finally, for social and emoƟonal skill 

development, teachers overwhelmingly shared that they view SEL as valuable for students 

but do not feel they have appropriate training and skills. These perspecƟves aligned with 

their response to the scenarios, which showed that teachers had difficulty idenƟfying 

behavioural signs of social and emoƟonal development difficulƟes. Overall, these survey 

results show some consistency between perspecƟves and pracƟce and some gaps in 

knowledge or differences between perspecƟves and pracƟce.  

8.2.3 Interviews 

The interviews conducted for this thesis were done with the intenƟon to use ‘Big Q’ 

research principles that view researcher interpretaƟon and subjecƟvity as the main 

mechanism driving analysis and interpretaƟon (Braun & Clarke, 2022). The interviews were 

guided by the aim to understand the perspecƟves and experiences of teachers with 

experience teaching refugee and migrant girls. The teachers chosen for these interviews all 

had to have at least five years working in educaƟon and experience with mulƟple refugee or 

migrant girls in their classes during that Ɵme. The interviews sought to answer this research 

quesƟon:  
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1) What are experienced primary school teachers’ perspecƟves on and experiences of 

teaching social and emoƟonal skills to refugee and migrant girls? 

The interview analysis showed four main themes, each with mulƟple sub-themes. The 

first theme was Structural Barriers, which encompass the structural and systemic challenges 

and barriers teachers face when they try to support refugee and migrant girls. Teachers 

shared feeling they do not have the support and training they need as there is a mismatch 

between the prioriƟes of government and educaƟonal systems and the needs of teachers. 

The main disconnect was due to the differences in prioriƟes, the teachers I spoke with stated 

clearly that well-being, social and emoƟonal skills, and mental health are their top priority, 

but that the messages from the Department for EducaƟon were academic subjects (Maths, 

Reading, Science) are the priority with minimal focus on well-being.  

The second theme that emerged from the interview analysis was the Unique 

Challenges for Refugee and Migrant Girls. Similar to Structural Barriers, this theme 

highlighted the challenges faced by refugee and migrant girls but focused on challenges 

unique to their experience and background. While there was an agreement between all the 

parƟcipants around the impacts of language and cultural incongruence as challenges, race 

and gender were two areas where there was variaƟon in acknowledgement of its impacts on 

refugee and migrant children’s social and emoƟonal development and experience in the 

classroom.  

Theme three was PerspecƟves and Pedagogy of Resilience which focused instead on 

the areas of resilience, either from teachers’ perspecƟve and pracƟce or student 

background, that teachers discussed in our interviews. Teachers shared wanƟng to do their 

best for their refugee and migrant students. They also highlighted how refugee and migrant 

children exhibited resilience and strengths in their classrooms.  
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The final theme, NarraƟves of IntegraƟon and AssimilaƟon, I interpreted through the 

language and meaning behind teachers’ responses to my quesƟons. While all of the teachers 

expressed a desire to support and noƟce the challenges faced by refugee and migrant girls, 

there were limitaƟons around the perceived challenges and depth of the issues raised. Three 

of the five teachers placed the burden for change and adaptaƟon on the child, using 

language that suggested they viewed their background as a deficit to be overcome. The 

other two teachers instead framed the students’ experiences as strengths that enhance the 

classroom community rather than something to overcome.  

8.3 Teachers’ perspecƟves around social and emoƟonal development, issues of equity, 
and migraƟon. 

One aim of the research presented in this thesis was to understand teachers' 

perspecƟves on refugee and migrant girls, social and emoƟonal skills, and their views on 

issues of equity in the classroom. The scoping review focused on literature that had reported 

teachers’ perspecƟves and how they influence the pedagogy of social and emoƟonal 

learning for refugee and migrant girls. The survey and interviews asked teachers to share 

how they view issues of equity (ethnicity, race, gender, and diversity), migraƟon, and social 

and emoƟonal skills generally, as well as how they view refugee and migrant girls in relaƟon 

to issues of equity, migraƟon, and social-emoƟonal skills. This secƟon will discuss what I 

found concerning teachers’ perspecƟves and experiences and how these findings relate to 

relevant literature.  

8.3.1 Social and EmoƟonal Skills 

 All three studies examined teachers’ perspecƟves on social and emoƟonal skills 

learning. Findings showed that teachers view social and emoƟonal skills as essenƟal to 

successful learning and in all three studies, teachers reported or selected that they highly 
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value social and emoƟonal skills learning. From the survey, teachers expressed that they 

view their role as one that goes beyond academic subjects to support their students’ 

emoƟonal well-being and social development. The teachers I spoke with in the interviews 

said similarly, that they view well-being and social-emoƟonal skills to be their priority before 

all other concerns. Teachers’ views that social and emoƟonal skills are valuable and a priority 

align with research which shows that social and emoƟonal skills are related to academic 

success, rates of mental health, in-school behavioural challenges, social skills development, 

and earning potenƟal (Abry et al., 2016; Barry et al., 2017; Cowie et al., 2004; Denham et al., 

2012; Edossa et al., 2018; Eisenstein et al., 2018; Elias et al., 1997; Gunter et al., 2012; 

Humphrey et al., 2013; Jones et al., 2015; Mahoney et al., 2018; Nielsen et al., 2019; 

O'Conner et al., 2017b; Sheridan et al., 2019; SƟllman et al., 2018). 

 Teachers’ perspecƟves showed an awareness, based on their educaƟon and 

experience, that these skills are very important for students to learn early in their educaƟon. 

These perspecƟves illustrated a focus more on whole-child development rather than 

academic subject only learning (Nielsen et al., 2019; O'Conner et al., 2017a; Schonert-Reichl, 

2018). HolisƟc development, or comprehensive personal development, is what has led to 

CASEL’s (2013) five core competencies being created and to the growing body of research 

focused on social and emoƟonal skills (Blair & Raver, 2015; Greenberg et al., 2015).  

The evidence around social and emoƟonal skills learning has clearly shown the posiƟve 

impact on children, what is not clear in the literature is what makes it more or less effecƟve 

and how effecƟve it is for students from diverse backgrounds (O'Conner et al., 2017b). 

Recent research has suggested that some of the variaƟons in effecƟveness is due to 

incomplete coverage of the skills listed by CASEL (2013) in the five core competency areas, 

rather than student background, although there is a concerning lack of clarity in relaƟon to 
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what makes social and emoƟonal skills learning effecƟve or not for subgroups of students 

(Wigelsworth, 2022a, 2022b). AddiƟonally, not all curricula or teacher programmes use 

CASEL’s (2013) core competencies, which leads to even more variaƟon in applicaƟon and 

learning.  

 Some past research has suggested that teacher commitment, perspecƟves, and 

values in relaƟon to social and emoƟonal skills are what influence implementaƟon 

differences and effecƟveness (Bowles et al., 2017; Collie et al., 2011; Rimm-Kaufman & 

Hulleman, 2015). Based on my results teachers in England value and are commiƩed to social 

and emoƟonal skills learning, which means issues with inconsistency in effecƟveness and 

implementaƟon may be related to other factors, such as training, skills, curricula differences, 

and subgroup needs, rather than negaƟve teacher perspecƟves and seeing social and 

emoƟonal skills as low value.  

 Another consistent finding found throughout the studies presented in this thesis is 

that teachers report a lack of training and support. Ninety per cent of texts included in the 

scoping review menƟon the necessity of training, only 17% of respondents to the survey 

shared that they feel they have enough training in social and emoƟonal skills, and the 

teachers interviewed all spoke of the need for training and that none had received training 

in social and emoƟonal skills or refugees and migrants since becoming a teacher. These 

results show a consistent narraƟve around the lack of and need for training and support for 

teachers. Areas of parƟcular interest are well-being and social and emoƟonal skills because 

of the rising levels of mental ill-health and concerns around the behavioural manifestaƟons 

of mental ill-health (Baker, 2020; Children & Young People's Mental Health, 2022; Local 

Government, 2022). Teachers have reported in past research that they do not feel equipped 

or trained to handle mental health challenges in the classroom (Shelemy et al., 2019). Based 
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on the interviews I conducted, it was clear that they would be open to training on refugees’ 

and migrants’ needs or other training if it helped them support their students, although 

previous research has shown that teachers do not want to take on the role of counsellors 

and therapists, so outside support and referrals are also important (Shepherd et al., 2013). 

Unfortunately, despite this desire for training and addiƟonal support, there seems to 

be a disconnect between the needs teachers are idenƟfying and the policies coming out of 

the Department for EducaƟon.  

8.3.2 Issues of Equity 

For the studies conducted during this research project, issues of equity are defined as 

issues related to race, ethnicity, gender, cultural background, religion, and country of origin. 

Teachers’ perspecƟves from all three studies showed a desire to understand and support 

children from diverse backgrounds. The scoping review showed that the majority of teachers 

included in the texts saw students’ diverse backgrounds as a posiƟve contribuƟon to the 

classroom. The survey results showed that teachers view issues relaƟng to gender and 

ethnicity as something to be covered in the classroom, and similarly that refugee and 

migrant children add a diverse perspecƟve that is posiƟve for the classroom. Findings from 

the interviews showed that teachers’ view refugee and migrant students as resilient and that 

they bring posiƟve diversity into the classroom.  

In addiƟon to these posiƟve perspecƟves, both survey and interview findings also 

showed that some teachers felt that refugee and migrant girls needed to adjust to the UK 

and saw their background as a deficit needing to be overcome. There was also a lack of 

awareness of intersecƟonality (Crenshaw, 2013), parƟcularly related to how gender interacts 

with race/ethnicity, religion, and cultural expectaƟons. Understanding how mulƟple 

characterisƟcs interact with each other is important to fully addressing the complexity of 
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refugee and migrant student experience and needs (Bešić et al., 2020). Based on their 

responses, teachers seemed to assume that gender did not impact students’ experiences. 

From the survey, for example, teachers selected that social and emoƟonal learning was not 

impacted by gender, despite research showing that there are contradictory but likely 

differences in learning based on gender idenƟty (Hallam, 2009; Hamilton & Roberts, 2017; 

O'Conner et al., 2017b; Reiss, 2013). Gender was not the only area where teachers failed to 

see the potenƟal impacts on social and emoƟonal learning. Previous research has shown 

that children of ethnic minority backgrounds can be perceived as less competent in their 

social and emoƟonal skills (Rasheed et al., 2020); experts have recommended that teachers 

need to understand how cultural background and intersecƟonality of idenƟty permeate 

every aspect of learning (Boyle & Charles, 2011; Wigelsworth et al., 2016).  

This past research and recommendaƟons, along with the results from my research, 

suggest that addiƟonal training on intersecƟonality and how it impacts learning and 

behaviour would be useful for teachers in the UK, parƟcularly those with refugee and 

migrant girls in their classrooms. My findings show that teachers reported openness to 

welcoming pupils from diverse backgrounds and addressing issues of equity in the 

classroom, which would suggest that they would also be open to addiƟonal training. I should 

note that a discriminatory perspecƟve was present in some responses and findings in all 

three studies, although it was a low percentage of the responses. 

8.3.3 Issues of MigraƟon 

For the research presented in this thesis, I used Ager and Strang’s (2008) 

“Understanding IntegraƟon: A Conceptual Framework” to conceptualise teachers’ 

perspecƟves relaƟng to migraƟon. Using this framework as a guide, I analysed the findings 

from the scoping review, survey, and interviews. Both IntegraƟon and AssimilaƟon 
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perspecƟves were present in all three studies. I conceptualised an IntegraƟon perspecƟve 

from teachers as one that views refugee and migrant students’ backgrounds as contribuƟng 

something posiƟve to the classroom and that the classroom community changes to 

incorporate and celebrate refugee and migrant students’ unique idenƟty.  

In my findings, teachers expressed perspecƟves that refugee and migrant girls bring 

unique skills and experiences that strengthen the classroom. From the scoping review, 85% 

of teachers viewed refugee and migrant students’ backgrounds as posiƟve. Similarly, 

teachers who parƟcipated in the survey selected responses that showed they viewed 

immigrants in general as posiƟve and refugee and migrant students as bringing posiƟve 

diversity to the classroom. Finally, the teachers interviewed all expressed that they had 

posiƟve experiences with refugee and migrant girls. None stated explicitly negaƟve feelings 

about having refugee or migrant girls in their class, and rather said that they bring a posiƟve 

diversity to the classroom.  

I conceptualised an AssimilaƟon perspecƟve from teachers as one that views refugee 

and migrant students’ backgrounds as something that hinders or negaƟvely influences their 

ability to assimilate into the classroom/UK. In all three studies, teachers expressed 

perspecƟves that framed students’ backgrounds as negaƟve or something to be overcome. 

In the scoping review, 20% of texts included language that showed an AssimilaƟon 

perspecƟve from teachers; and the survey showed that while the majority view immigraƟon 

posiƟvely, some teachers (5% for quesƟon 18 for example) selected responses that reflected 

negaƟve perspecƟves of students. Finally, the interview responses showed that while all the 

teachers reported posiƟve perspecƟves on refugee and migrant girls, some also used 

language that ‘othered’ (as defined in Chapter 7: ‘Reflexive Analysis of Teacher Interviews’) 
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refugee and migrant girls or implied that their background was a deficit that needed to be 

overcome.  

Generally, given the negaƟve public discourse and narraƟves in the media in the UK 

regarding refugees and migrants (BeƩs et al., 2020; Blinder & Richards, 2020; Da Lomba, 

2010), I was surprised to find that the majority of responses from all three studies tended to 

fall in IntegraƟon rather than AssimilaƟon. Teachers’ perspecƟves aligning with IntegraƟon 

are at odds with the legal and social systems in the UK, which operate using an AssimilaƟon 

perspecƟve (Ager & Strang, 2008; Strang & Ager, 2010; Yi Cheung & Phillimore, 2014).  

8.4 Teachers’ pedagogical pracƟce and responses  

The second aim of the research presented in this thesis was a desire to understand 

how the perspecƟves and experiences discussed in the previous secƟons shape pracƟce and 

responses to refugee and migrant girls. For all three studies, there was a goal to understand 

how teachers perceive refugee and migrant girls and how these perspecƟves might shape 

their pedagogical pracƟces and responses to refugee and migrant students. Teachers' 

pracƟces and techniques were collected from the included studies for the scoping review. 

The survey analysis included a triangulaƟon between the perspecƟve quesƟons and the 

scenario responses, and the interviews included quesƟons about pracƟces and my analysis 

sought to understand teachers’ responses and pracƟces beyond what was reported. This 

secƟon will discuss the pracƟces and responses collected throughout this research and how 

teacher perspecƟves potenƟally shape these pracƟces. 

8.4.1 Social and EmoƟonal Learning 

When examining teachers’ pracƟces regarding social and emoƟonal learning, I had the 

desire to understand what techniques teachers use; whether they are able to idenƟfy 

behaviour that could be symptomaƟc of a deficit in some areas of social and emoƟonal 
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skills; and for the scoping review and interviews, how social and emoƟonal learning fits into 

their school’s curriculum. From all three studies, it seemed that there was a variaƟon in how 

social and emoƟonal skills were infused into the curriculum and daily pracƟce.  

The teaching pracƟces used tended to fall into two categories in all three studies, 

proacƟve and reacƟve. ProacƟve strategies are pracƟces that aƩempt to limit the 

development of potenƟal issues, whereas reacƟve strategies are pracƟces that teachers use 

when an issue has developed. As all teachers use reacƟve pracƟces, as they must address 

issues when they arise, it is the use of proacƟve pracƟces that is most interesƟng, as social 

and emoƟonal learning infused in the curriculum proacƟvely is more effecƟve for increasing 

well-being (Barry et al., 2017). 

The scoping review showed that 80% of texts discussed the use of transiƟonal aids to 

support refugee and migrant students. TransiƟonal aids were proacƟve pracƟces such as the 

use of buddies (menƟoned in 70% of texts), building a supporƟve classroom (60% of texts), 

and dealing proacƟvely with trauma (20% of texts). ReacƟve pracƟces were not menƟoned, 

but it could be inferred that educators who did not menƟon the use of proacƟve pracƟces 

use only reacƟve pracƟces. The scoping review did not collect how oŌen social and 

emoƟonal learning was covered in the curriculum, but one included text did highlight that 

the more Ɵme spent on social and emoƟonal learning was beƩer for refugee and migrant 

students. Three included texts menƟoned the use of a ‘Whole school’ approach, which 

implies the integraƟon of social and emoƟonal learning into daily or weekly curriculum. 

The survey results show that while 72% of teachers showed an emoƟonally supporƟve 

response to the scenarios, the majority (73%) failed to idenƟfy potenƟal social or emoƟonal 

development issues (as illustrated by a lack of referral recommendaƟon or focus on 

problemaƟc behaviour without acknowledging an underlying cause) or move beyond 
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supporƟng the child in the moment. These responses suggest a more reacƟve approach and 

a deficit in skills. It should be noted that 48% of the responses were also very behaviourally 

based and not emoƟonally supporƟve, implying a lack of emoƟonal connecƟon and a 

reacƟve approach.  

Findings from the interviews showed that all teachers interviewed used reacƟve 

pracƟces when issues arose, however, the most experienced or trained teachers used 

proacƟve pracƟces as well. Findings from the interviews also show there was a big variaƟon 

in how oŌen teachers teach social and emoƟonal skills. One teacher shared that they cover 

it once a week and others stated they infuse it throughout their day, every day. Similar to 

proacƟve pracƟces, infusing social and emoƟonal skills into daily pracƟce could be influenƟal 

in combaƟng the rising mental ill-health in the UK for school-aged pupils.  

PracƟces are important to understand because research shows differences in the 

effecƟveness of social and emoƟonal learning curricula, and what causes these variaƟons is 

not fully clear (Desai et al., 2014; O'Conner et al., 2017a). Some past literature has reported 

that it is teacher commitment that influences variaƟon in effecƟveness (Bowles et al., 2017; 

Collie et al., 2011; Weissberg & Cascarino, 2013); based on my results, though, teachers’ 

perspecƟves and pracƟces seemed to be highly commiƩed to supporƟng their students and 

being emoƟonally supporƟve. The deficit, based on these studies, seems to be more 

connected to a lack of training and experience which leads to uncertainty about how to 

implement proacƟve pracƟces in their classroom in a regular and ongoing way. This is not 

wholly unexpected, as previous literature has discussed a lack of consistent training and 

provision (Loinaz, 2019).  

These skill deficits for teachers are connected to the differences in perspecƟve 

between teachers and the Department for EducaƟon, teachers do not feel equipped to 
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handle mental health issues and yet are being asked to do so due to a lack of access to 

adequate resources and supporƟng mental health professionals (Shelemy et al., 2019; 

Shepherd et al., 2013; Woodcock & Woolfson, 2019). Other recent research has also found 

similar findings, that teachers view SEL as a priority but have a lack of training, Ɵme for 

preparaƟon and implementaƟon, and variability in pracƟces due to a mismatch in prioriƟes 

(Wigelsworth, 2022b).  

ContribuƟng to this difficult situaƟon is the NHS deficit between need and funding for 

mental health services which is projected to increase (Baker, 2018; Baker, 2020; Children & 

Young People's Mental Health, 2022; Local Government, 2022). Refugees and migrants are 

less likely to access mental health services, despite being at higher risk of developing them 

(Buchanan et al., 2016; Fazel & Betancourt, 2018; Sullivan & Simonson, 2016). Providing 

support and training for teachers could have potenƟally transformaƟve effects, however, 

more research may be needed to understand the full scope of these issues, as the research 

presented in this thesis is exploratory which limits the implicaƟons taken from the results.  

8.4.2 Issues of Equity 

One aim of the research presented in this thesis was to understand how teachers’ 

percepƟons and pracƟces are impacted by the idenƟty of students of diverse backgrounds. 

In the survey and interviews, issues of equity are impacted by mulƟple characterisƟcs: race, 

ethnicity, gender, sexism, cultural background, country of origin, and religion. I had the 

desire to understand how teachers view issues of equity and their pedagogical pracƟces 

concerning teaching refugee and migrant girls social and emoƟonal skills.  

In the scoping review, I found that very liƩle was reported in the literature about 

teacher and student characterisƟcs, leaving less understanding of how issues of equity could 

impact perspecƟves and pracƟce. The lack of inclusion of teacher and student characterisƟcs 
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also shows a potenƟal lack of awareness on the researchers’ part regarding how background 

and idenƟty can impact the student and teacher relaƟonship. Previous research has shown 

that children from ethnic minority backgrounds are perceived as less competent in their 

social and emoƟonal skills (Rasheed et al., 2020), which is one reason researchers need to 

consider race and ethnicity when conducƟng research on social and emoƟonal skills.  

I found in the survey that teachers’ pracƟces did not align with their perspecƟves on 

diversity and inclusion. In the interviews, I found that teachers reported the perspecƟve of 

inclusivity. However, their pracƟces did not seem to take into account the full extent of 

refugee and migrant girls experiences. Gender is one area for both studies where there 

seemed to be a lack of awareness. Research has shown differences in how boys and girls 

process and learn social and emoƟonal skills, partly due to differences in behavioural 

expectaƟons around emoƟonal expression and partly due to the social construcƟon of 

gender idenƟty (Eckert & McConnell-Ginet, 2003; Herlihy, 2014). Teachers included in both 

studies seemed to assume that gender did not impact student experience of social and 

emoƟonal learning, and there was a lack of awareness of intersecƟonality (Crenshaw, 2013), 

parƟcularly how different characterisƟcs interact with each other to affect equity and 

experience.  

Refugee and migrant girls’ experiences relaƟng to gender will be different depending 

on their background and cultural expectaƟons, and other characterisƟcs also impact their 

experience in the classroom. For some refugee and migrant girls, racism may not be 

something they experience, but for others, it may be experienced oŌen. In the surveys, I 

found that while teachers chose responses showing their desire to address racism in the 

classroom, they did not seem to know how to do so in pracƟce and responded to the 

scenarios with universalising or invisibilising responses. In the interviews, there was some 
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similar blindness concerning experiences of racism and bias, with only one interviewee 

bringing up racism as an issue faced by refugee and migrant girls and several teachers using 

paternalisƟc language when talking about cultural differences. 

Differences between teachers and students, parƟcularly ethnic or racial differences 

have an impact on teaching, the student-teacher relaƟonship, and assessment of social and 

emoƟonal skills (Jennings & Greenberg, 2009; Rasheed et al., 2020). As only 6% of teachers 

in the UK are from ethnic minority backgrounds (Department for EducaƟon, 2022b), there is 

a high likelihood of mismatch that impacts teaching pracƟces for refugee and migrant girls. 

The results from the survey and interview showed that teachers might perceive issues of 

equity as something they should be tackling but they have gaps in knowledge and awareness 

around intersecƟonality and the ways that their own behaviour can be experienced by 

students. Throughout the studies, the results showed a gap between the perspecƟves 

shared and the pracƟces used when handling issues of equity with refugee and migrant girls. 

8.4.3 Issues of MigraƟon 

The final aim of the research presented in this thesis was to understand how teachers’ 

pracƟces are influenced by migraƟon using the IntegraƟon and AssimilaƟon framework 

(Ager & Strang, 2008; Strang & Ager, 2010). All three studies looked at migraƟon, parƟcularly 

how teachers respond to their students who have recently migrated, what their teaching 

pracƟces are, and how they might support the students in adjusƟng to their host 

community. There were many similariƟes in the techniques used and teaching pracƟces 

across all three studies.  

Techniques used were very similar, using “buddies”, creaƟng a welcoming 

environment, individualised support, dual-language resources or language support services, 

and engagement with the family or parents were all techniques discussed by teachers 
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throughout all three studies. This overlap suggests that teachers all have similar ideas about 

what may be helpful or not for their refugee and migrant students. The similariƟes suggest 

that teachers from various contexts, as those from the scoping review were from all over the 

world, have similar insƟncts and techniques to support their students. One quesƟon this 

raises is how effecƟve these pracƟces are for refugee and migrant girls and are they the best 

pracƟces to use or are they the ones that seem the most well-known by the teachers 

included in these studies. These results raise quesƟons around refinement and awareness of 

these pracƟces, are they the best for students or are they the easiest to implement, given 

the structural challenges faced by teachers in a variety of countries, including England.  

Using Ager and Strang’s (2008) framework of IntegraƟon, I analysed teacher pracƟces 

from the surveys and interviews for whether they promoted IntegraƟon or AssimilaƟon for 

the students. The language used I interpreted as showing both IntegraƟon and AssimilaƟon 

pracƟces, although, for the survey, IntegraƟon was more prevalent than AssimilaƟon. 

Whereas in the interviews AssimilaƟon was found more than IntegraƟon, but there was 

some mixture of both in the responses. It was surprising to find such a high percentage of 

responses that showed an IntegraƟon perspecƟve and IntegraƟon-based pracƟces in the 

survey. While this may have been impacted by parƟcipant self-selecƟon, it does contradict a 

lot of the narraƟves in the UK around refugees and migrants. In the interviews, I expected to 

find a higher degree of IntegraƟon based pracƟces and was surprised that AssimilaƟon 

based pracƟces were more common than IntegraƟon. More research is needed to 

understand how teachers’ perspecƟves and pracƟces around IntegraƟon and AssimilaƟon 

may be similar or different.  

The final finding related to teachers’ pracƟces for refugee and migrant girls was a lack 

of clarity from teachers about their role as a teacher. Research shows that teachers in the UK 
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do not wish to take on the role of therapists or counsellors but find that they are oŌen the 

only support for a child experiencing mental health challenges (Shepherd et al., 2013). The 

scenarios and interviews also present this concern around the role of teachers. For the 

scenario addressing a student’s parents telling her she was becoming too BriƟsh, teachers’ 

responses showed a hesitance to address what they considered a ‘home’ issue. They 

seemed hesitant to override or contradict the parents when responding to this scenario. In 

contrast, in the interviews, there was also some language to suggest that teachers felt they 

needed to navigate their role, which was educaƟng the student on the social norms of the 

UK, with ‘othering’ language used about the family and parents. The paternalisƟc language 

used by some of the teachers suggested that they viewed their role as re-educaƟng their 

refugee and migrant girls on the ‘appropriate’ social pracƟces, parƟcularly classroom 

behaviour. This language implied that the teachers knew more or beƩer than the parents.  

This contradictory finding suggests that teachers are not always clear on what is a 

‘home’ issue and what is a ‘school’ issue, which may be useful to invesƟgate further. Across 

both the survey and interviews, teachers’ perspecƟves showed that they view their role as 

supporƟng the child in learning topics in and beyond the curriculum, but in pracƟce, there 

was uncertainty around where to draw the line around their role and the parents’ role. 

Underlying, where to draw this line, were also some paternalisƟc ideas around migrant and 

refugee students’ backgrounds.  

8.5 Research ContribuƟon 

 The research presented in this thesis was an original contribuƟon to the field in 

several ways, which I will explore in more depth in this secƟon. First, the research designed 

and conducted for this PhD project used a mulƟdisciplinary perspecƟve, combining 

theoreƟcal frameworks, perspecƟves, and literature to inform this project. This 
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mulƟdisciplinarity is a unique and original contribuƟon to the field.  Second, the research 

designed and conducted for this project was done so using a pragmaƟc approach and mixed 

methods design. The mix of methods, in order to balance breadth and depth, parƟcularly 

the way scenarios are uƟlised in the survey, are a unique and innovaƟve way to approach 

invesƟgaƟng teacher perspecƟves. Finally, building an understanding of teacher perspecƟves 

and experiences in teaching social and emoƟonal skills to refugee and migrant girls is a new 

area of inquiry, not yet invesƟgated despite the literature suggesƟng that teacher 

perspecƟves and pracƟce greatly influence SEL effecƟveness.  

A mulƟdisciplinary perspecƟve and approach are useful for research that aƩempts to 

examine complex real-world problems, that need nuance and complexity in approach. The 

objecƟve of the research presented in this thesis was to combine perspecƟves, theory, and 

literature from Psychology, Social JusƟce in EducaƟon, and socio-legal rights of refugees and 

migrants when designing and conceptualising the research. The mulƟdisciplinarity of this 

work is designed to address the issues highlighted in previous research on how invesƟgaƟon 

into social and emoƟonal learning fails to take into account teacher and student context, 

parƟcularly regarding differences in ethnicity, gender, language skills, and social norms 

(Durlak, 2016; Gillies, 2011; O'Conner et al., 2017b). This mulƟdisciplinarity allows for more 

nuance and discussion of differing theoreƟcal perspecƟves when designing and analysing 

the research conducted for this thesis. If instead I examined one facet of teachers’ 

perspecƟves, such as social and emoƟonal learning, without taking into account cultural 

background or issues of equity, this research could have been too focused to capture the 

nuance of experience of teachers and refugee and migrant girls. Being mulƟdisciplinary in 

perspecƟve and approach, allows the research presented in this thesis is more inclusive of 

context and intersecƟonality of experience. By combining these areas, it is hoped that future 
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research can build upon this mulƟdisciplinarity and conƟnue to bring teacher and student 

context into account when examining social and emoƟonal learning and inclusion of refugee 

and migrant students.  

 The research presented in this thesis used a mixed methods and pragmaƟc approach. 

This design and methodological perspecƟve were born of a desire to understand teacher 

perspecƟves, experiences, and skills in as complete a way as possible. The use of a mixed 

methods approach allowed for a mixture of breadth and depth in data collecƟon. The use of 

scenarios in the mixed methods survey presented in Chapter 6 ‘Teachers’ PerspecƟves and 

PracƟces RelaƟng to Refugee Girls. Results From a Mixed-Methods MulƟdisciplinary Survey’, 

was used to both capture parƟcipants self-reported perspecƟves (in the first half of the 

survey) and examine how they might respond to refugee and migrant girls, in the scenario 

responses. This combinaƟon of qualitaƟve and quanƟtaƟve data in order to get a fuller 

picture of perspecƟves, opinions, and skills could be repeated on a larger scale or used as a 

template in future research. The use of perspecƟve and opinion quesƟons that use mulƟple 

choices between different statements and how this was compared with the scenario 

responses is a way to test the differences between teachers’ stated opinions and how they 

may respond in the moment to a child. This designed provided some tesƟng of how teachers 

may react to situaƟons involving a refugee or migrant girl, and thus gave a fuller picture of 

their perspecƟves and opinions then simply asking them to rate their perspecƟves and 

opinions on a scale. By combining the survey with interviews, there is even greater depth in 

data collected and analysed which enhanced the findings of the research presented in this 

thesis.   

 Finally, the research presented in this thesis is innovaƟve as it examines experiences 

and perspecƟves while taking into account the impact of characterisƟcs and contexts. This 
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required a mulƟdisciplinarity, as discussed above, and is an area of inquiry not previously 

explored. While there has been much social and emoƟonal learning research calling for 

greater consideraƟon of characterisƟcs and exploraƟon into the mental health and wellbeing 

of refugees and migrants (for specifics see Chapter 3: ‘Review of the Literature’), these areas 

have not been combined or examined together previously. The innovaƟve nature of this 

research meant that an exploratory approach was necessary which I hope can be built upon 

in the future. These findings should act as a guide to future researchers hoping to 

understand experiences and perspecƟves in context, parƟcularly for refugee and migrant 

girls. 
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Chapter 9: Conclusion 

The aim of the research presented in this thesis was to understand teachers’ 

perspecƟves and pracƟces in relaƟon to social and emoƟonal skills learning for refugee and 

migrant girls. The goal was to conduct exploratory mulƟdisciplinary research, in an area 

previously not explored using a combinaƟon of methods. The findings of my research 

suggest that there is a gap between perspecƟves and pracƟces around social and emoƟonal 

learning for refugee and migrant girls.  

My findings show that the teachers who parƟcipated in my studies hold the 

perspecƟve that social and emoƟonal skill development is vital to academic success and 

student well-being, but do not feel they have the training, support, Ɵme, or resources to 

teach SEL effecƟvely. The findings also suggest that while teacher parƟcipants believe issues 

of equity, like sexism and racism, should be addressed regularly and early in educaƟonal 

seƫngs, they are not always able to idenƟfy, understand, or address issues of equity that 

impact refugee and migrant girls. Finally, these findings showed that the teachers who took 

part were posiƟve about migraƟon and immigraƟon, but while some were able to use 

pracƟces to support the IntegraƟon of their refugee and migrant students, others used 

AssimilaƟon based pracƟces. These findings are suggesƟve of a gap between perspecƟves 

and pracƟces, as well as potenƟal deficits in both awareness and pracƟces in relaƟon to 

issues of equity.  

9.1 ImplicaƟons of Findings 

The findings from these studies have several implicaƟons. In the following secƟons, I 

will discuss the overall implicaƟons of the research presented in this thesis and based on 
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them: what teachers might consider, what the Department for EducaƟon might consider, 

and what other researchers might consider.  

9.1.1 Overall ImplicaƟons of these Findings 

The most important implicaƟon that should be taken from the research presented in 

this thesis is that teachers do not have the support or resources they need to support their 

refugee and migrant students. There is not enough training or supporƟng professionals, and 

mulƟple structural barriers exist that prevent them from being able to support all their 

students, but refugee and migrant girls in parƟcular. If the UK government is serious about 

wanƟng teachers to take a more acƟve role in assessment, referral, and support 

(Department of Health and Social Care and Department for EducaƟon, 2018; Shelemy et al., 

2019), to combat the rising numbers of mental disorders in school-aged children (Baker, 

2020; Children & Young People's Mental Health, 2022; Local Government, 2022), then these 

structural barriers and lack of training must be addressed. Even if teachers are able to 

idenƟfy mental health issues or deficits in social and emoƟonal skills, if they do not have 

supporƟng professionals to refer the child to, not much can be done. Having a teaching 

assistant, parƟcularly in schools with a high percentage of children with addiƟonal needs, 

seems to have a very posiƟve effect based on the findings from the interviews. Providing 

more teaching assistants would require structural and funding changes but could also help 

address these challenges.  

9.1.2 ImplicaƟons for Teacher Pedagogical PracƟces 

While I hesitate to suggest that teachers need to do more work, given the amount 

already allocated to them, these findings suggest that teachers could make changes. Being 

more aware of intersecƟonality and how background may impact their interacƟons with 
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their students would be a good start. My findings suggest that most teachers who 

parƟcipated in my studies wanted to do their best and support their students as much as 

possible. With this spirit in mind, I would suggest teachers do reading or aƩend training 

around implicit bias to build awareness around how their background might impact their 

perspecƟves and pracƟces with refugee and migrant students. For social and emoƟonal skills 

learning, they should learn about proacƟve strategies and how to integrate them into daily 

instrucƟon. I would also recommend building a greater awareness of cultural incongruence 

and how they might support their refugee and migrant girls by using IntegraƟon rather than 

deficit-model AssimilaƟon pracƟces. I would also suggest building an awareness of how 

gender interacts with other characterisƟcs and affects perspecƟves and pracƟces relaƟng to 

social and emoƟonal learning.  

9.1.3 ImplicaƟons for the Department for EducaƟon Policy 

My findings suggest that while some individual experiences and biases impact 

perspecƟve and pracƟce, the structural barriers have the most impact. Lack of training, lack 

of support professionals, lack of funding or funding prioriƟes, and lack of guidance around 

social and emoƟonal learning and messaging are all problems that impact refugee and 

migrant girls’ social and emoƟonal learning and educaƟonal equity. The Department for 

EducaƟon could make training around social and emoƟonal development standard for 

teacher training programmes and those already employed. This would assist in a stated goal 

that teachers should do more to idenƟfy mental ill-health (Department of Health and Social 

Care and Department for EducaƟon, 2018). They could also allocate more funding for school-

based mental health professionals, who could support students with mental ill-health. More 

supporƟve professionals would help all students, not just refugee and migrant girls, although 
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as stated earlier refugee and migrant girls have higher rates of mental ill-health than 

students born in the UK. I am not the first to make these suggesƟons, several recent studies 

have made similar suggesƟons that teachers need training, support, and that SEL should be 

made a priority by the Department for EducaƟon (PrenƟce & OƩ, 2021; Wigelsworth et al., 

2021). 

Language services could also be improved, and addiƟonal resources could be provided 

to teachers, such as teaching assistants. The rising rates of refugees and migrants in the UK 

suggest that migraƟon will not slow down or stop, regardless of the UK’s anƟ-immigraƟon 

policies (Zgonjanin, 2022). In order to provide “refugees the same treatment as is accorded 

to naƟonals with respect to elementary educaƟon” ("ConvenƟon and Protocol RelaƟng to 

the Status of Refugees," 1951b, p. 24), which the UK agreed to abide by, the Department for 

EducaƟon could do more to ensure that equity of provision is met for refugee and migrant 

girls. Overall, there should be a change in prioriƟes and an aƩempt to address the structural 

barriers found by this research.  

9.1.4 ImplicaƟons for Researchers 

One takeaway from the findings in this thesis is that more research is needed around 

the social and emoƟonal skill development of high-risk students in general and refugee and 

migrant students in parƟcular. There is limited past research on how background and 

characterisƟcs impact equity of instrucƟon and social and emoƟonal skill development for 

refugee and migrant girls (Hamilton & Roberts, 2017; Koehler & Schneider, 2019; Low et al., 

2019; O'Conner et al., 2017b). There is contradicƟng informaƟon about the effecƟveness of 

social and emoƟonal learning for different subgroups of students and around different 
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curriculum designs (Hallam, 2009; Hamilton & Roberts, 2017; O'Conner et al., 2017b; Reiss, 

2013).  

Another implicaƟon is the need for more consistency in the reporƟng of teacher and 

student characterisƟcs in research publicaƟons. There are Ɵmes when it is inappropriate to 

report certain characterisƟcs, my interview study is an example of a study where it felt 

inappropriate to report or collect too many characterisƟcs, as it would impact the anonymity 

of my parƟcipants. However, research on refugees and migrants as well as SEL should gather 

and report characterisƟcs and examine how background might influence the findings.  

9.2 RecommendaƟons for Future Research 

These findings suggest that future research would be useful in this area, and I have 

some recommendaƟons for future research that could be conducted. 

1. A survey, similar to what I designed, but with a larger sample size would be useful. 

RecruiƟng and analysing a sample that would allow for generalisaƟon would give a more 

complete picture of teachers’ perspecƟves and pracƟces. It would also allow for 

confirmaƟon rather than exploratory findings. This would be a logical next step as a way 

to confirm whether the findings presented in this thesis were indicaƟve of general 

statements or skewed by the sample. A confirmatory study would also aid in 

strengthening the argument for a naƟonal intervenƟon that could impact the deficits 

found by this research.  

2. The results also indicated a need and desire for training, both around social and 

emoƟonal skill development and refugee and migrant students’ needs. This could be 

designed as a small-scale targeted intervenƟon, with pre/post-test to determine whether 

this training would impact teacher perspecƟves and pracƟces prior to being scaled up to 

larger areas or to a naƟonal intervenƟon. 
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3. More research is needed into the ways that characterisƟcs impact social and emoƟonal 

development, parƟcularly for groups with heightened risk for mental ill-health. MulƟ-

disciplinary research examining the social and emoƟonal skill development for refugee 

and migrant students, as well as other high-risk groups, would be useful parƟcularly if it 

takes into account the impact or variaƟons due to characterisƟcs.  

4. Research taking into consideraƟon the voice of refugee and migrant girls, as well as their 

parents and families would add to the research conversaƟon around refugee and migrant 

mental health needs. Co-producƟon in research is important, parƟcularly when the 

parƟcipants are from a marginalised group. The research conducted for this thesis was 

focused on primary school teachers in England, so the inclusion of refugee and migrant 

voices did not fit with the design or focus, and teachers are not considered a 

marginalised group. Future research though, should consider the needs and voice of 

refugee and migrant girls, their parents, and their families when considering social and 

emoƟonal skill development and mental health needs.  

My final thoughts are that the research presented in this thesis shows the need for 

more invesƟgaƟon and intervenƟon. If the rise in mental ill-health is not combated across 

mulƟple fronts it could have a devastaƟng impact on our social systems and the next 

generaƟon. I thoroughly believe that by supporƟng the most vulnerable we help all children; 

my research highlights the ways that the current system is not supporƟng the most 

vulnerable. More should be done to support teachers and refugee and migrant girls’ well-

being and mental health. Systems need to be changed and prioriƟes reevaluated and while 

the research presented in this thesis does not prove conclusively the best course of acƟon, it 

does add to the conversaƟon and growing evidence around where these changes might 

start. 
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Appendix A: Survey QuesƟonnaire with Source References 

CharacterisƟcs InformaƟon: 
1. How old are you? 
2. Please state your gender: 
3. Ethnicity: 

Choose one opƟon that best describes your ethnic group or background 
White 

1. English/Welsh/Scoƫsh/Northern Irish/BriƟsh 
2. Irish 
3. Gypsy or Irish Traveller 
4. Any other White background, please describe 

Mixed/MulƟple ethnic groups 
5. White and Black Caribbean 
6. White and Black African 
7. White and Asian 
8. Any other Mixed/MulƟple ethnic background, please describe 
Asian/Asian BriƟsh 
9. Indian 
10. Pakistani 
11. Bangladeshi 
12. Chinese 
13. Any other Asian background, please describe 
Black/ African/Caribbean/Black BriƟsh 
African 
15. Caribbean 
16. Any other Black/African/Caribbean background, please describe 
Other ethnic group 
17. Arab 
18. Any other ethnic group, please describe 
 

4. How many years have you been teaching? 
5. What council area do you teach in? 
6. Are you a primary school teacher in England? Yes/No 

 
InstrucƟons given: “The quesƟons and statements below describe your thoughts, views, and feelings in the 
classroom. For each statement, please respond to the quesƟon by selecƟng on or more responses. You 
may skip answering any quesƟon, although I would appreciate if you answered them all. There are no right 
or wrong answers, so please be as honest as possible. “ 

7. What is our primary role as prospecƟve educators? 1 
a. To deliver the content prescribed in the curriculum. 1 
b. To facilitate student learning to achieve curriculum objecƟves. 1 
c. To assist students to understand the world through and beyond the curriculum. 1 
d. To engage students with possibiliƟes and limitaƟons of understanding1 

8. What are your thoughts on Social and EmoƟonal Learning? 
a. Social and EmoƟonal learning helps students.  
b. I think the curriculum and techniques we use when teaching social and emoƟonal skills are 

universal for all students. 
c. I have been provided with enough training to feel confident teaching of social and emoƟonal 

skills. 
d. Social and emoƟonal learning curriculum/techniques I teach are equally useful for girls and 

boys. 
9. How do you know a student is thriving emoƟonally? 

a. They have good social supports, such as friends, family, community. 
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b. They have a good relaƟonship with their teachers.  
c. They are doing well academically.  
d. They show happiness through smiling, laughing, voice tone, or language. 

10. What are some ways you support a diverse group of students in your classroom? 
a. I support diversity in my classroom by making my teaching flexible and adapƟve.2 
b. I make an effort to ensure that my instrucƟon is sensiƟve to issues of diversity.3 
c. I work well with students of diverse backgrounds.3 
d. It is very difficult to for me to build relaƟonships with students of diverse backgrounds.3 

11. What are your qualiƟes as a teacher? 
a. I think I know how to improvise in response to changing circumstances when I teach.2 
b. It is difficult for me to understand opinions that differ from mine.3 
c. I am able to manage my emoƟons and feelings in healthy ways.3 
d. I frequently get upset in the classroom and do not understand why.3 
e. I am good at understanding how my students' feel.3 
f. I have a close relaƟonship with my students. 3 
g. I frequently get upset when students provoke me.3 
h. I think I have the capacity to encourage my students to express their thoughts and feelings 

freely in my class.2  
12. Is there a difference between how girls and boys express their emoƟons in the classroom?  

a. Boys are less expressive emoƟonally; girls tend to show a wider range of emoƟons.  
b. Girls show more empathy and sympathy than boys, who tend to laugh off issues.  
c. When unhappy, girls tend to show emoƟons such as anxiety or sadness, where boys tend to 

show anger and disgust instead. 
d. Gender doesn't impact how a child expresses their emoƟons; it just depends on the child. 

13. Is there a difference between how much girls and boys contribute to the classroom? 
a. Girls talk more than boys.  
b. Boys talk more than girls.  
c. Gender doesn't impact how much a child talks, it just depends on the child. 

14. How do you feel it's best to handle issues of gender and sexism in the classroom? 
a. I feel gender and sexism should be addressed regularly. 
b. I feel gender and sexism should be addressed through special programs or events 

(irregularly). 
c. I feel gender and sexism should be addressed if issues arise in the classroom or it's necessary, 

such as due to bullying. 
d. I feel gender and sexism should be addressed at home and the community, rather than in the 

classroom. 
15. Do you feel there is a parƟcular age when issues of gender and sexism should be addressed with 
children? (regardless of where it’s addressed) 

a. Children age 13 and up are old enough to understand issues of gender and sexism.  
b. Children age 10 and up are old enough to understand issues of gender and sexism.  
c. Children age 7 and up are old enough to understand issues of gender and sexism.  
d. Children aged 4 and up are old enough to understand issues of gender and sexism. 

16. How do you feel it's best to handle issues of ethnicity and diversity in the classroom? 
a. I feel ethnicity and diversity should be addressed regularly. 
b. I feel ethnicity and diversity should be addressed through special programs or events 

(irregularly). 
c. I feel ethnicity and diversity should be addressed if issues arise in the classroom or it's 

necessary, such as due to bullying. 
d. I feel ethnicity and diversity should be addressed at home and the community, rather than in 

the classroom. 
17. Do you feel there is a parƟcular age when issues of race should be addressed with children? 
(regardless of where it's addressed) 
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a. Children age 13 and up are old enough to understand issues of ethnicity and diversity.  
b. Children age 10 and up are old enough to understand issues of ethnicity and diversity.  
c. Children age 7 and up are old enough to understand issues of ethnicity and diversity.  
d. Children aged 4 and up are old enough to understand issues of ethnicity and diversity. 

18. How do you feel about immigraƟon?1 
a. ImmigraƟon should be Ɵghtly controlled. 1 
b. Immigrants should fit into the culture of the country they are in1 
c. ImmigraƟon enables us to learn from different cultures. 1 
d. ImmigraƟon opens us up to our own contradicƟons. 1 

19. When does someone become "BriƟsh"? 
a. When they have legally become ciƟzens.  
b. When they have lived here 10 or more years.  
c. When they are contribuƟng to the economy, speak the language, and are living here 

permanently.  
d. When they are born here.  

20. How do you build a safe classroom community? 
a. Students come to me with their problems.3 
b. I take proacƟve steps to discourage misbehaviour.3 
c. I am comfortable with having students figure things out for themselves.3 
d. I idenƟfy and deal with my students’ problems before they get worse. 

References: 

1. Kerr, J & Andreoƫ, V. (2019) Crossing borders in iniƟal teacher educaƟon: mapping disposiƟons to diversity and 
inequity. Race Ethnicity and EducaƟon 

2. Friedman, I. & Kass, E. (2002) Teacher self-efficacy: A classroom-organizaƟon conceptualizaƟon. Teaching and 
Teacher EducaƟon 

3. Tom, K. (2012). Measurement of teachers' social-emoƟonal competence: Development of the social-emoƟonal 
competence teacher raƟng scale. 

 

 
InstrucƟons given: “In this secƟon there are six short scenarios designed to explore your 
views and percepƟons of students who have recently migrated.  
For each scenario, please read and then respond with 1-3 sentences saying:  
1. How you would respond in the moment to the child. 
2. Do you feel that a classroom wide intervenƟon is necessary? If so, what might you do?” 
 

1. A 6-year-old female student who moved to the UK in the last two years from Nigeria 
tells you that another female student in your class told them they look like "poop" and that 
she can't play with them. She tells you: "That is not an ok word for them to say to someone 
like me".   

 SEL core competency: Responsible Decision-Making 
 
2. QuesƟon from a 8-year-old girl who arrived in the UK two years ago. "Why do the 
boys in the class get called on more? My older brother says it's because girls talk to much 
at school, but I don’t think that's true in our class. The girls talk less then the boys." 

 SEL Core competency: Social awareness and empathy 
 

3. A 5-year-old girl recently joined your classroom aŌer arriving in the UK with her older 
sister and mother. You noƟce she oŌen appears withdrawn and doesn't show much 
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emoƟon. One day she gets pushed down by another student, she responds by her face 
going blank and siƫng moƟonless on the ground. 

 SEL Core competency: Self-Awareness, emoƟonal understanding, and trauma 
symptom 
 
4. A 11-year-old girl in your class arrived in the UK as a refugee three years ago, since 
she has built a group of close friends and is doing well academically. She approaches you 
one day and says: "My father says I'm becoming too BriƟsh, and he took away my 
computer last night because I spoke English at dinner. But I feel like I am BriƟsh now, he 
says we're not and not to act like it." 

 SEL Core competency: Self-Awareness, community, and integraƟon 
 
5. A 13-year-old who arrived in the UK six months ago and has a paƩern of not 
compleƟng homework. Today while working on an assignment with a group of other 
students she shouted out, "I like my idea, don't tell me what to do". Another student in her 
group then called her "bossy" and she leŌ the room crying.  

 SEL Core competency: Self-Management, Self-awareness 
 
6. A 9-year-old girl in your class, who moved to the UK in the last three months, is 
struggling to make friends. She only speaks a liƩle English and most of the other students 
in your class play football together at break. When she first arrived two other girls in the 
class invited her to play with them, she responded by saying, "that's not a game for girls, 
you shouldn't be playing it." and now she is oŌen on her own at breaks. 

 SEL Core competency: RelaƟonship skills 
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Appendix B: Interview Schedule 

Introductory: 

1. How many years have you been a primary school teacher? 
2. What is your experience teaching social and emotional skills to the refugee or 

migrant student population? 
3. What type of (both SEL and Refugee/Migrant) training or support is provided for 

teachers in your school, if any? 

Let's talk about Social and Emotional Learning 

4. How does SEL fit into your typical day? Probe: curriculum, assessments, 
planning periods. 

5. Could you share your experience of creating, planning, or modifying your lessons 
to address refugee and migrant emotional needs? 

6. In what situations does a refugee or migrant student's social-emotional skills 
support their learning? What about hindering their learning? 

Let's talk about working specifically with refugee and migrant children 

7. What do you find are the differences in the language, behaviours, and social 
skills of refugee and migrant students from those of non-refugee or migrant 
students? (thinking specifically about social and emotional expression).  

8. Given your experience, what do you find are the differences and/or similarities 
between the social and emotional needs of refugee and migrant girls and boys? 

Can you tell me... 

9. Does your school work with community partners to support refugee students? (Is 
there a system to refer students who might need additional support emotionally?) 

10. What would be your advice to a new teacher who will have a new student from a 
refugee or migrant family? 

11.  What could be done differently at your school that would have been helpful to 
you?  

 

*Added: 12: The Department for EducaƟon has recently come out with new guidance what 
do you think about it?
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Appendix C: Sample Consent Forms 

Survey InformaƟon Page Sample 

Teachers’ PercepƟons and Pedagogical PracƟces Regarding Social and EmoƟonal Learning for 
Refugee and Migrant Girls. 
Department of EducaƟon  
University of York 
 

Dear Educator,  
My name is Jessie Shepherd and I am a PhD student at the University of York. Prior to starƟng 

my career as a researcher, I was a school based mental health counsellor for 12 years and now I’m 
interested in research that improves the mental health of refugee and migrant children. 

This study is designed to examine teacher’s percepƟons and views regarding the needs of 
female refugee and migrant students, as well as the skills teachers have to support female refugee 
and migrant students’ social and emoƟonal skills development. The hope is to build a case for 
greater teacher training and support around the social and emoƟonal needs of refugee and migrant 
girls.  

The following quesƟonnaire is in two parts and is designed to take 10-15 minutes to complete. 
If there is a quesƟon you do not wish to answer you may leave it blank and skip it. 

The first part contains quesƟons about your views and opinions around teaching, social 
emoƟonal learning, refugee and migrant students, immigraƟon, classroom management, and 
gender. SecƟon 1 quesƟons are designed to be answered with the provided scale (agree, disagree, 
etc.).  

SecƟon 2 has six short scenarios of students. In this secƟon you will be asked to type a few 
sentences answering: (1) how would you respond in the moment to the child and (2) do you feel that 
a classroom wide intervenƟon is necessary? If so, what might you do?  

All the data collected for this study will be anonymous. We will not ask for your name or any 
other idenƟfying informaƟon. The data will be stored in a password protected file and will only be 
accessible to the researchers involved in the project. The anonymous data may be used in 
presentaƟons, online, in research reports, in project summaries or similar.  In addiƟon, the 
anonymous data may be used for further analysis. Your individual data will not be idenƟfiable but if 
you do not want the data to be used in this way, please do not complete the quesƟonnaire.  

If you do agree to complete the quesƟonnaire you are free to leave any quesƟons unanswered 
or to stop compleƟng the quesƟonnaire altogether at any point. Once the quesƟonnaire is submiƩed 
the data cannot be withdrawn as it is anonymous so there will be no way to idenƟfy your data. The 
data will be kept for approximately indefinitely.  

Should you wish to be informed about the results of this research project, please email me at 
jris500@york.ac.uk 

This research has been approved by the Dept of EducaƟon, University of York Ethics 
CommiƩee. If you have any quesƟons or complaints about this research, please contact Jessie 
Shepherd, jris500@york.ac.uk or Chair of the Ethics CommiƩee (educaƟon-research-
admin@york.ac.uk).  

 
Many thanks for your help with this research 
 
By submiƫng this quesƟonnaire, you are agreeing to all of the points above.* 
 

By clicking here you agree to all the points above. 
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Interview Consent Form and InformaƟon Sheet 

InformaƟon Page 
Teachers’ Perceptions and Pedagogical Practices Regarding Social and Emotional Learning for 
Refugee and Migrant Girls. 
Department of Education  
University of York 
  
Dear Educator,  
My name is Jessie Shepherd and I am a PhD student at the University of York. Prior to starting my 
career as a researcher, I was a school based mental health counsellor for 12 years and now I’m 
interested in research that improves the mental health of refugee and migrant children. 

I am currently carrying out a research project, Teachers’ Perceptions and Pedagogical Practices 
Regarding Social and Emotional Learning for Refugee and Migrant Girls. I would like to invite you to 
take part in this research project. 

Before agreeing to take part, please read this information sheet carefully and let me know if anything 
is unclear or you would like further information.  
 
For information about General Data Protection Regulation (GDPR) please follow the link  
https://www.york.ac.uk/education/research/gdpr_information/ 
 
______________________________________________________ 
Purpose of the study 

The study is designed to build an understanding of teacher’s experiences of teaching social and 
emotional skills to female refugee and migrant students. The hope is to build a case for greater 
teacher training and support around the social and emotional needs of refugee and migrant girls.  
 
What would this mean for you? 
To get a sense of teachers’ experiences I am conducting interviews (over zoom) of teachers with 
experience of teaching refugee and migrant female students. If you agree to take part, you will need 
to spend 30-45 minutes on a zoom call with me. The zoom session will be recorded to allow me to 
create a clear transcript of our conversation.  
 
Following our zoom call, I will create a transcript of what was discussed, and you will be given 1 month 
to review and comment on the transcript. The recording of our conversation will only be seen by me 
and will be destroyed immediately after the transcript is created. 
 
The questions asked during the interview are open-ended and explore your experiences teaching 
refugee and migrant girls. We will discuss topics of gender, ethnicity, immigration, and social and 
emotional development. You may decline to answer any question without providing an explanation. 
 
As a thank you for your participation you will be given a £10 amazon voucher. 
  
ParƟcipaƟon is voluntary 
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Participation is optional. If you do decide to take part, you will be given a copy of this information 
sheet for your records and will be asked to complete a consent form. If you change your mind at any 
point during the interviews, you will be able to withdraw your participation without having to provide 
a reason.  
 
Anonymity and confidenƟality 

The data that you provide (e.g. video recordings of the interview and transcript) will be stored by code 
number. You are free to withdraw from the study at any time during data collection until 1 month 
after I have sent you the transcript for review and comment. The video recording will be destroyed 
after I create the transcript and your identifying information in the transcript will be removed after 
you have reviewed it. Your personal information will not be able to be removed from the study after 
I have removed your identifying information. 
 
Storing and using your data 

Data will be stored on a password protected computer and encrypted external drive. Data will be fully 
anonymised following your review of the transcript. Anonymised data will be kept for ten years 
potential future use or analysis.  
 
The data that I collect may be used in anonymous format in different ways, e.g. publications, 
presentations, and online. Please indicate on the consent form with a tick 🗹 if you are happy for this 
anonymised data to be used in the ways listed.  
 
You will be given the opportunity to comment on a written record of your interview.  
 
Please note: If we gather information that raises concerns about your safety or the safety of others, 
or about other concerns as perceived by the researcher, the researcher may pass on this information 
to another person. 
 
Questions or concerns 
If you have any questions about this participant information sheet or concerns about how your data 
is being processed, please feel free to contact Jessie Shepherd by email jessie.shepherd@york.ac.uk 
or the Chair of Ethics Committee via email education-research-admin@york.ac.uk. If you are still 
dissatisfied, please contact the University’s Data Protection Officer at dataprotection@york.ac.uk 
 
I hope that you will agree to take part. If you are happy to participate, please complete the consent 
form below. 
Please print and keep this information sheet for your own records. 
 
Thank you for taking the time to read this information. 
 
Yours sincerely 
 
Jessie Shepherd 
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Teachers’ Perceptions and Pedagogical Practices Regarding Social and Emotional Learning for 
Refugee and Migrant Girls. 

Consent Form 

 
Please click each box if you are happy to take part in this research. 

 
Statement of consent Click 

each 
box 

I confirm that I have read and understood the information given to me about the 
above-named research project and I understand that this will involve me taking part as 
described above.   

□ 

I understand that participation in this study is voluntary and that if I wish to withdraw, I 
can do so at any time during data collection and until 1 month after being sent the 
transcript for review and comment. 

□ 

I understand that my data will not be identifiable and the anonymous data may be 
used in publications, presentations and online.   

□ 

I confirm that I have read the information about GDPR □ 

 
 

Name: 
 

Signature: 
 

Date: 
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Appendix D: Equity of InstrucƟon in the Social and EmoƟonal Learning of 
Refugee and Migrant Students: A Scoping Review 

Abstract: 

With high numbers of displaced people making dangerous journeys every year to escape conflict, 

refugee and migrant children are at a high risk of developing long-term mental ill-health. Social and 

emoƟonal (SE) skills development is one area of learning that has been shown to posiƟvely impact 

mental health, academics, and future economic success. While school intervenƟons to support SE skills 

have shown posiƟve effects, their use raises quesƟons of teachers’ ability to support high-risk students, 

like refugees and migrants. This study is a review of published and grey literature on how teachers’ 

percepƟons of students, their values, and SE instrucƟon skills relate to how they teach SE skills to 

students with a recent migraƟon history. This review hoped to build a more comprehensive 

understanding of the role teachers’ percepƟons, values, and skills play in SE skill instrucƟon for refugee 

and migrant students while idenƟfying gaps present in this research area. Results suggest that this is an 

emerging research area, with minimal past literature that fit the topic and a trend toward qualitaƟve 

designs with small sample sizes. Prominent themes found were teachers sharing they felt training and 

support were lacking, but they were aware of the need to provide special support for refugee and 

migrant students SE skills development and adapt their own behaviour in the classroom. SE skill 

development was also found to be highly valued by teachers, and teachers expressed the need to create 

a supporƟve classroom environment for refugee and migrant children. This review illustrates a need for 

more research in this topic area, with more varied research designs and larger sample sizes to beƩer 

understand effecƟve refugee and migrant students SE skills development. 

 

Keywords: Well-being, Social and emoƟonal development, Refugees, Migrants, Teachers 
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1. IntroducƟon 

Over the last ten years there has been an increase in displaced people, refugees, and migrants 

worldwide. In 2010 there were an esƟmated 10.5 million refugees; this number doubled to 20.6 million 

in 2020 (UNHCR, 2020). Of those, 13.4 million (51%) are under 18 (UNHCR, 2020; Blackmore et al., 

2020). The stress and traumaƟc experiences these children have endured and witnessed during their 

migraƟon journey may undermine their academic development and mental health long term (Koehler & 

Schneider, 2019; Blackmore et al., 2020). While refugee and migrant children show remarkable 

resilience, generally, they have a much higher risk of mental ill-health and diagnosed mental health 

disorders than children without a migraƟon history (Fazel et al., 2005; Derluyn & Broekaert, 2008; Fazel 

& Betancourt, 2018; Jani et al., 2016; Sullivan & Simonson, 2016). For example, they are more likely to 

experience trauma, while migraƟng and once seƩled into their host country, and are three Ɵmes more 

likely to be diagnosed with PTSD (Blackmore et al., 2020). Mental ill-health has lifelong negaƟve impacts 

on all levels of a child’s development; it is negaƟvely linked to their academic progress, increases the 

potenƟal of behavioural issues (such as substance misuse), and limits future economic prospects (Baker, 

2018; Cowie et al., 2004; Edossa et al., 2018; Helker et al., 2007; Jennings & Greenberg, 2009; O'Conner 

et al., 2017b). 

Just as mental ill-health is linked to children’s development negaƟvely; social and emoƟonal (SE) 

skills development is posiƟvely linked to children’s wellbeing, academic success, lowered likelihood of 

long term mental ill-health, decreased in-school behavioural issues and long term behavioural issues 

(such as substance misuse), posiƟve social skills development, and higher earning potenƟal (Denham et 

al., 2012; Edossa et al., 2018; Eisenstein et al., 2018; Humphrey et al., 2013; Jones et al., 2015; Mahoney 

et al., 2018; O'Conner et al., 2017a; Sheridan et al., 2019). SE skills in this context refer to the 

development of the five SE competencies set out by the CollaboraƟve for Academic, Social, and 
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EmoƟonal Learning guide; self-awareness, self-management, social awareness, relaƟonship skills, and 

responsible decision making (CollaboraƟve for Academic, Social and EmoƟonal Learning [CASEL], 2013). 

 This link between the increased risks of mental ill-health experienced by refugees and migrants 

and evidence suggesƟng that supporƟng children’s SE skills development would decrease long-term 

mental health risks points to the need to implement intervenƟons that increase SE skills development for 

refugee and migrant children. Schools are a good place to provide SE intervenƟons with refugee and 

migrant children since they are relocated across their host countries, with one certainty being their 

enrolment in schools (Bolloten & Spafford n.d.; Fazel et al., 2014). Schools are also a good place for 

wellbeing or mental health-focused intervenƟons because the early years are considered one of the best 

Ɵmes to effect change on SE development, and children’s social skills are parƟcularly influenced by the 

context they are in, i.e. their schools (NaƟonal Research Council and InsƟtute of Medicine, 2009; 

Shonkoff & Phillips, 2000). School enrolment and aƩendance are also stabilising factors that increase 

resilience in refugee and migrant children (Montgomery, 2007). 

School-based intervenƟons would allow educators to support refugee and migrant students SE 

skill development; however, it raises quesƟons regarding teachers’ skills and abiliƟes to offer such 

support. Currently, SE development is not an area of significant focus for teacher educaƟon programs, 

leaving most teachers with minimal experience of teaching SE skills to adapt to the needs of all their 

students (Dolev & Leshem, 2016; Loinaz, 2019). Research has also shown that most teachers do not have 

the training or experience of migraƟon to know where to start when adapƟng their instrucƟon of SE 

skills to refugee and migrant students’ unique needs (Koehler & Schneider, 2019).  

Previous research has suggested that teachers’ understanding and training of SE skills, as well as 

their perspecƟves, beliefs, and values, influence how SE skills are integrated into pedagogical pracƟce 

and how they interpret their students SE competence (Dolev & Leshem, 2016; Denham et al., 2012; 

Zinsser et al., 2015; Loinaz, 2019; Rasheed et al., 2020). Teachers’ emoƟonal regulaƟon, or self-
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management, and how they display emoƟons have been found to relate to their student’s emoƟonal 

regulaƟon (Denham et al., Zinsser 2012; Zinsser et al., 2015). AddiƟonally, teacher training has shown to 

posiƟvely impact both students’ SE skill development and teachers’ SE skills. Other research has 

suggested that teacher perspecƟves and expectaƟons of students, both academically and of SE skills, 

varied based upon their own and their students racial/ethnic background (Rasheed et al., 2020; Loinaz, 

2019). All of this evidence suggests that it is vital to understand how teachers’ percepƟons, values, and 

skills are influenced by the needs of the children in their classroom and relate to how they teach SE skills, 

parƟcularly to refugee and migrant students. 

1.1 RaƟonale 

This scoping review aims to understand how teachers’ percepƟons of students, their values, and 

their SE instrucƟon skills relate to how they teach SE skills to students with a recent migraƟon history. 

Further, it seeks to understand what the exisƟng literature says about teachers’ percepƟons of students 

with a recent migraƟon history; teachers’ skills and values concerning teaching SE skills to students with 

a recent migraƟon history; what literature is available in this area; and finally what lessons can be drawn 

regarding teachers’ responsiveness to refugee and migrant students’ needs when they teach SE skills.  

This review’s topic combines three main areas of inquiry: equity in educaƟonal seƫngs 

(understood as equality of educaƟonal outcomes (Kerr & Andreoƫ, 2019)), SE skills instrucƟon, and 

teachers' ability to support refugee and migrant children in the classroom. The intersecƟon between 

these three areas of inquiry is a new focus in research, with minimal evidence found in the literature 

(Franco, 2018; Sullivan & Simonson, 2016). It is an area of necessary inquiry, given the unique challenges 

for migrant children in receiving equity in educaƟonal provision and some concerning variaƟon in the 

effecƟveness and adaptability of SE skills learning in the classroom (Cowie & Olafsson, 2000; Durlak, 

2016; Humphrey et al., 2010). In this review, refugees and migrants are defined based upon the UNHCR’s 

chosen terminology and definiƟon. ‘Refugee’ refers to a person migraƟng due to threat of loss of life or 
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persecuƟon, and ‘Migrant’ refers to a person migraƟng to beƩer their life, who does not face 

persecuƟon in their home country (UNHCR, 2016).  

Given the minimal past evidence and the unique focus in the current project on the intersecƟon 

between equity in educaƟon, SE skills development, and teachers’ ability to support migrant students, 

this review will be a systemaƟc scoping review. Scoping reviews are designed to be used in areas of 

emerging evidence such as the one in this paper, to map an overview of the literature available, establish 

gaps in knowledge, and are parƟcularly useful when a subject involves the intersecƟon between several 

established topic areas (Peters et al., 2015). For this reason, a scoping review was the best fit to allow for 

breadth of inclusion and develop an understanding of previous evidence in this area and current gaps in 

the knowledge. 

Methods: 

2.1 Protocol and registraƟon 

The review protocol has been registered in the Open Science database under DOI: 

10.17605/OSF.IO/RW4B7. This review complies with the Preferred ReporƟng Items for SystemaƟc 

Reviews and Meta-Analysis (PRISMA) guidelines (Moher et al., 2009). 

2.2 Inclusion and Exclusion Criteria:  

Full inclusion and exclusion criteria can be found in Table 1. Criterion one is to allow the full text to 

be read and analysed. Criterion two covered the common words used to describe displaced populaƟons. 

While this review chooses to align with the UNHCR and define this populaƟon by the terms: refugees 

and migrants, other terms also apply to this populaƟon, such as asylum seekers or unaccompanied 

minors. Criterion three focuses on teacher percepƟons and opinions; by using inclusive terminology, 

more literature can be included in the review. Criterion four limits the age-based upon the United 

Kingdom's primary and secondary school age range, as the UK was the educaƟon context this research 

took place in. Criterion five aƩempts to include various terminology used in the literature for SE skills 
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development while excluding studies that focus solely on academic development or another facet of 

development.  

There were no restricƟons based upon publicaƟon type (unpublished literature was included) and 

no parameters based upon publicaƟon date to allow for greater inclusion. The databases used (Psych 

Info, ERIC, ProQuest, Web of Science, Google Scholar) for searching did have date restricƟons: Psych Info 

showed results starƟng from 1860, ERIC showed results starƟng from 1907, ProQuest showed results 

starƟng from 1898, Web of Science showed results starƟng from 1900, and Google Scholar showed 

results starƟng from 1006, although potenƟally searches could find results from earlier.  

2.3 Literature Search 

The topic addressed in this review is an intersecƟon of several academic areas; this 

mulƟdisciplinarity meant that the terms used would need to be as inclusive as possible to allow for the 

potenƟal inclusion of literature from all these areas of scholarship. A pilot search was conducted in a 

non-systemaƟc fashion to idenƟfy the types of keywords used and databases best to search in. Two 

Table 1 
Inclusion and Exclusion Criteria 

Inclusion Criteria Exclusion Criteria 

Full text in English Paper proposals, abstracts with no full text in 
English. 

Migrant, refugee, asylum seeker, or unaccompanied 
minor 

No menƟon of migraƟon in the student populaƟon. 

Teacher skills, teacher influence, teacher pedagogical 
pracƟces, teacher percepƟons, teacher values, 
teacher bias, teacher opinion, teacher belief 

There is no menƟon of teachers, skills, influence, 
pedagogical pracƟces, percepƟons, values, bias, or 
related concepts. 

Under 16-year-old ‘students’ (aged 3-15) Adults or over 16-year-old ‘students’. 

Social emoƟonal learning or SEL or Social emoƟonal 
development or wellbeing or well-being or emoƟonal 
intelligence or EQ or SE learning or any concept which 
related to the acquisiƟon of SE skills 

No menƟon of social or emoƟonal skills acquisiƟon 
or development. 
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arƟcles were examined during this pilot search, and a list of their keywords was noted; these arƟcles 

were: (Bennouna, 2019; Pritchard et al., 2019). AddiƟonal keywords were added aŌer reviewing 

addiƟonal literature through database searching. 

Following the pilot search, the Prisma (Preferred ReporƟng Items for SystemaƟc Reviews and 

Meta-Analysis) Extension for Scoping Reviews (PRISMA-ScR) was used to design and inform the 

parameters of this systemaƟc scoping review (Tricco AC et al., 2018). The parameters chosen for this 

review were designed to allow for the most inclusive search results possible. There were three keyword 

levels; all were used simultaneously (except where otherwise noted) and in the same order in all 

databases. Keywords used and levels are summarised in Figure 1. 

 

An effort was made to standardize keywords and search using them in the same order in all 

databases with minimal variaƟon. There was no restricƟon of results based upon arƟcle criteria, such as 

publicaƟon date, study design, country of origin, or language. Some variaƟon did occur; however, in 

ProQuest searching by phrases was not possible, so every word used in a phrase was treated as a key 

term. Using the standardized keywords led to over 300,000 results. Searching in this database was 
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refined by looking for key terms only in the arƟcles' abstract, rather than full text. In addiƟon, in Google 

Scholar, the search bar limited the number of key terms used at one Ɵme. To accommodate this 

limitaƟon, each key term level was split into two, and eight different searches were conducted to allow 

for all potenƟal combinaƟons of the key terms. The final literature search was conducted in January 2021 

and updated search was undertaken in February 2023. For the full breakdown of search sequencing, key 

terms used, and the number of results, see supplemental material secƟon A. 

Results: 

IniƟal database searching yielded 1983 and updated searching yielded 352 journal arƟcles, book 

chapters, audio/video recordings, and dissertaƟons/theses (for a total of 2,335). These were screened 

for duplicaƟon, and 228 were excluded, leaving a total of 2108 to be screened for inclusion. The Ɵtles 

and abstracts were examined by the two independent reviewers using Rayyan soŌware (Ouzzani et al., 

2016). There were 47 conflicts, each was discussed, and then a consensus was reached. Interrater 

reliability was 98% agreement and 2% conflict. Sixteen arƟcles were chosen for full-text review. For a 

breakdown of exclusion reasons and percentages during abstract and Ɵtle review, see Table 2.  

Full-text review was similarly done with two independent reviewers; there were no conflicts, 

interrater reliability was 100%. Ten arƟcles were chosen for inclusion based upon inclusion and exclusion 

criteria. See Figure 2 for PRISMA diagram of review process.  

Table 2 
Exclusion Based Upon Abstract and Title, Reasons and Percentages  

Number and 
Percentage: 

Reason: Exclusion/Inclusion Criteria Met  
or Not Met.  

1822 (86.4%) Out of Scope Did not meet any or most of the 
inclusion/exclusion criteria 

144 (6.8%) Literature did not cover social or emoƟonal skills Inclusion criteria: 5 
Exclusion criteria: 5 

60 (2.8%) Literature not having a teacher or teaching focus Inclusion criteria: 3 
Exclusion criteria: 3 
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Figure 2.  
PRISMA flow diagram of review process 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
From:  Moher D, Liberati A, Tetzlaff J, Altman DG, The PRISMA Group (2009). Preferred Reporting Items for Systematic Reviews and 

Meta-Analyses: The PRISMA Statement. PLoS Med 6(7): e1000097. doi:10.1371/journal.pmed1000097 
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60 (2.8%) No menƟon or focus on MigraƟon, Refugees, or 
Migrants 

Inclusion criteria: 2 
Exclusion criteria: 2 

5 (.2%) Published in a Foreign Language Inclusion criteria: 1 
Exclusion criteria: 1 
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3.1 Literature Coding and Data ExtracƟon 

Extracted data was first based upon literature characterisƟcs; author(s), date of publicaƟon, Ɵtle, 

country of research, type of literature, empirical (y/n), research quesƟon, research design, sampling 

method used, instrument (s) or method (s) used, sample, educaƟon level sampled, teacher 

characterisƟcs (if reported), Ɵme teaching (if reported), refugee/migraƟon term and definiƟon, SEL 

definiƟon/term, analysis approach, results summary, and children’s country of origin percentages. This 

list evolved as full text was reviewed and data extracted. Children’s country of origin was added to allow 

for comparison between research locaƟons and to evaluate whether this was a universally reported 

characterisƟc or not.  

3.2 Literature CharacterisƟcs 

The included literatures’ characterisƟcs are summarised in Table 3. While there was a wide range 

in date, from 1975 to 2022, most of the literature was published in the last 10 years (n=8, 80%). 60% 

(n=6) were published in the last five years. This distribuƟon shows the increased focus in research on the 

wellbeing and SE development of refugees and migrants. 50% (n=5) were conducted in the United 

States, the rest focused on Scandinavian countries (Norway, Denmark, Sweden) and the United Kingdom. 

While the type of literature varied between grey literature and published arƟcles, the majority was the 

laƩer (60%).  

All literature included was empirically based, although the methods varied. Interviews were the 

most common method used by 90% (n=9) of the literature. Of those that used interviews, only 20% 

(n=2) used parent and/or student interviews. The other methods used were relaƟvely evenly distributed; 

40% (n=4) used document analysis, 30% (n=3) used quesƟonnaires or surveys, and 40% (n=4) used 

observaƟon. Documents analysed were educaƟonal policies, public documents, governmental 

documents, field notes, school curriculum, or student work. 70% (n=7) used two or more methods, 30% 

(n=3) used three or more methods, and 10% (n=1) used four or more methods.  
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Table 3 
Study CharacterisƟcs 

Date 

 1975 1 

 2007 1 

 2013 1 

 2014 1 

 2018 1 

 2019 2 

 2020 2 

 2022 1 

Country 

 Norway 1 

 UK (Wales) 2 

 Denmark & Sweden 1 

 Sweden 1 

 USA 5 

Literature Type 

 Book Chapter 1 

 PhD DissertaƟon 1 

 Paper PresentaƟon 1 

 Report 1 

 Journal ArƟcle 6 

Empirical (Y/N) 

 Yes 100% 

Method used (some used mulƟple) 

 Teacher/Staff Interviews 9 

 Document Analysis 4 

 QuesƟonnaires/Survey 3 

 ObservaƟon 3 

 Parent/Student Interviews 2 

Teacher Sample Size 

 Adams, 2007 (Survey/Interviews) 112/25 

 Bailey-Jones, 2018 (Interviews) 6 

 Cho et al., 2019 (Interviews) 6 
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 Ekstrand, 1975 (QuesƟonnaire) 
Not 
Reported 

 Fishman et al., 2014 (Interviews)  12 

 Hamilton, 2013, (Interviews) 47 

 Mock-Muñoz de Luna et al., 2020 (Interviews) 14 

 Newcomer et al., 2020 (Interviews) 2 

 Norozi, 2019 (Interviews) 1 

 PrenƟce, 2022 (Interviews) 17 

School Level Sampled (some collected from more than one level) 

 Early Years 2 

 Elementary/Primary 8 

 Comprehensive School 1 

 Lower Secondary 1 

 Secondary 1 
 

Sample sizes varied depending on the methods chosen, although most were small. The two who 

used surveys or quesƟonnaires had larger sample sizes than those for interviews, which is expected. The 

average interview sample size was 15.8. One arƟcle reported only the number of teacher quesƟonnaire 

responses about students’ backgrounds and academic progress they received and did not report the 

number of teachers surveyed (Ekstrand, 1975).  

The school levels represented were uneven, although this varied based upon country of origin. 

80% (n=8) focused on elementary or primary school teachers, although 11% (n=1) of those focused on 

Swedish comprehensive school, including primary and secondary school levels. 10% (n=1) included lower 

secondary teachers, 10% (n=1) included secondary school teachers, and 20% (n=2) included or focused 

on early years educaƟon teachers.  

3.3 Teacher CharacterisƟcs  

The gender and ethnicity of teachers were not reported by all literature included, only 40% (n=4) 

reported gender, and 30% (n=3) reported educator ethnicity. Of those that did, 86% of educators 

sampled were female, and 14% were male. Ethnicity was reported differently, as the categories used 
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vary based upon country of research origin; the majority of educators sampled were reported as 

Caucasian or White 76% (n=91). No other ethnicity had overlap between the literature, so comparison 

was not possible. All teachers’ characterisƟcs collected are summarised in Table 4. 

Table 4:  
Teacher CharacterisƟcs Reported 

Gender of Teacher (44% reported) 

 Bailey-Jones, 2018  

  Male 1 (16%) 

  Female 5 (83%) 

 Cho et al., 2019  

  Female 6 (100%) 

 Mock-Muñoz de Luna et al., 2020  

  Male 3 (21%) 

  Female 11 (79%) 

 Newcomer et al., 2020  

  Female 2 (100%) 

Ethnicity of Teachers (33% reported) 

 Adams & Shambleau, 2007  

   African American 7 (6%) 

   Arab American 14 (13%) 

   Asian Pacific Islander 2 (2%) 

   Caucasian 84 (77%) 

   NaƟve American 1 (1%) 

   Bi-Racial 1 (1%) 

 Cho et al., 2019  

   White 6 (100%) 

 Newcomer et al., 2020  

   White 1 (50%) 

   LaƟna 1 (50%) 

3.4 Refugee and Migrant Terminology 

One aspect of this review was examining the language used to describe refugee and migrant 

students, both terminology and definiƟons. The two most common terms used were ‘Refugee’ and 
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‘Migrant’, which were present in 50% and 30% of the literature, respecƟvely. ‘Refugee’ alone as the term 

to describe students was present in 3 (30%) of studies included in this review, with both ciƟng their 

definiƟon is based on the one used by the UNHCR.  

The other studies either used the term ‘migrant’ without definiƟon and one (10%) used ‘“newly 

arrived migrant and refugee” (NAMR)’, staƟng that it was chosen because it is used by InternaƟonal 

OrganizaƟon for MigraƟon (IOM) and the World Health OrganizaƟon (WHO) (Mock-Muñoz de Luna et al., 

2020). This study was the only one that used both ‘refugee’ and ‘migrant’, although the lack of 

definiƟons in most texts may mean that other samples included both refugee and migrant students. 

Other terminology used; ‘Newly Arrived Student (NAC)’ (Adams & Shambleau, 2007), ‘Immigrant 

pupils’ (Ekstrand, 1975), ‘refugee background students’ (Newcomer et al., 2020), ‘newly arrived minority 

language pupils (NAMLPs)’ (Norozi, 2019), and ‘UASC’ (Unaccompanied Asylum-seeking child) (PrenƟce, 

2022). 

3.5 SE Terminology and DefiniƟon 

There was no overlap in terminology used to describe SE development. The terminology used; 

‘Social Competence’ (Adams & Shambleau, 2007), ‘HolisƟc approach for educaƟon and welfare’ (Bailey-

Jones, 2018), ), ‘the five domains of SEL [from CASEL]’ (Hyonsuk Cho, Wang, and Christ 2019), ‘SE 

adjustment’ (Ekstrand, 1975), ‘SE skills’ (Fishman et al., 2014), ‘SE well-being’ (Hamilton, 2013), 

‘Wellbeing’ (Mock-Muñoz de Luna et al., 2020), ‘socioemoƟonal wellbeing’ (Newcomer et al., 2020), 

‘mental well-being’ (Norozi, 2019), ‘social–emoƟonal well-being’ (PrenƟce, 2022).  

Despite each study using a unique term, only five (50%) defined the term used. Unlike refugee or 

migrant, SE skills terminology does not have a legal definiƟon. There have been some aƩempts to 

standardize the language used and what behaviours and skills it refers to, such as CASEL’s 2017 

guidebook, but there is sƟll a lot of variaƟon based upon researcher perspecƟve and research design.  
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3.6 Key Themes 

ThemaƟc analysis was used to extract the key themes found in each of the included texts. Key 

themes extracted related to the research quesƟons of this scoping review. These themes were then 

grouped and reviewed to show trends and comparison between the literature. Two main categories of 

themes emerged: (1) teaching pracƟces and teacher behaviours used as a response to refugee and 

migrant students SE needs (Summarised in Figure 3) and (2) recommendaƟons to improve refugee and 

migrant students SE skill development (Summarised in Figure 4).  

‘Figure 3: What the Literature Reports Teachers' Are Doing to be Responsive to Students’ SE 

Needs’ is broken into five sub-themes, with each having sub-headings to show the language used or 

specific theme found in the literature. The most commonly reported sub-theme in 8 (80%) texts was 

teachers valuing SE skills for refugee and migrant students. Only two texts did not menƟon teachers 

expressing a high value on the SE skills for refugee and migrant students (Ekstrand, 1975; Adams & 

Shambleau, 2007). 

The second sub-theme is building a supporƟve classroom, with six (60%) of texts menƟoning 

teachers working to build a supporƟve classroom environment to support refugee and migrant SE needs. 

Within these texts, there was variaƟon in the language used, four (40%) texts menƟoned the words ‘safe 

and supporƟve classroom’, three (30%) menƟoned ‘welcoming environment’, and three (30%) 

menƟoned engaging in conversaƟons beyond academics as a way to support creaƟng a supporƟve 

classroom environment. Overall, this shows a trend toward creaƟng a classroom that feels supporƟve for 

refugee and migrant students, with some variaƟon in how it was discussed and created by teachers.  

The third sub-theme is teacher behaviour and presentaƟon, which was menƟoned in six (60%) 

texts. Each text used different language, but this was summarised as the expression of compassion, 

posiƟve encouragement, and mindfulness on the teachers’ part regarding their demeanour. One  
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standout word used in three (30%) texts was the importance of ‘paƟence’ when teaching refugee and 

migrant students.  

The fourth sub-theme is the teaching pracƟces used; this refers to teachers explicitly staƟng they 

used or adapted their teaching pracƟces based upon the students’ refugee or migrant status and is 

menƟoned in six (60%) of texts. Within this sub-theme, there are two sub-headings of note, teachers 

menƟoning the need to have ‘flexibility and adaptability’ in two (20%) and teachers menƟoning 

providing ‘support for individualised needs’ in four (40%).  

The final sub-theme is how the teachers view the students’ cultural backgrounds which was 

menƟoned in seven (70%) of texts. This sub-theme describes the different ways that teachers discuss or 

refer to adapƟng to refugee and migrant students’ backgrounds and characterisƟcs. Whether they use 

language that implies that their adaptaƟon to the students’ migraƟon history and background is posiƟve 

in the classroom, six (85%) or if they used language that implies that students background and history 

are negaƟve two (28%). It should be noted that one text reported both negaƟve and posiƟve language, 

and three texts did not have any discussion of teachers’ views of student’s background (Adams & 

Shambleau, 2007; Ekstrand, 1975; Norozi, 2019). 

‘Figure 4: RecommendaƟons from the Literature to Improve Students SE Skills’ has five sub-

themes, each with sub-headings. The first sub-theme is teacher training which is menƟoned in nine 

(90%) of texts; five (50%) menƟon that teachers training is lacking and more would be beneficial; five 

(50%) menƟon that they found that teacher training and coaching is helpful for refugee and migrant 

student SE needs. 

Sub-theme two is the use of transiƟon aids, such as a support person or special technics, to 

support refugee and migrant students. Eight (80%) of texts menƟon the usefulness of offering different 

aids to support student transiƟon into a host country classroom. Seven (70%) of texts then menƟon the 

use of a student ‘buddy’ or ‘buddies’, other students from the host country to act as support and offer 
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help to the refugee or migrant student. While this was menƟoned as already being done by teachers 

in these six texts, it is included as a recommendaƟon because it was seen as very effecƟve at 

supporƟng the SE needs of refugee and migrant students and recommended highly. Four (40%) of 

texts reported that language support is helpful as a tool along with other supports. Three (30%) 

menƟoned that the use of a ‘whole-school approach’ (such as including teaching staff in curriculum 

adaptaƟon rather than the headteacher making all decisions without teaching staff involvement) 

helped support refugee and migrant students' SE skills. Finally, two (20%) text menƟoned that one 

way to support students' SE needs was to deal proacƟvely with the traumaƟc experiences they may 

have gone through.  

Sub-theme three is that including families or parents in the classroom or school community 

would help support refugee and migrant students’ SE needs. This recommendaƟon was menƟoned in 

seven (70%) texts, showing a trend of teachers viewing the inclusion of families or parents in the 

school as useful. Depending on refugee or migrant families background, language could be a 

limitaƟon that prevents teachers from engaging with parents or families, but it was highlighted that 

the whole family are refugees or migrants, and any community involvement is posiƟve for the family 

and student.  

Sub-theme four is the referral to mental health or counselling professionals. Four (40%) of 

texts recommended referrals to external mental health professionals or use of in-school mental 

health staff. This sub-theme links well with the suggesƟon from one text that dealing proacƟvely with 

trauma is essenƟal. It also shows the recommendaƟon from teaching staff to seek outside support 

and help determining the SE needs of refugee and migrant students.  

The final sub-theme is two addiƟonal recommendaƟons that did not fit into any other sub-

theme but seemed relevant to this scoping review's research quesƟon and objecƟves. One (10%) text 

reported that program (or curriculum) duraƟon was related to successful SE skill development for 

refugee or migrant students. The longer the program or use of curriculum with students, the beƩer 

the outcomes seen. The second recommendaƟon is the need for more funding from one (10%) text. 
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This recommendaƟon can be linked with several others, such as program duraƟon and teacher 

training. While limitaƟons due to funding were not universally menƟoned, it matches themes that 

are.  

3.7 Student’s Country of Origin 

A final characterisƟc collected was the reported country of origin for students in the 

classrooms or schools of the educators sampled. 50% (5) studies reported student country of origin; 

of those that didn’t, 30% (3) reported general area of origin. Such as; ‘36 naƟonaliƟes’ (Ekstrand, 

1975, p. 1) or ‘Most of the pupils in her class are poliƟcal refugees from Iraq, Syria, Eritrea, 

Afghanistan and Somalia. Some come from Poland and Ukraine with working migrant parents.’ 

(Norozi, 2019, p. 113). Of the 50% (5) that did report student country of origin, there was no 

consistency around how it was reported. One study reported geographic origin by conƟnent such as 

‘Central America’ or ‘Eastern Asia’ (Adams & Shambleau, 2007), another reported ethnicity at 

schools in the district, but not in the schools sampled (Bailey-Jones, 2018), two reported country of 

origin but no percentages or numbers of students from each (Hamilton, 2013; Newcomer et al., 

2020), and finally one reported number of students and a list of countries but the list was incomplete 

‘Somalian, Nepalese, Puerto Rican, etc.’ (Hyunhee Cho 2017, p. 45). 

Discussion: 

This review’s goal was to combine three areas of academic inquiry: equity in educaƟonal 

seƫngs, SE skills instrucƟon, and teachers’ ability to support refugee and migrant students in the 

classroom. This review sought to collect and examine current evidence related to how teachers’ 

percepƟons of students, their values, and their instrucƟonal skills relate to how they teach SE skills to 

students with a recent migraƟon history. AddiƟonally, this review sought to understand what lessons 

could be drawn from the literature regarding the interacƟon between a teacher's responsiveness to 

refugee and migrant students’ needs when they teach SE skills; teachers’ percepƟons of students 

with a recent migraƟon history; teachers’ skills and values concerning teaching SE skills to students 

with a recent migraƟon history; and the types of literature found in this area.  
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The results from this review show the limited literature available in this topic area. A scoping 

review’s search approach is broad to allow for more inclusion of different literature types and a 

general overview of the literature in an emerging area of inquiry. The low number of results (2,335 

iniƟally) with only 17 chosen for full-text review is small for a scoping review. The final sample size of 

10 is uncommon and suggests the limitaƟons in the field regarding the available evidence regarding 

the SE skills development of refugee and migrant students. It also suggests a lack of mulƟdisciplinary 

research, despite evidence suggesƟng that certain students are at heightened risk and the potenƟal 

usefulness of cross-discipline inquiry. Of the final sample, there were six journal arƟcles, one book 

chapter, one PhD dissertaƟon, one paper presented at a conference, and one report. Journal arƟcles 

were the most well-represented at 60% of the included texts. 70% of texts were peer-reviewed.  

4.1 Teachers’ PerspecƟves and PracƟces when they teach SE Skills to Refugee and Migrant Students 

Despite the small sample size, the results of this review do show some significant trends. The 

main one is that most educators and teachers sampled in the included literature reported valuing SE 

skills development in their refugee and migrant students. 80% of texts reported that educators and 

teachers viewed SE skills as highly important to their refugee and migrant students’ success. This 

result illustrates educator support for SE learning curriculum and instrucƟon. This is significant 

because research has shown that effecƟveness and implementaƟon of SE curriculum is influenced by 

educator perspecƟves and commitment (Bowles et al., 2017; Collie et al., 2011; Weissberg & 

Cascarino, 2013). This previous research implies that differences in SE provision and development is 

due to teachers not being invested and that they do not view SE skills as important to their students, 

which these findings show is not the trend for teachers of refugee and migrant students.  

In a similar way, 86% of the seven texts that reported teacher percepƟons of students’ 

background, found that teachers perceived their adaptaƟon to refugee and migrant students’ unique 

needs was a posiƟve experience. Teachers’ percepƟons are a part of this review because past 

research has suggested that the efficacy of SE skills intervenƟons vary based upon teachers’ 

percepƟons (Bowles et al., 2017; Collie, 2011; Rimm-Kaufman & Hulleman, 2015). There are also 
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valid concerns regarding how teacher and student background, such as ethnicity, impact SE learning, 

parƟcularly when there is cross-cultural teaching (Wigelsworth et al., 2012; Emery, 2016). From this 

review though, teachers showed a high level of investment in SE skills instrucƟon for refugee and 

migrant students and perceived their adaptaƟon and support of refugee and migrant students as 

posiƟve. There was no suggesƟon that cross-cultural differences impacted negaƟvely.  

This review also found a need for training and support around SE instrucƟon. Teachers have 

reported in past research that they do not feel equipped to handle mental health challenges in the 

classroom (Shelemy et al., 2019), and this review found that a lack of training was menƟoned in 50% 

of texts and the importance of training was menƟoned in 50% of texts. One text noted that the 

teachers interviewed were specially trained to work with refugees and migrants and teachers outside 

this school would struggle without the level of training these teachers had (PrenƟce, 2022). Another 

text, a report from Head Start in the United States, discussed offering training, weekly coaching, and 

ongoing technical assistance to teachers around the SE skills curriculum for refugee and migrant 

children, and yet they sƟll felt more would have been helpful (Fishman et al., 2014). Most other texts 

noted that the teachers or educators sampled did not receive training on SE learning or the needs of 

refugees and migrants. These finding aligns with previous research that has discussed the minimal 

experience teachers have regarding SE skills and teaching refugees and migrants, yet they are 

expected to provide support and adapt their teaching to meet these student’s needs (Dolev & 

Leshem, 2016; Loinaz, 2019). Research has also shown that teachers’ training and experiences 

influence how SE skills are integrated into pedagogical pracƟce, so a lack of training and support 

could impact the effecƟveness of SE skill instrucƟon (Denhamet al., 2012; Dolev & Leshem, 2016; 

Zinsser et al., 2015). 

The lack of training and support is indicaƟve of structural barriers rather than teacher 

perspecƟves or cross-cultural instrucƟon effecƟng SE skill development. In fact the results showed 

teachers and educators employ mulƟple techniques to support refugee and migrant students' SE 

skills development in the classroom. Teachers discussed the need to create a supporƟve and 
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welcoming classroom environment through individualised support and transiƟonal aid, such as 

assigning another student to act as a guide (a ‘buddy’) or use of bilingual materials, there pracƟces 

show a thoughƞulness in supporƟng their refugee and migrant students’ SE skills development. This 

welcoming environment is a fundamental way of supporƟng SE skills development since refugee and 

migrant integraƟon into host communiƟes is seen as fundamental to their well-being (Phillimore, 

2012; Pritchard et al., 2019). There was an overall trend in the texts of teachers being adapƟve and 

flexible in their pracƟces with refugee and migrant students, emphasising how teachers are finding 

ways to meet the unique needs of the refugee and student populaƟon, despite the structural barriers 

and lack of support they face.  

Past research has suggested that a teacher’s ability to adapt to their student’s needs and 

background is posiƟve for the relaƟonship and classroom (Garner, 2010; Loinaz, 2019), however this 

will only do so much if they are unable to access addiƟonal support or receive needed training. The 

results of this review suggest that it is not teachers’ percepƟons or pracƟces that are causing the 

differences in SE provision and effecƟveness, but the structural barriers, such as a lack of training and 

funding. More research is needed though, to understand the link between teachers’ perspecƟves 

and pracƟces.  

Conclusion and ImplicaƟons for Future Research: 

Scoping reviews are designed to map the available research in a given area of inquiry. While 

they use some systemaƟc searching techniques, they are less restricƟve than a regular systemaƟc 

review to allow for a greater breadth of search and inclusion. This systemaƟc scoping review sought 

to examine a topic that is the intersecƟon of several disciplines of academic inquiry. Namely, how 

teachers’ percepƟons of students, their values, and their SE instrucƟon skills relate to how they teach 

SE skills to students with a recent migraƟon history; this review found that there is limited research 

in this topic area and less that is peer-reviewed and published. The limited results show a clear gap in 

the field that needs addressing. This review also found that teachers and educators report 

understanding the value of SE skills for refugee and migrant students and that they must adapt their 
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classroom and instrucƟon to meet these students’ needs. Throughout the literature, it is also 

universal that teachers feel they have liƩle to no training on SE skills or refugees and migrant 

students, leaving them with limited knowledge around how to adapt and support these students in 

the classroom. This result needs the most aƩenƟon, as all the literature included in this review 

recommended more teacher training and support. More research is needed to understand the needs 

of teachers when they teach SE skills to refugee and migrant students, parƟcularly geographically 

specific research since educaƟonal systems and country norms vary. 

More research is also needed around cross-cultural SE skills instrucƟon. Research shows that 

teachers from different geographic and ethnic backgrounds as their students are not as successful at 

supporƟng their students' SE skills development (Loinaz, 2019). More research in this area would be 

useful to understand the characterisƟc drivers and potenƟal factors that influence this phenomenon. 

One interesƟng finding in this review is the minimal informaƟon reported regarding student country 

of origin and characterisƟcs. Most researchers did not report student characterisƟcs, and some did 

not report teacher characterisƟcs. Since past research has shown that cultural incongruence in a 

classroom has a negaƟve impact on relaƟonships and communicaƟon, it is important to understand 

more about how differences in background and experience will impact SE skills for refugee and 

migrant students (Loinaz, 2019; Garner, 2010). Without a clear understanding of both student and 

teacher backgrounds and characterisƟcs, it is impossible to invesƟgate how these factors interact 

with each other. The lack of consistency and standardisaƟon in reporƟng makes large-scale cross 

research analysis or meta-analysis impossible. One recommendaƟon from this review is that it 

becomes more standard for research published regarding the educaƟon of refugee and migrant 

students to note students’ characterisƟcs and teacher characterisƟcs, such as ethnicity, country of 

origin, age, Ɵme teaching, Ɵme in the host country, etc. While this may not always be appropriate or 

possible to collect, research in this area should aim to do so and note when unable to. 

Finally, this review recommends that research invesƟgaƟng the SE development of refugee and 

migrant students should also be conducted on a larger scale. Most of the research included in this 
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review had small sample sizes and qualitaƟve designs. While the results of these studies are valuable, 

larger-scale studies invesƟgaƟng teacher percepƟons, values, and skills around the SE development 

of refugee and migrant students would also be helpful.  
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Abstract:  

With the rising number of refugee children in UK schools, it is essenƟal to understand how 

migraƟon and background influence equity and social-emoƟonal development. Social-emoƟonal 

skills are linked to well-being and academic success for refugee children, parƟcularly girls, however 

there is inconsistency in the effecƟveness of curriculum used. Teachers’ perspecƟves are key to 

understanding equity in pracƟce, as their pracƟces are influenced by how much they value social-

emoƟonal skills and how they view the needs of refugee girls. Cultural incongruence between 

teacher and refugee student can complicate instrucƟon and learning. This mixed-methods 

mulƟdisciplinary study explored teachers’ perspecƟves and skills on issues of equity, migraƟon, and 

social-emoƟonal skills, using an online survey. The survey contained quanƟtaƟve perspecƟve 

quesƟons and qualitaƟve scenarios. Results suggested that teachers’ perspecƟves around issues of 

equity differ from their pracƟce when responding to the student scenarios. Their perspecƟves of 

migraƟon, however, are aligned with their scenario responses. Teachers reported minimal experƟse 

and training in social and emoƟonal skills, which was evident in their scenario responses. These 

results show a skill gap, for issues of equity and social and emoƟonal skills, that may impact teachers’ 

ability to support refugee children in adjusƟng to and thriving in their classrooms.  
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IntroducƟon: 

Over the last five years, the number of refugees, asylum-seekers, and migrant children coming 

to and seƩling in the United Kingdom (UK) has conƟnued to rise. The number of asylum-seeking 

children has increased by 46 percent and the number of children living in the UK, who were born 

elsewhere, is esƟmated to be over a million (6% of the populaƟon) (Fernández-Reino, 2022; Home 

Office., 2022). With this high number of refugees, asylum-seekers, and migrant children seƩling in 

the UK there is a need to understand how to support them in adjusƟng and thriving.  

All refugee and migrant children experience some stress associated with migraƟon and 

exposure to traumaƟc situaƟons before leaving their home country, during their journey, and while 

adjusƟng to their new community (Franco, 2018). While migrants tend to travel due to work or 

educaƟon, asylum seekers and refugees mainly travel due to traumaƟc events happening in their 

home country, meaning that there are variaƟons in traumaƟc experiences and stressors depending 

on the child. Regardless of the reason for migraƟon, though, leaving a familiar environment and 

adjusƟng to a new one can cause significant stress on a child (Bronstein & Montgomery, 2010).  

A key element that influences the level of stress experienced during refugees’ and migrants’ 

adjustment to their new community is whether the host country encourages IntegraƟon or 

AssimilaƟon (Ager & Strang, 2008). IntegraƟon and AssimilaƟon are terms that define different ways 

that refugees and migrants (the hosted) adjust to their host country (in this case, England) and how 

those within the host country adapt to the introducƟon of refugees and migrants. AssimilaƟon 

assumes that the hosted should be the ones doing the changing and adjusƟng, without the host 

society changing. IntegraƟon, on the other hand, is a process of change for both hosted and hosts, 

that the host society adjusts and changes to allow for the hosted to retain their unique idenƟty (Ager 

& Strang, 2008).  
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UK immigraƟon policy is assimilaƟon based, using a points system that emphasises that 

refugees and migrants must have desirable qualiƟes such as English proficiency and higher educaƟon 

qualificaƟons (Yi Cheung & Phillimore, 2014). Points-based systems like the one used in the UK, along 

with negaƟve rhetoric around immigraƟon from government and media, encourages a 

characterisaƟon of “deserving” and “undeserving” refugees and migrants, which can encourage 

othering and xenophobia (Da Lomba, 2010; Sale, 2005). This has led to refugees and migrants in the 

UK reporƟng that they felt isolated, heightened levels of stress, and alienated (Beyer, 2017).  

For refugee and migrant children adjustment into their host community, which for school-aged 

children is typically their school and classroom, can be traumaƟc and difficult in the best 

circumstances (Derluyn & Broekaert, 2008; Fazel & Betancourt, 2018). As cultural expectaƟons vary, 

children’s learned experiences from their home country do not automaƟcally transfer, and their 

ability to learn new social norms from their teachers and classmates is key to developing healthy 

social connecƟons that allow them to thrive in their new country (Brook & OƩemöller, 2020). This 

adjustment can be parƟcularly difficult when faced with a less welcoming environment and lead to 

alienaƟon. Those that also experience bias and discriminaƟon due to their ethnicity or background 

can feel unsafe as well, which addiƟonally hinders adjustment and integraƟon (Kale et al., 2018). 

The instability and uncertainty of migraƟon, as well as feelings of alienaƟon and lack of 

connecƟons (familial and social), can have a significant effect on the mental health and well-being of 

refugee and migrant children, which may explain why they are diagnosed with mental health 

disorders at a much higher rate than children without a migraƟon history (Buchanan et al., 2016; 

Fazel & Betancourt, 2018; Jamil De Mongomery et al., 2019). Mental ill-health in childhood for 

refugees and migrants can impact language acquisiƟon, classroom adjustment, and their ability to 

succeed academically (Hart, 2009).  

It is therefore vital to understand ways to support and protect refugee and migrant children’s 

mental health and well-being. Social and emoƟonal skill development has been shown to have 

posiƟve effects on mental health and well-being. Social and emoƟonal skills are linked to higher 
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academic achievement, lower rates of mental health, fewer in-school behavioural issues, and higher 

earning potenƟal (Abry et al., 2016; Barry et al., 2017; Cowie et al., 2004; Denham et al., 2012; 

Edossa et al., 2018; Eisenstein et al., 2018; Jones et al., 2015; Mahoney et al., 2018; Nielsen et al., 

2019; O'Conner et al., 2017b; Sheridan et al., 2019; SƟllman et al., 2018). 

Unfortunately, the evidence on social and emoƟonal skills development also shows 

considerable variaƟon based on teacher percepƟon and beliefs, there are also differences in 

assessment and equity due to ethnicity and gender. A teacher’s own background is believed to 

influence their assessment and instrucƟon of students, parƟcularly if those students come from a 

different background (Jennings & Greenberg, 2009). For refugee and migrant children, their 

heightened risk of mental ill-health due to their migraƟon history interacts with their gender, 

ethnicity, and ability to adjust to their new environment. Previous research has suggested that 

female refugee students have increased difficulƟes with integraƟon, experience more intercultural 

conflict, and have lower language literacy (Bronstein & Montgomery, 2010; Fazel & Betancourt, 

2018). Gender also impacts social and emoƟonal skills, parƟcularly how teachers perceive and assess 

students skills and competencies (Evans, 2015; Herlihy, 2014). Building a greater understanding of 

how teaching pracƟces are used with refugee and migrant girls, parƟcularly the effects that ethnicity, 

race, and gender have on students’ ability to adjust socially and emoƟonally cope would be highly 

beneficial to their well-being, academics, and mental health (Sciucheƫ, 2017). 

Some experts have suggested that teachers need to learn how student background and culture 

of origin permeate every aspect of teaching, but parƟcularly social and emoƟonal skills (Boyle & 

Charles, 2011; Wigelsworth et al., 2016). Social and emoƟonal skills are learned, expressed, and 

experienced in a context dependent way, meaning that teachers’ percepƟons and opinions will 

impact how they support their students social and emoƟonal skills (Rasheed et al., 2020; Sciucheƫ, 

2017). Previous research has shown that teacher commitment to and perspecƟves on social and 

emoƟonal learning curriculum causes variaƟon in its’ effecƟveness (Bowles et al., 2017; Collie et al., 

2011; Weissberg & Cascarino, 2013). Even if teachers are well trained in social and emoƟonal 



342 
 

learning and hold IntegraƟon based values, teachers do not always show they know how to address 

issues of equity and diversity (Kerr & Andreoƫ, 2019). There is also a lack of consensus in social and 

emoƟonal learning research around the impacts of gender, with most agreeing that gender needs to 

be a higher focus and its impacts beƩer understood (Hallam, 2009; Hamilton & Roberts, 2017; Low et 

al., 2019; O'Conner et al., 2017b). All this past research points to a need to understand the factors of 

equity and migraƟon that impact refugee and migrant girls’ social and emoƟonal skill development. 

Methods: 

Aims and Approach 

This survey used a combinaƟon of quanƟtaƟve and qualitaƟve methods to explore the 

perspecƟves, opinions, and skills of teachers in relaƟon to issues of equity and migraƟon and how 

they influence pedagogical pracƟces around social and emoƟonal skills for students with a recent 

migraƟon history. I sought to understand the similariƟes and differences between primary teachers’ 

perspecƟves, values, and skills and their responses to students who are recent migrants when they 

are teaching social and emoƟonal skills. I designed an online, anonymous, mixed methods survey 

aimed to invesƟgate three foundaƟonal areas of previous research; Issues of Equity in educaƟon 

(race, ethnicity, gender, and awareness of sexism); Issues of MigraƟon (integraƟon versus 

assimilaƟon (Ager & Strang, 2008), idenƟty, immigraƟon, and diversity); and Social and EmoƟonal 

Skills Awareness (based upon CASEL’s (2013) core competencies). 

ParƟcipants 

ParƟcipants in this study were primary teachers in England, recruited using social media and 

email recruitment. Survey access was through a link found in an email or social media post, and 

parƟcipaƟon was anonymous at the point of collecƟon. AŌer signing consent, parƟcipants answered 

a screening quesƟon: “Are you a primary school teacher in England?”.  

Design 

The use of both quanƟtaƟve and qualitaƟve methods allowed for triangulaƟon of the 

responses to understand the similariƟes and differences between teachers’ perspecƟves and 



343 
 

opinions and their responses to scenarios of refugee and migrant students. The survey was 26 

quesƟons divided into three secƟons. All quesƟons are available in supplemental tables 1 and 2.  

1) ParƟcipant CharacterisƟcs. The first secƟon of the survey asked for basic demographic 

informaƟon (age, gender, ethnicity, years working as a teacher, and council area they teach in.  

2) PerspecƟve and Opinion QuesƟons. SecƟon two focused on teachers’ perspecƟves and 

opinions regarding topics related to, Issues of Equity in educaƟon, Issues of MigraƟon and Social and 

EmoƟonal Skills Awareness. Two quesƟons also pertained to teacher parƟcipants’ perspecƟves on 

their own skills and qualiƟes and how they view their role as educators. Each quesƟon in this secƟon 

was quanƟtaƟve, starƟng with one base quesƟon followed by three to eight statements. ParƟcipants 

then chose one or more statements, as some quesƟons allowed for mulƟple selecƟons and others 

allowed for only one. Responses from this secƟon were analysed using StaƟsƟcal Package for the 

Social Sciences (SPSS) to generate frequency tables and descripƟve staƟsƟcs describing teachers' 

perspecƟves and opinions. 

3) Scenario Responses. Six scenarios were designed to represent each of CASEL’s (2013) core 

competencies (with self-awareness represented twice) and one of three topic areas: issues of equity 

in educaƟon, issues of migraƟon and social and emoƟonal expression (including trauma symptoms). 

Each scenario response was followed by a prompt quesƟon asking the teachers how they would 

respond to the student and an open text box. QualitaƟve responses were then coded by hand using 

reflexive themaƟc analysis, reading and rereading the scenario responses and idenƟfying paƩerns 

within the responses (Braun and Clarke, 2022). The scenario responses themes and paƩerns were 

then compared to the quanƟtaƟve data.  

Results 

ParƟcipant CharacterisƟcs: 

ParƟcipant CharacterisƟcs are detailed in Table 1. The sample was 38 teacher parƟcipants, 92% 

female (Male = 5.3%) and the age of parƟcipants ranged from 24 to 55 (Mean= 37.86 SD=8.6). 77% of 

parƟcipants idenƟfied as ethnically “White: English/Welsh/Scoƫsh/Northern Irish/BriƟsh”; 11.4% as 
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“White Irish”, 2.9% as “Any other White background”; 2.9% as “White and Black African”; 2.9% as 

ethnically “Chinese”; and 2.9% as “Any other Asian background”. Teacher parƟcipants were asked 

how many years they had been teaching; responses ranged from 1 year through to 30 years (Mean = 

11.68, SD = 8). The local authority areas for the teacher parƟcipants’ places of work were spread 

throughout England, with concentraƟons around urban areas such as London and Liverpool. 

Issues of Equity: 

The first aspect of refugee and migrant experience explored by this survey is issues of equity, 

which for this survey included issues related to diversity in the classroom, race, ethnicity, awareness 

of sexism, and difference in experience due to gender. There were seven perspecƟve and opinion 

quesƟons and two scenarios that related directly to issues of equity in the classroom (for a list of 

perspecƟve and opinion quesƟons, along with results see supplemental tables 1 and 2).  

Teacher parƟcipant perspecƟves across these quesƟons show a willingness and desire to 

address larger social issues. For issues of gender and sexism, 63% felt it should be addressed 

regularly in the classroom and 66% felt it should be covered with children as young as 4. For issues 

relaƟng to ethnicity, diversity, and racism, 84% felt it should be covered regularly in the classroom 

and 82% chose it should be covered with children as young as 4. Given that there were four 

statements to choose from for these quesƟons, these responses heavily toward one statement imply 

a clear favouring among the teacher parƟcipants that issues of diversity, race, ethnicity, and gender 

are important to address openly, regularly, and early in primary educaƟon. The responses show that 

the teacher parƟcipants hold the opinion that a classroom is a place that requires sensiƟvity to 

diversity and openness for difficult discussions.  

When looking at the scenario responses for issues of equity (quesƟons 21 and 22 see table 2), 

there is more distancing language than expected, given the responses to most of the perspecƟve and 

opinion quesƟons (scenarios and key themes that emerged from the scenario responses can be 

found in Table 2). FiŌy-six percent (N= 23) of the responses to both scenarios used language that was 

classified as either universalising, “that was not an ok word for that person to use to anyone at 
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anyƟme", or invisibilising, "it’s not okay to say things like that to people regardless of their skin 

colour.”, the child’s racialised interpretaƟon and experience. Universalising (redirecƟng the issue to 

something universally experienced away from the individual’s experiences) and invisibilising, 

(marginalising or minimising the experience of discriminaƟon) are both terms used to discuss 

reacƟons to experiences of discriminaƟon, such as sexism or racism (Mann, 2020; Sensoy & 

DiAngelo, 2014). The scenario responses showed an inability to address the larger social implicaƟons 

and instead, they focused on the individual surface issue, such as name calling. This contrast 

between the perspecƟve and opinion quesƟons and scenario responses suggests that while the 

majority of teacher parƟcipants may hold the opinion that issues of equity are important to address 

and build awareness of early in primary educaƟon, they may not always know when or how to 

address it in pracƟce. It is also possible that internalised or unconscious bias played a part in how 

teacher parƟcipants responded to the scenarios.  

Issues of MigraƟon 

The second aspect of the refugee and migrant experience is issues of migraƟon; for this survey 

these quesƟons related to immigraƟon, cultural background, and issues of integraƟon into a new 

host community. There were five perspecƟve and opinion quesƟons and two scenario quesƟons (24 

and 26 see table 2) that related directly to issues of integraƟon in the classroom.  

From the perspecƟve and opinion quesƟons, teacher parƟcipants selected statements that 

were in favour or supporƟve of immigraƟon. QuesƟon 18 for example, which allowed for the 

selecƟon of mulƟple responses, 86% (n=31) of parƟcipants chose “ImmigraƟon enables us to learn 

from different cultures.”. The responses to single response quesƟon 19 “When does someone 

become "BriƟsh"?” were parƟcularly surprising given the naƟonal discourse around immigraƟon and 

migrants. ParƟcipants chose two statements the most: “When they have legally become ciƟzens.” 

(42.1%) and “When they are contribuƟng to the economy, speak the language, and are living here 

permanently.” (34.2%). These responses lean more toward an IntegraƟon perspecƟve rather than 

AssimilaƟon, parƟcularly because only 13.2% (n=5) chose “When they are born here.” and none 
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chose “When they have lived here 10 or more years.”. These senƟments indicate an IntegraƟon 

perspecƟve because they show an openness for immigrants to become part of society through their 

legal status or contribuƟons to the country, as opposed to one’s idenƟty being primarily Ɵed to their 

place of birth. Overall the perspecƟve and opinion quesƟons show an openness to immigraƟon that 

it allows communiƟes to grow, and thoughƞulness around diversity in the classroom.  

These perspecƟves are also reflected in how they responded to the scenarios where they 

engaged with refugee and migrant girls with a willingness to encourage their integraƟon into the 

classroom community and for the classroom community to change and welcome them. The theme 

that was most prevalent in the scenario responses (42% for quesƟon 24 and 82% for quesƟon 26) 

was IntegraƟon. This theme was illustrated by the teacher parƟcipants responding to the child needs 

and their background while also encouraging the child to engage with the classroom community 

(their peers) to integrate beƩer. Examples include responses such as, "I would explain that it is okay 

to feel BriƟsh but that she also has another wonderful culture in her life and she is a part of both.", 

"Explain that it is great that she feels welcome /at home in the UK. But also remind her that she has 

another culture that she belongs to also.", and "I would ask if the girl would like to tell the class 

about her home country". These responses are all indicaƟve of an IntegraƟon perspecƟve in that 

they welcome and encourage adjustment to the new environment while celebraƟng the child’s 

unique experiences and background. 

It should be noted, though, that while most responses to the perspecƟve and opinion 

quesƟons and scenarios fell within the IntegraƟon theme, there was a small percentage of responses 

that used language rejecƟng the discussion with the child or aggression toward the child. Examples 

of the language used were: "I would not feel confident to speak to her in more detail", or "Report to 

DSL [designated safeguarding lead] asap". One response to quesƟon 24 reacted in a way that seemed 

extreme given the scenario: "The girl should be taken into care and the father repatriated.". The 

language in this response not only suggested that the father’s acƟons were abusive but that his 

difficulty with his daughters’ adjustment to the UK should result in him being removed from the 
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country. While this is only one response, the hosƟlity and feelings are not unheard of in research on 

refugees and migrants (Blinder & Richards, 2020). This aƫtude is indicaƟve of a person who believes 

that refugees and migrants should assimilate to life in the UK without any social or cultural changes 

on the part of the hosts, those born here. This response also included that they would refer the 

family to PREVENT, which is the anƟ-terrorism service in the UK (Home Office, 2015). While these 

responses are a small percentage of the sample for this survey, they should not be discounted.  

Social and EmoƟonal Awareness 

The third aspect of refugee and migrant experience focused on by this survey is social and 

emoƟonal awareness; this included teachers’ understanding of social and emoƟonal development, 

well-being, and mental health symptoms. There were three mulƟple-response perspecƟve and 

opinion quesƟons and two scenario quesƟons (23 and 25 see table 2) that related directly to social 

and emoƟonal awareness in the classroom.  

In the perspecƟve and opinion quesƟons, only 17.6% selected that they have been provided 

with enough training to feel confident teaching social and emoƟonal skills, although 62% selected 

that “Social and EmoƟonal learning helps students.”. The two scenarios (quesƟons 23 and 25) were 

designed to assess teacher parƟcipants’ understanding of social and emoƟonal skills development 

for refugee and migrant girls and idenƟfy when issues were present. For both scenarios, only 27% 

idenƟfied a social and emoƟonal development issue, although for quesƟon 25, this was much lower 

(17.6%) than quesƟon 23 (35%). There appears to be a lack of skills or confidence around social and 

emoƟonal skills assessment and teaching that may potenƟally influence refugee and migrant 

students’ needs being addressed and those with social and emoƟonal development or mental health 

issues not being idenƟfied. 

Two mulƟ-response quesƟons from the perspecƟve and opinion secƟon relate strongly to the 

Behavioural Response and EmoƟonally SupporƟve Response themes found in the responses to 

quesƟons 23 and 25. 64.7% teacher parƟcipants rated their ability to encourage their students to 

share their thoughts and feelings; 55.9% rated their ability to understand their students feelings; and 
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67.6% selected that they have close relaƟonships with their students. For the scenarios, 73% 

responded to the refugee student with an emoƟonally supporƟve response, which suggests a high 

degree of emoƟonal connecƟon and empathy for their students. This result suggests that the lack of 

awareness around social and emoƟonal skills is a training and skill-based issue rather than a lack of 

caring or emoƟonal insight.  

Discussion 

This survey’s results revealed interesƟng findings regarding teachers’ perspecƟves, opinions, 

and skills when teaching social and emoƟonal skills to refugee and migrant girls. Results show that 

teacher parƟcipants are in favour of addressing systemic social issues within a primary classroom and 

that they view diversity as something to be embraced and engaged with. However, there was a gap 

between teachers’ perspecƟves and opinions and their responses to the scenario quesƟons. Rather 

than embrace or address issues of inequity, there was a trend of universalising and invisibilising. 

Similarly, teachers expressed that social and emoƟonal development is useful and helps students, 

but they were not able to idenƟfy gaps in refugee girls’ social and emoƟonal development when 

presented with them in the scenarios. For perspecƟves on migraƟon, teachers’ perspecƟves and 

opinions seemed to match their responses to the scenarios, showing consistency between 

perspecƟves and pracƟce. 

Issues of Equity 

Issues of equity for this survey covered quesƟons that pertained to race, ethnicity, gender, 

awareness of sexism, and diversity of background. These quesƟons relate to research that shows that 

children of ethnic minority backgrounds can be perceived as less socially and emoƟonally competent 

(Rasheed et al., 2020). Only 6% of primary teachers in the UK idenƟfy as being from ethnically 

diverse backgrounds, which increases the chances of cultural and background mismatch with 

students from diverse backgrounds that could influence percepƟon and social-emoƟonal learning 

(Office for NaƟonal StaƟsƟcs., 2021; Sciucheƫ, 2017). The teacher parƟcipants who took part in this 
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survey were similarly majority (84%) from a White English or other White background, which is 

consistent with naƟonal figures.  

Universalising or invisibilising the child’s experience were both trends found throughout the 

issues of equity scenario responses. For race and ethnicity, there was a gap between teacher 

parƟcipants’ reported percepƟons and opinions and how they responded to the scenario related to 

racist name-calling. Bias and discriminaƟon due to ethnicity or cultural background can greatly 

hinder a refugee or migrant’s feeling of safety and integraƟon into a new community (Kale et al., 

2018). Unequal school pracƟces have been shown to harm the academic progress of not just refugee 

and migrant children but host children as well (Koehler & Schneider, 2019). This is not to suggest that 

teacher parƟcipant responses were intenƟonally biased or discriminatory, but unconscious bias, 

colour-blindness, or race-based assumpƟons can harm the assessment and instrucƟon of refugee 

and migrant students, as well as other students from ethnic minority backgrounds (Henfield & 

Washington, 2012). As these responses are not aligned with the perspecƟve and opinion quesƟons, 

there is a suggesƟon that while teacher parƟcipants may consciously hold views that race and 

ethnicity should be addressed openly in the classroom, they may not be aware of how their reacƟons 

to the student in the scenario situaƟon could be perpetuaƟng unconscious bias and invisibilising the 

student’s experiences around race.  

Similarly, for issues of gender and awareness of sexism, teacher parƟcipants reported that 

issues of gender and sexism should be addressed regularly and early; but 68% of teacher parƟcipants 

selected that gender does not impact how a child expresses their emoƟons, 81% stated that gender 

doesn’t impact how much a child talks, and 38% selected that social and emoƟonal learning 

curriculum and techniques are universal. The tendency for parƟcipants to universalise and dismiss 

differences by gender is contradictory to previous research which shows that there are gender-

specific differences in behavioural expectaƟons, the perceived value of academic aƩainment and 

social-emoƟonal learning (SEL) (Herlihy, 2014). For SEL parƟcularly, there is a lack of consensus 

among experts regarding the influences of gender on outcomes, some research has reported that 
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male-idenƟfied students report worse outcomes while others have reported that female-idenƟfied 

students report worse outcomes, the only consensus is that more research is needed to understand 

how gender influences SEL (Hallam, 2009; Hamilton & Roberts, 2017; O'Conner et al., 2017b; Reiss, 

2013). This links directly with a quesƟon in the survey where teachers selected the statement that 

SEL curriculum and techniques are universal for all students, which is a misconcepƟon on the part of 

teachers, given a lack of consensus in published research in this area.  

For the scenario addressing awareness of sexism, most teacher parƟcipants again responded 

with invisibilising or dismissal of the student’s concerns. This invisibilising in experience is found 

throughout the comparison between the issues of equity perspecƟve and opinion quesƟons and the 

scenario responses and could mean that there is further unconscious bias present, namely that 

teachers view their classrooms as being unaffected by systemic challenges related to issues of 

inequity. It is also possible that the teachers who parƟcipated in this survey employ pracƟces to 

address the systemic influences of sexism in their classroom; however, given the limitaƟons of an 

anonymous online survey, this is not possible to elucidate from the responses. InteresƟngly, despite a 

trend to deny differences relaƟng to gender in the classroom, 58% of teacher parƟcipants idenƟfied 

and directly addressed the gender inequality in the scenario for quesƟon 26, where the student is 

the one perpetuaƟng sexist perspecƟves. It is possible that it is easier for teacher parƟcipants to 

idenƟfy issues of sexism when the student is expressing these views, rather than when they could be 

the one perpetuaƟng it, as in scenario quesƟon 22.  

Overall, the responses included under issues of equity do show a conscious commitment to 

addressing gender, sexism, race, and ethnicity-related issues, and 43% of scenario responses did 

directly address the issues presented in the scenario. However, the rest of the responses potenƟally 

show unconscious bias which influences the teacher’s ability to engage with the student around 

issues of inequity. This is a major issue for the adaptaƟon and instrucƟon of SEL, as curriculum 

created and delivered by experts and teachers who are unaware of the systemic nature of inequality 

and how systemic issues present through classroom interacƟons may be unable to create and deliver 
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curriculum that supports social and emoƟonal skill development for diverse students (Emery, 2016). 

These results point to the ongoing need to design SEL curriculum and techniques that meet the 

needs of subgroups of students, and not expect that social and emoƟonal skills are universal 

(Weissberg et al., 2015). These results also have implicaƟons beyond SEL instrucƟon for refugee and 

migrant students, as issues of equity affect mulƟple areas of their life and could make their 

integraƟon and adjustment to school in the UK more difficult. IntegraƟon is not easy in the best 

circumstances; as several theorists discuss the process can be traumaƟc for refugees and migrants 

(Derluyn & Broekaert, 2008; Fazel & Betancourt, 2018). A key to successful integraƟon of refugees 

and migrants is social integraƟon or building connecƟons with members of the host community 

which is made difficult when issue of equity, such as racism or sexism, is experienced (Ager & Strang, 

2008; BeƩs et al., 2020; Fazel & Betancourt, 2018; Fox et al., 2020; Phillimore, 2012; Phipps, 2020; 

Strang & Ager, 2010; Yi Cheung & Phillimore, 2014). SupporƟng teachers in being more aware of how 

they can engage with students around issues of equity could have a posiƟve impact on refugee and 

migrant students’ integraƟon and adjustment to the UK.  

PerspecƟves on MigraƟon 

PerspecƟves on migraƟon are defined in this research as the difference between an IntegraƟon 

perspecƟve and an AssimilaƟon perspecƟve (Ager & Strang, 2008), along with how a student’s 

migraƟon history influences teachers’ perspecƟves and pedagogical pracƟces when teaching social 

and emoƟonal skills. For this survey, one area of inquiry was how teachers view the introducƟon of 

refugees and migrant students into their classroom, with an assimilaƟon or integraƟon perspecƟve. 

The perspecƟve and opinion quesƟons show teacher parƟcipants selected statements that 

were indicaƟve of an IntegraƟon perspecƟve, an openness for refugee girls to join the class 

community and encouraging the other students to learn from and celebrate the girl’s background. 

Similarly, responses to scenario quesƟons 24 and 26 fell into the IntegraƟon theme. These results are 

at odds with the legal context of the UK and much of the public discourse around refugees and 

migrants, which is more focused on social cohesion or assimilaƟon of refugees and migrants (BeƩs et 
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al., 2020; da Lomba, 2010). Policies and pracƟce in the UK tends to be from an assimilaƟon 

perspecƟve such as requiring refugees and migrants to meet specific criteria and the introducƟon of 

barriers in order to be allowed entry or asylum status (Strang & Ager, 2010). UK immigraƟon policy 

views language competency and educaƟonal qualificaƟons as two of the most important factors for 

entry and ability to seƩle (Yi Cheung & Phillimore, 2014). In a recent public survey in the UK, it was 

reported that 44% of respondents felt that the current level of immigrants should be reduced 

(Blinder & Richards, 2020). These senƟments and policies are less welcoming and encouraging of 

immigraƟon than the responses to this survey and show that the results are not necessarily aligned 

with public feelings around immigraƟon.  

Social and EmoƟonal Skills  

For the scenarios focused on social and emoƟonal skills and awareness, teacher parƟcipants’ 

responses were highly emoƟonally supporƟve and adapted to the students’ emoƟonal needs. While 

about half of the teacher parƟcipants responded to the student’s behaviour, two-thirds of the 

teacher parƟcipants were aƩuned to the students’ emoƟons and responded in a way to support the 

students’ emoƟonal reacƟons. How teachers build relaƟonships with students has been found to 

have a major impact on students’ social and emoƟonal development and academic achievement 

(Sabol & Pianta, 2012; Sahin Asi et al., 2019). Having teachers who can provide emoƟonal support 

can increase all students’ well-being, but for refugee and migrant students this is especially true as 

having connecƟons with members of the host community is vital for successful integraƟon (Bailey et 

al., 2016; Cripps & Zyromski, 2009). Teacher parƟcipants’ emoƟonally supporƟve responses were a 

major strength that could be built on when addressing some of the deficits in social-emoƟonal skill 

assessment found by this survey.  

Past research on teachers has shown that SEL curriculum implementaƟon and effecƟveness 

are influenced by school staff perspecƟves, opinions, and commitment (Bowles et al., 2017; Collie et 

al., 2011; Weissberg & Cascarino, 2013). The results of this survey show that teachers are commiƩed 

to providing SEL to students and that they feel it is helpful, unfortunately, the responses also show a 
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lack of skills in assessing as well as a feeling that they do not have the training necessary to provide 

SEL confidently. AddiƟonally, their lack of training is shown when they were asked about the 

universality of SEL, with 38% choosing that they view techniques and curriculum as universal, which 

is not reflected in SEL research.  

Teachers’ assess and report children’s behaviour and mental health needs; their ability to 

perceive and interpret their emoƟons and potenƟal mental health symptoms is key for students to 

receive the right type of support (Sabol & Pianta, 2012; Sahin Asi et al., 2019). Teachers’ ability to 

interpret social and emoƟonal skills deficits through behavioural cues is important for all students, 

but parƟcularly for refugee and migrant students. For both female children and refugee and migrant 

children internalising the symptoms of stress and trauma are more common, meaning that their 

symptoms are less noƟceable (Fazel & Betancourt, 2018). Refugee and migrant students are also less 

likely to access mental health services, although they are oŌen at higher risk for developing mental 

health disorders (Buchanan et al., 2016; Fazel & Betancourt, 2018; Sullivan & Simonson, 2016). The 

teacher parƟcipants’ responses to the scenarios which focused on social and emoƟonal 

development, show a lack of assessment skills that could affect referral and support being offered to 

refugee and migrant girls. Given teachers’ emoƟonally supporƟve responses in this survey this seems 

to be a skill and training based issue that could be addressed through training and educaƟon 

iniƟaƟves for trainee and qualified teachers in the UK.  

LimitaƟons 

One limitaƟon of this survey is the limited number of respondents. While this survey was not 

designed to be generalisable, a larger sample would have led to a higher degree of staƟsƟcal 

reliability. This survey was conducted online, which allowed for anonymisaƟon at the point of 

collecƟon, which was a strength, but it opens the survey up to potenƟal manipulaƟon should 

parƟcipants answer quesƟons in an aƩempt to change the results (such as answering with an 

opposing perspecƟve or using extreme language to confound results). There would be no way to see 

if a parƟcipant lied, which is a limitaƟon of fully anonymous online surveys.  
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The quesƟons included in this survey were highly sensiƟve, covering ethnicity, gender, race, 

sexism, migraƟon, diversity, and mental health. There is always the potenƟal for parƟcipants to 

answer quesƟons in the way they feel is most socially desirable. AnonymisaƟon is one way to combat 

this, but it does not stop parƟcipants from answering in a socially desirable way. For some results, 

such as perspecƟves on immigraƟon, these results may be indicaƟve of primary teachers’ views, 

however, it is also possible that the topic of this survey tended to aƩract parƟcipants in favour of 

immigraƟon. It was clear from some parƟcipants’ comments and responses that they were not in 

favour of immigraƟon, so mulƟple viewpoints were represented, but the diversity of views 

represented in the sample may be impacted by the parƟcipants who elected to parƟcipate in the 

survey.  

Another limitaƟon was that the structure of the secƟon two perspecƟve and opinion quesƟons 

was that the selecƟon of statements was limited. Using a quanƟtaƟve design limited the nuance 

gathered and for some quesƟons, this may have limited how parƟcipants answered. For the 

qualitaƟve results, only one researcher coded and interpreted the results, which influenced the 

interpretaƟon. As this researcher is a migrant herself, this again influences the way she interprets and 

perceives the responses.   

Conclusions 

This survey is the first study to invesƟgate teacher perspecƟves, opinions, and skills regarding 

issues of equity, perspecƟves on migraƟon, and social and emoƟonal skills. The main outcome of this 

study is that there is a potenƟal mismatch between teachers’ perspecƟves and opinions and how 

they respond to students. These results have several potenƟal implicaƟons that more awareness of 

bias is needed, and while teachers are willing and open to SEL, more support and training are needed 

around SEL, mental ill-health, and the needs of refugees and migrants. This study’s results are 

suggesƟve of potenƟal bias and skills gaps for teachers, but further research should focus on the 

interacƟons of inequity, gender, SEL and migraƟon to understand how to support high-risk groups. 

SEL and mental health researchers would benefit from considering student background and 
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characterisƟcs, as well as focusing on high-risk groups, like refugee and migrant girls. In parƟcular, 

these results suggest that those engaged in SEL curriculum development need to account for how 

gender, race, ethnicity, and culture of origin influence the teaching of SEL and the adaptability of the 

curriculum used. Finally, this survey highlights how refugee and migrant girls are a high-risk group 

that would benefit from more of a focus in educaƟonal research.  

References 

Abry, T., Rimm-Kaufman, S. E., & Curby, T. W. (2016). Are All Program Elements Created Equal? 
RelaƟons Between Specific Social and EmoƟonal Learning Components and Teacher-Student 
Classroom InteracƟon Quality. PrevenƟon Science, 18, 193-203. 
hƩps://doi.org/10.1007/s11121-016-0743-3  

Adams, L. D., & Shambleau, K. M. (2007). Teachers', children's and parents' perspecƟves on newly 
arrived children's adjustment to elementary school. Global migraƟon and educaƟon: Schools, 
children, and families., 87-102. 
hƩp://ovidsp.ovid.com/ovidweb.cgi?T=JS&PAGE=reference&D=psyc5&NEWS=N&AN=2006-
22598-006  

Afuape, T. (2011). Power, resistance and liberaƟon in counselling and psychotherapy: to have our 
hearts broken. Routledge. hƩps://ebookcentral.proquest.com/lib/york-
ebooks/reader.acƟon?docID=735289  

Afuape, T. (2020). Radical systemic intervenƟon that goes to the root: working alongside inner-city 
school children, linking trauma with oppression and consciousness with acƟon. Journal of 
Family Therapy, 42, 425-452. hƩps://doi.org/10.1111/1467-6427.12304  

Ager, S., & Strang, A. (2008). Understanding IntegraƟon: A Conceptual Framework. Journal of Refugee 
Studies, 21(2), 166-191. hƩps://doi.org/10.1093/jrs/fen016  

Ainsworth, M. D. (1989). AƩachments Beyond Infancy.  
Ainsworth, M. S., & Bowlby, J. (1991). An ethological approach to personality development. American 

Psychologist, 46(4), 333-341.  
Alivernini, F., Cavicchiolo, E., Girelli, L., Lucidi, F., Biasi, V., Leone, L., Cozzolino, M., & Manganelli, S. 

(2019). RelaƟonships between sociocultural factors (gender, immigrant and socioeconomic 
background), peer relatedness and posiƟve affect in adolescents. Journal of Adolescence, 76, 
99-108. hƩps://doi.org/10.1016/j.adolescence.2019.08.011  

American Psychiatric AssociaƟon. (2022). DiagnosƟc and staƟsƟcal manual of mental disorders (5th 
ed., text rev.). hƩps://doi.org/10.1176/appi.books.9780890425787  

Anyon, Y. (2016). Contextual Influences on the ImplementaƟon of a Schoolwide IntervenƟon to 
Promote Students' Social, EmoƟonal, and Academic Learning. Children & School, 38(2). 
hƩps://doi.org/10.1093/cs/cdw008  

Arbel, E., Dauvergne, C., & Millbank, J. (2014). IntroducƟon. In E. Arbel, C. Dauvergne, & J. Millbank 
(Eds.), Gender in Refugee Law. From the margins to the centre. (pp. 1-16). Routledge. 
hƩp://ssrn.com/abstract=2425856hƩp://www.routledge.com/books/details/978041583942
6/  

Areba, E. M., WaƩs, A. W., Larson, N., Eisenberg, M. E., & Neumark-Sztainer, D. (2021). AcculturaƟon 
and ethnic group differences in well-being among Somali, LaƟno, and Hmong adolescents. . 
American Journal of Orthopsychiatry, 91(1), 109.  

Bailey-Jones, T. L. (2018). Responding to Refugee Students in K-12 EducaƟon: The Role Principals Play 
in the IntegraƟon and EducaƟon of Refugee Students 



356 
 

hƩps://search.proquest.com/dissertaƟons-theses/responding-refugee-students-k-12-
educaƟon-role/docview/2022612608/se-2?accounƟd=41849 

Bailey, C. S., Denham, S. A., Curby, T. W., & BasseƩ, H. H. (2016). EmoƟonal and organizaƟonal 
supports for preschoolers’ emoƟon regulaƟon: RelaƟons with school adjustment. EmoƟon, 
16(2). hƩps://doi.org/10.1037/a0039772  

Baker, C. (2018). Mental health staƟsƟcs for England: prevalence, services and funding. 
hƩp://allcatsrgrey.org.uk/wp/download/public_health/mental_health/SN06988-1.pdf 

Baker, C. (2020). Mental health staƟsƟcs for England: prevalence, services and funding. 
www.parliament.uk/commons-library%7Cintranet.parliament.uk/commons-
library%7Cpapers@parliament.uk%7C@commonslibrary 

Banerjee, R., Weare, K., & Farr, W. (2014). Working with ‘Social and EmoƟonal Aspects of Learning’ 
(SEAL): associaƟons with school ethos, pupil social experiences, aƩendance, and aƩainment. 
BriƟsh EducaƟonal Research Journal, 40(4), 718-742. hƩps://doi.org/10.1002/berj.3114  

Banyai, I. (1995). Zoom. In Viking. New York. 
Barry, M. M., Clarke, A. M., & Dowling, K. (2017). PromoƟng social and emoƟonal well-being in 

schools. Health EducaƟon, 117(5), 434-451. hƩps://doi.org/10.1108/HE-11-2016-0057  
Bean, T., Derluyn, I., Eurelings-bontekoe, E., & Broekaert, E. (2007). Comparing Psychological Distress, 

TraumaƟc Stress ReacƟons, and Experiences of Unaccompanied Refugee Minors With 
Experiences of Adolescents Accompanied by Parents. 195(4), 288-297. 
hƩps://doi.org/10.1097/01.nmd.0000243751.49499.93  

Belfield, C., Bowden, B., Klapp, A., Levin, H., Shand, R., & Zander, S. (2015). the economic value of 
social and emoƟonal learning. www.cbcse.org 

Bennouna, C., Khauli, N., Basir, M., Allaf, C., Wessells, M., & Stark, L. (2019). School-based programs 
for SupporƟng the mental health and psychosocial wellbeing of adolescent forced migrants 
in high-income countries: A scoping review. In: Social Science & Medicine. 

Berry, J. W. (1997). Lead ArƟcle ImmigraƟon, AcculturaƟon, and AdaptaƟon. Applied psychology: in 
internaƟonal review, 46(1), 5-68. hƩps://doi.org/10.1111/j.1464-0597.1997.tb01087.x  

Bešić, E., Paleczek, L., & Gasteiger-Klicpera, B. (2020). Don’t forget about us: aƫtudes towards the 
inclusion of refugee children with(out) disabiliƟes. InternaƟonal Journal of Inclusive 
EducaƟon, 24(2), 202-217. hƩps://doi.org/10.1080/13603116.2018.1455113  

BeƩs, A., Omata, N., & Sterck, O. (2020). Self-reliance and Social Networks: Explaining Refugees' 
Reluctance to Relocate from Kakuma to Kalobeyei. Journal Refugee Studies, 33(1), 62-85. 
hƩps://doi.org/10.1093/jrs/fez084  

Beyer, L. N. (2017). Social and EmoƟonal Learning and TradiƟonally Underserved PopulaƟons-Policy 
Brief. www.aypf.org 

Blackmore, R., Gray, K. M., Boyle, J. A., Fazel, M., Ranasinha, S., Fitzgerald, G., Misso, M., & Gibson-
Helm, M. (2020). SystemaƟc Review and Meta-analysis: The Prevalence of Mental Illness in 
Child and Adolescent Refugees and Asylum Seekers. Journal of the American Academy of 
Child and Adolescent Psychiatry, 59(6), 705-714. hƩps://doi.org/10.1016/j.jaac.2019.11.011  

Blaikie, N. (2010). Designing Social Research. Cambridge, Polity Press.  
Blair, C., & Raver, C. (2015). The Neuroscience of SEL. In J. Durlak, C. Domitrovich, R. Weissberg, & J. 

GulloƩa (Eds.), (pp. 65-80). Guilford Press.  
Blinder, S., & Richards, L. (2020). UK Public Opinion toward ImmigraƟon: Overall Aƫtudes and Level 

of Concern. MigraƟon Observatory briefing, COMPAS, University of Oxford. 
hƩps://migraƟonobservatory.ox.ac.uk/resources/briefings/uk-public-opinion-toward-
immigraƟon-overall-aƫtudes-and-level-of-concern/  

Bolloten, B., & Spafford, T. (2005). Refugee and asylum seeker children in UK schools. NALDIC. 
hƩps://www.naldic.org.uk/eal-teaching-and-learning/outline-guidance/ealrefugee/ 

Bowles, T., Jimerson, S., Haddock, A., Nolan, J., Jablonski, S., Czub, M., & Coelho, V. (2017). A Review 
of the Provision of Social and EmoƟonal Learning in Australia, the United States, Poland, and 
Portugal. Journal of RelaƟonships Research. hƩps://doi.org/10.1017/jrr.2017.16  



357 
 

Boyle, B., & Charles, M. (2011). EducaƟon EducaƟon in a mulƟcultural environment: equity issues in 
teaching and learning in the school system in England. InternaƟonal Studies in Sociology of 
EducaƟon, 21(4), 299-314. hƩps://doi.org/10.1080/09620214.2011.638539  

Braun, V., & Clarke, V. (2006). Using themaƟc analysis in psychology. 3, 77-101.  
Braun, V., & Clarke, V. (2013). Successful qualitaƟve research: A pracƟcal guide for beginners. Sage.  
Braun, V., & Clarke, V. (2022). Conceptual and Design Thinking for ThemaƟc Analysis. 9, 3-26.  
Bright World EducaƟon. (2019). BriƟsh educaƟon system. 

hƩps://www.brightworldguardianships.com/en/guardianship/briƟsh-educaƟon-system/ 
Bronstein, I., & Montgomery, P. (2010). Psychological Distress in Refugee Children: A SystemaƟc 

Review. Clin Child Fam Psychol Rev, 14, 44-56. hƩps://doi.org/10.1007/s10567-010-0081-0  
Brook, M. I., & OƩemöller, F. G. (2020). A new life in Norway: The adaptaƟon experiences of 

unaccompanied refugee minor girls. Children and Youth Services Review, 117. 
hƩps://doi.org/10.1016/j.childyouth.2020.105287  

Brown, J. L., Jones, S. M., Larusso, M. D., & Aber, J. L. (2010). Improving Classroom Quality: Teacher 
Influences and Experimental Impacts of the 4Rs Program. AssociaƟon, 102(1), 153-167. 
hƩps://doi.org/10.1037/a0018160  

Buchanan, Z., Abu-rayya, H., Kashima, E., & Paxton, S. (2016). The InterconnecƟon between 
AcculturaƟon and SubjecƟve and Social Wellbeing among Refugee Youth in Australia. Journal 
of Refugee Studies, 30(4), 511-529. hƩps://doi.org/10.1093/jrs/few040  

Burroughs, M. D., & Barkauskas, N. J. (2017). Ethics and EducaƟon EducaƟng the whole child: social-
emoƟonal learning and ethics educaƟon. Ethics and EducaƟon, 12(2), 218-232. 
hƩps://doi.org/10.1080/17449642.2017.1287388  

Carver-Thomas, D. (2018). Diversifying the Teaching Profession: How to Recruit and Retain Teachers 
of Color. hƩps://learningpolicyinsƟtute.org/product/ 

CASEL. (2013). EffecƟve Social and EmoƟonal Learning Programs Preschool and Elementary School 
EdiƟon.  

Castro, M., Expósito-Casas, E., López-Marơn, E., Lizasoain, L., Navarro-Asencio, E., & Gaviria, J. L. 
(2015). Parental involvement on student academic achievement: A meta-analysis. In (Vol. 14, 
pp. 33-46): Elsevier Ltd. 

Cefai, C., & Camilleri, L. (2015). A healthy start: PromoƟng mental health and well-being in the early 
primary school years. EmoƟonal & Behavioural DifficulƟes, 20(2), 133-152. 
hƩps://doi.org/hƩp://dx.doi.org/10.1080/13632752.2014.915493  

Centers for Disease Control and PrevenƟon. (2018). Well-being Concepts. 
hƩps://www.cdc.gov/hrqol/wellbeing.htm#three 

CeƟn, C., & Dede, E. (2018). The Effect of Perceived Stress Dimensions on Self-Efficacy and Job 
Burnout of Public School Teachers. Archives of Business Research, 6(7). 
hƩps://doi.org/10.14738/abr.67.4838  

Cheung, S. Y., & Egerton, M. (2007). Great Britain: Higher educaƟon expansion and reform—Changing 
educaƟonal inequaliƟes. In (pp. 195-219). Stanford: Stanford University Press.  

Children, & Young People's Mental Health, C. (2022). Heads Up Rethinking mental health services for 
vulnerable young people. hƩps://digital.nhs.uk/supplementary-informaƟon/2021/waiƟng-
Ɵmes-for-children-and-young-peoples-mental- 

Cho, H., Wang, X. C., & Christ, T. (2019). Social-EmoƟonal Learning of Refugee English Language 
Learners in Early Elementary Grades: Teachers' PerspecƟves. Journal of Research in 
Childhood EducaƟon, 33(1), 40-55.  

Choi, B. C., & Pak, A. W. (2006). MulƟdisciplinarity, interdisciplinarity and transdisciplinarity in health 
research, services, educaƟon and policy: 1. DefiniƟons, objecƟves, and evidence of 
effecƟveness. Clinical and invesƟgaƟve medicine, 29(6), 351.  

Cohen, L., Manion, L., & Morrison, K. (2017). Research Methods in EducaƟon (8th ed.). Routledge.  



358 
 

Collie, R. J., Shapka J. D., & E., P. N. (2011). PredicƟng teacher commitment: The impact of school 
climate and social–emoƟonal learning. Psychol. Schs., 48, 1034-1048. 
hƩps://doi.org/10.1002/pits.20611  

Colucci, E., Minas, H., Szwarc, J., Guerra, C., & Paxton, G. (2015). In or out? Barriers and facilitators to 
refugee-background young people accessing mental health services. Transcultural Psychiatry, 
52(6), 766-790. hƩps://doi.org/10.1177/1363461515571624  

ConvenƟon and Protocol RelaƟng to the Status of Refugees, UN High Commissioner for Refugees 
(UNHCR) (1951a). hƩps://www.unhcr.org/uk/3b66c2aa10 

ConvenƟon and Protocol RelaƟng to the Status of Refugees, (1951b). 
hƩps://www.unhcr.org/uk/3b66c2aa10 

Corcoran, R. P., & Tormey, R. (2012). How emoƟonally intelligent are pre-service teachers? Teaching 
and Teacher EducaƟon, 28(5), 750-759. hƩps://doi.org/10.1016/j.tate.2012.02.007  

CorƟna, M. A., & Fazel, M. (2015). The Art Room: An evaluaƟon of a targeted school-based group 
intervenƟon for students with emoƟonal and behavioural difficulƟes. The Arts in 
Psychotherapy, 42, 35-40. hƩps://doi.org/hƩp://dx.doi.org/10.1016/j.aip.2014.12.003  

Cowie, H., Boardman, C., Dawkins, J., & Dawn, J. (2004). EmoƟonal health and well-being [electronic 
resource] : A pracƟcal guide for schools. SAGE Pub.  

Cowie, H., & Olafsson, R. (2000). The Role of Peer Support in Helping the VicƟms of Bullying in a 
School with High Levels of Aggression | Enhanced Reader. School Psychology InternaƟonal, 
21(1), 79-95.  

Crenshaw, K. (2013). Demarginalizing the intersecƟon of race and sex: A black feminist criƟque of 
anƟdiscriminaƟon doctrine, feminist theory and anƟracist poliƟcs. . In Feminist legal theories 
(pp. 23-51). Routledge.  

Creswell, J., & Plano Clark, V. (2011). Designing and ConducƟng Mixed Methods Research (2nd ed.). 
Sage.  

Cripps, K., & Zyromski, B. (2009). Adolescents' Psychological Well-Being and Perceived Parental 
Involvement: ImplicaƟons for Parental Involvement in Middle Schools, RMLE Online Vol. 33 
No. 4. 33(4). hƩps://doi.org/10.1080/19404476.2009.11462067  

d’Abreu, A., Castro-Olivo, S., & Ura, S. K. (2019). Understanding the role of acculturaƟve stress on 
refugee youth mental health: A systemaƟc review and ecological approach to assessment 
and intervenƟon. School Psychology InternaƟonal, 40(2), 107-127. 
hƩps://doi.org/10.1177/0143034318822688  

Da Lomba, S. (2010). Legal Status and Refugee IntegraƟon: a UK PerspecƟve. Journal of Refugee 
Studies, 23(4), 415-436. hƩps://doi.org/10.1093/jrs/feq039  

Daunic, A. P., CorbeƩ, N. L., Smith, S. W., Algina, J., Poling, D., Worth, M., Boss, D., Crews, E., & 
Vezzoli, J. (2021). Efficacy of the social-emoƟonal learning foundaƟons curriculum for 
kindergarten and first grade students at risk for emoƟonal and behavioral disorders. Journal 
of School Psychology, 86(January), 78-99. hƩps://doi.org/10.1016/j.jsp.2021.03.004  

De Hert, P. (2005). Balancing security and liberty within the european human rights framework. a 
criƟcal reading of the court's case law in the light of surveillance and criminal law 
enforcement strategies aŌer 9/11. Utrecht Law Review, 1(1), 68-96.  

Denham, S. A. (2010). Early EducaƟon and Development Social-EmoƟonal Competence as Support 
for School Readiness: What Is It and How Do We Assess It? 
hƩps://doi.org/10.1207/s15566935eed1701_4  

Denham, S. A., BasseƩ, H. H., & Zinsser, K. (2012). Early childhood teachers as socializers of young 
children's emoƟonal competence. Early Childhood EducaƟon Journal, 40(3), 137-143. 
hƩps://doi.org/10.1007/s10643-012-0504-2  

Department for EducaƟon. (2013a). The naƟonal curriculum in England, Key stages 1 and 2 
framework document.  Retrieved from 
hƩps://www.gov.uk/government/publicaƟons/naƟonal-curriculum-in-england-primary-
curriculum 



359 
 

Department for EducaƟon. (2013b). Statutory guidance, NaƟonal curriculum in England: primary 
curriculum Crown. Retrieved from hƩps://www.gov.uk/government/publicaƟons/naƟonal-
curriculum-in-england-primary-curriculum 

Department for EducaƟon. (2018). Pupil naƟonality, country of birth and proficiency in 
English: 2018. Crown. Retrieved from hƩps://www.gov.uk/government/publicaƟons/pupil-

naƟonality-country-of-birth-and-proficiency-in-english-2018 
Department for EducaƟon. (2019). RelaƟonships EducaƟon, RelaƟonships and Sex EducaƟon (RSE) 

and Health EducaƟon.  
Department for EducaƟon. (2021a). Guidance  Awarding qualificaƟons in summer 2021. Crown. 

Retrieved from hƩps://www.gov.uk/government/publicaƟons/awarding-qualificaƟons-in-
summer-2021/awarding-qualificaƟons-in-summer-2021 

Department for EducaƟon. (2021b). Personal, social, health and economic (PSHE) educaƟon. Crown. 
Retrieved from hƩps://www.gov.uk/government/publicaƟons/personal-social-health-and-
economic-educaƟon-pshe/personal-social-health-and-economic-pshe-educaƟon 

Department for EducaƟon. (2021c). Schools, pupils and their characterisƟcs: January 2021. 
hƩps://www.gov.uk/government/staƟsƟcs/schools-pupils-and-their-characterisƟcs-january-
2021 

Department for EducaƟon. (2022a). Keeping children safe in educaƟon 2022 Retrieved from 
hƩps://www.gov.uk/government/publicaƟons/keeping-children-safe-in-educaƟon--2 

Department for EducaƟon. (2022b). Schools, pupils and their characterisƟcs: January 2022. 
hƩps://www.gov.uk/government/staƟsƟcs/schools-pupils-and-their-characterisƟcs-january-
2019 

Department of Health and Social Care and Department for EducaƟon. (2018). Government Response 
to the ConsultaƟon on Transforming Children and Young People’s Mental Health Provision: A 
Green Paper and Next Steps.  Retrieved from 
hƩps://assets.publishing.service.gov.uk/government/uploads/system/uploads/aƩachment_d
ata/file/728892/government-response-to-consultaƟon-on-transforming-children-and-young-
peoples-mental-health.pd 

Derluyn, I., & Broekaert, E. (2007). Different perspecƟves on emoƟonal and behavioural problems in 
unaccompanied refugee children and adolescents. Ethnicity and Health.  

Derluyn, I., & Broekaert, E. (2008). Unaccompanied refugee children and adolescents: The glaring 
contrast between a legal and a psychological perspecƟve. 
hƩps://doi.org/10.1016/j.ijlp.2008.06.006  

Desai, P., Karahalios, V., Persuad, S., & Reker, K. (2014). A Social JusƟce PerspecƟve on Social-
EmoƟonal Learning. Communique, 43(1). hƩps://eric.ed.gov/?id=EJ1203515  

Dolev, N., & Leshem, S. (2016). Teachers' emoƟonal intelligence: The impact of training. The 
InternaƟonal Journal of EmoƟonal EducaƟon, 8(1), 75-94.  

Durlak, J. A. (2016). Cambridge Journal of EducaƟon Programme implementaƟon in social and 
emoƟonal learning: basic issues and research findings Programme implementaƟon in social 
and emoƟonal learning: basic issues and research findings. Cambridge Journal of EducaƟon, 
46(3), 333-345. hƩps://doi.org/10.1080/0305764X.2016.1142504  

Ecclestone, K., & Brunila, K. (2015). Governing emoƟonally vulnerable subjects and ‘therapisaƟon’ of 
social jusƟce. Pedagogy, Culture and Society, 23(4), 485-506. 
hƩps://doi.org/10.1080/14681366.2015.1015152  

Eckert, P., & McConnell-Ginet, S. (2003). Language and gender. Cambridge University Press.  
Edossa, A., Schroeders, U., Weinert, S., & Artelt, C. (2018). The development of emoƟonal and 

behavioral self-regulaƟon and their effects on academic achievement in childhood. 
InternaƟonal Journal of Behavioural Development, 192-202. 
hƩps://doi.org/10.1177/0165025416687412  



360 
 

Eisenstein, C., Zamperoni, V., Humphrey, N., Deighton, J., Wolpert, M., Rosan, C., Bohan, H., 
Kousoulis, A., Promberger, M., & Edbrooke-Childs, J. (2018). EvaluaƟng the Peer EducaƟon 
Project in Secondary Schools.  

Ekstrand, L. H. (1975, 1975). Age and Length of Residence as Variables Related to the Adjustment of 
Migrant Children, with Special Reference to Second Language Learning. Presented at the 
InternaƟonal AssociaƟon of Applied LinguisƟcs (AILA) Congress, StruƩgart. 

Elias, M. J., Zins, J. E., Weissberg, R. P., Frey, K. S., Greenberg, M. T., Haynes, N. M., Kessler, R., 
Schwab-Stone, M. E., & Shriver, T. P. (1997). Guidelines for Educators (7032998631). 
hƩp://www.ascd.org. 

Emery, C. (2016). A CriƟcal Discourse Analysis of the New Labour Discourse of Social and EmoƟonal 
Learning (SEL) Across Schools in England and Wales: ConversaƟons With Policymakers. 
EducaƟon Policy. hƩps://doi.org/10.14507/epaa.24.2236  

Evans, R. (2015). EmoƟonal pedagogy and the gendering of social and emoƟonal learning. BriƟsh 
Journal of Sociology of EducaƟon, 38(2), 184-202. 
hƩps://doi.org/10.1080/01425692.2015.1073102  

Ezdiani Mohamed, N., Sutan, R., Aklil Abd Rahim, M., Mokhtar, D., Ezdiani, N. M., Aklil, M. A. R., Hafiz, 
F. J., Shafik, M. A. M., Fadhli, M. M. F., Haneef, M. A., Adibah, N. M. S., Devi, R. K., Amsyar, A. 
A. H., RosmawaƟ, W. W. I., Diyana, S., Rahman, A. R., Ashiqin, N. A. R., & Faizal, M. M. (2018). 
SystemaƟc Review of School-Based Mental Health IntervenƟon among Primary School 
Children ArƟcle. Journal of Community Medicine & Health EducaƟon. 
hƩps://doi.org/10.4172/2161-0711.1000589  

Fazel, M. (2018). Psychological and psychosocial intervenƟons for refugee children reseƩled in high-
income countries. In Epidemiology and Psychiatric Sciences (Vol. 27, pp. 117-123): Cambridge 
University Press. 

Fazel, M., & Betancourt, T. (2018). PrevenƟve Mental Health IntervenƟons for Refugee Children in 
High-Income Seƫngs: a narraƟve review. Lancet Child Adolesc Health.  

Fazel, M., Garcia, J., & Stein, A. (2016). The right locaƟon? Experiences of refugee adolescents seen 
by school-based mental health services. Clinical Child Psychology and Psychiatry, 21(3), 368-
380. hƩps://doi.org/10.1177/1359104516631606  

Fazel, M., & Newby, D. (2021). Mental well-being and school exclusion: changing the discourse from 
vulnerability to acceptance. EmoƟonal and Behavioural DifficulƟes, 26(1), 78-86. 
hƩps://doi.org/10.1080/13632752.2021.1898767  

Fazel, M., Patel, V., Thomas, S., & Tol, W. (2014). Mental health intervenƟons in schools in low-
income and middle-income countries. The Lancet Psychiatry, 1(5), 388-398. 
hƩp://ovidsp.ovid.com/ovidweb.cgi?T=JS&PAGE=reference&D=psyc11&NEWS=N&AN=2015-
57504-025  

Fazel, M., Reed, R., Panter-Brick, C., & Stein, A. (2012). Mental health of displaced and refugee 
children reseƩled in high-income countries: risk and protecƟve factors. The lancet, The 
Lancet, 266-282. hƩps://doi.org/10.1016/S0140-6736(11)60051-2  

Fazel, M., & Stein, A. (2003). Mental health of refugee children: comparaƟve study. BriƟsh Medical 
Journal. hƩps://doi.org/10.1136/bmj.327.7407.134  

Fazel, M., Wheeler, J., & Danesh, J. (2005). Prevalence of serious mental disorder in 7000 refugees 
reseƩled in western countries: A systemaƟc review. Lancet, 365(9467), 1309-1314. 
hƩps://doi.org/10.1016/S0140-6736(05)61027-6  

Fernández-Reino, M. (2022). Children of migrants in the UK. The MigraƟon Observatory. 
hƩps://migraƟonobservatory.ox.ac.uk/resources/briefings/children-of-migrants-in-the-uk/ 

Figley, C. R., & Figley, K. R. (2009). Stemming the Tide of Trauma Systemically: The Role of Family 
Therapy. Australian and New Zealand Journal of Family Therapy (ANZJFT), 30(3), 173-183. 
hƩps://doi.org/10.1375/anŌ.30.3.173  

Fishel, M., & Ramirez, L. (2005). Evidence-Based Parent Involvement IntervenƟons with School-Aged 
Children. School Psychology Quarterly, 20(4), 371-402.  



361 
 

Fishman, M., Wille, J., & Mdrc. (2014). Head Start CARES for Migrant and Seasonal Families: 
AdapƟng a Preschool Social-EmoƟonal Curriculum. OPRE Report 2014-43. 
hƩp://search.ebscohost.com/login.aspx?direct=true&db=eric&AN=ED546645&site=ehost-
live 

Foster, M. (2014). Why we are not there yet. In E. Arbel, C. Dauvergne, & J. Millbank (Eds.), Gender in 
Refugee Law. From the margins to the centre. Routledge.  

Fox, S. D., Griffin, R. H., & Pachankis, J. E. (2020). Minority stress, social integraƟon, and the mental 
health needs of LGBTQ asylum seekers in North America. Social Science and Medicine, 246, 
112727-112727. hƩps://doi.org/10.1016/j.socscimed.2019.112727  

Franco, D. (2018). Trauma Without Borders: The Necessity for School-Based IntervenƟons in TreaƟng 
Unaccompanied Refugee Minors. Child and Adolescent Social Work Journal, 35, 551-565. 
hƩps://doi.org/10.1007/s10560-018-0552-6  

Freire, P., Ramos, Myra Bergman, Bigwood, Louise, Marshall, Margaret. (1974). EducaƟon for criƟcal 
consciousness / Paulo Freire. London: Sheed and Ward.  

Friedman, I., & Kass, E. (2002). Teacher self-efficacy: A classroom-organizaƟon conceptualizaƟon. In: 
Teaching and Teacher EducaƟon. 

Gaastra, A. A. (2010). Animals and Babies: How the vulnerable teach us empathy and compassion.  
Garner, P. W. (2010). EmoƟonal competence and its influences on teaching and learning. In (Vol. 22, 

pp. 297-321): Garner and Estep. 
Getanda, E. M., Vostanis, P., & O'Reilly, M. (2017). Exploring the challenges of meeƟng child mental 

health needs through community engagement in Kenya. Child and Adolescent Mental Health, 
22(4), 201-208. hƩps://doi.org/10.1111/camh.12233  

Gillies, V. (2011). Social and emoƟonal pedagogies: CriƟquing the new orthodoxy of emoƟon in 
classroom behaviour management. BriƟsh Journal of Sociology of EducaƟon, 32(2), 185-202. 
hƩps://doi.org/10.1080/01425692.2011.547305  

Gillies, V., & Robinson, Y. (2012). 'Including' while excluding: Race, class and behaviour support units. 
Race Ethnicity and EducaƟon, 15(2), 157-174. 
hƩps://doi.org/10.1080/13613324.2011.578126  

Gladwell, C. (2020). The impact of educaƟonal achievement on the integraƟon and wellbeing of 
Afghan refugee youth in the UK. hƩps://doi.org/10.1080/1369183X.2020.1724424  

Goodman, R. (2005). Strengths and DifficulƟes QuesƟonnaire (English, UK). SDQ PublicaƟons.  
Goroshit, M., & Hen, M. (2016). Teachers’ empathy: can it be predicted by self-efficacy? Teachers and 

Teaching, 22(7), 805-818. hƩps://doi.org/10.1080/13540602.2016.1185818  
Graziano, P. A., Reavis, R. D., Keane, S. P., & Calkins, S. D. (2007). The role of emoƟon regulaƟon in 

children's early academic success. Journal of School Psychology, 45(1), 3-19. 
hƩps://doi.org/10.1016/j.jsp.2006.09.002  

Greenberg, M., Deirdre, K., & Cousino Klein, L. (2015). The PotenƟal Effects of SEL on Biomarkers and 
Health Outcomes A Promissory Note. In J. Durlak, C. Domitrovich, R. Weissberg, & T. GulloƩa 
(Eds.), (pp. 81-96). Guilford Press.  

Greer, S. (2006). The European ConvenƟon on Human Rights: Achievements, Problems and Prospects 
(Cambridge Studies in European Law and Policy). Cambridge university press.  

Gunter, L., Caldarella, P., Korth, B. B., & Young, K. R. (2012). PromoƟng social and emoƟonal learning 
in preschool students: A study of Strong Start Pre-K. Early Childhood EducaƟon Journal, 40(3), 
151-159. hƩps://doi.org/10.1007/s10643-012-0507-z  

Guterres, A. (2011). The 1951 ConvenƟon RelaƟng to the Status of Refugees and its 1967 Protocal. 
UNHCR.  

Hall, E. T. (1981). The silent language. FawceƩ.  
Hallam, S. (2009). An evaluaƟon of the Social and EmoƟonal Aspects of Learning (SEAL) programme: 

promoƟng posiƟve behaviour, effecƟve learning and well-being in primary school children. 
Oxford Review of EducaƟon, 35(3), 313-330. hƩps://doi.org/10.1080/03054980902934597  



362 
 

Hamilton, P., & Roberts, B. (2017). ‘Man-up, go and get an ice-pack.’ Gendered stereotypes and 
binaries within the primary classroom: a thing of the past? EducaƟon 3-13, 45(1), 122-134. 
hƩps://doi.org/10.1080/03004279.2015.1059871  

Hamilton, P. L. (2013). It's Not All about Academic Achievement: SupporƟng the Social and EmoƟonal 
Needs of Migrant Worker Children. Pastoral Care in EducaƟon, 31(2), 173-190.  

Hart, R. (2009). EducaƟonal Psychology in PracƟce Child refugees, trauma and educaƟon: 
interacƟonist consideraƟons on social and emoƟonal needs and development. 
hƩps://doi.org/10.1080/02667360903315172  

Harvey, S. T., Evans, I. M., Hill, R. V. J., Henricksen, A., & Bimler, D. (2016). Warming the EmoƟonal 
Climate of the Classroom: Can Teachers' Social-EmoƟonal Skills Change? 
www.um.edu.mt/ijee 

Hathaway, J. (1990). A ReconsideraƟon of the Underlying Premise of Refugee Law. Harvard 
InternaƟona Law Journal, 31(1), 129-184.  

Hecht, M. L., & Shin, Y. (2015). Culture and social and emoƟonal competencies. In J. Durlak, C. 
Domitrovich, R. Weissberg, & T. GulloƩa (Eds.), (pp. 50-64). Guilford Press.  

Helker, W. P., SchoƩelkorb, A. A., & Ray, D. (2007). Helping Students and Teachers CONNECT: An 
IntervenƟon Model for School Counselors. Journal of Professional Counseling: PracƟce, 
Theory & Research, 35(2), 31-45. hƩps://doi.org/10.1080/15566382.2007.12033836  

Hen, M., & Goroshit, M. (2016). Social-emoƟonal competencies among teachers: An examinaƟon of 
interrelaƟonships. Cogent EducaƟon, 3(1). hƩps://doi.org/10.1080/2331186X.2016.1151996  

Henfield, M., & Washington, A. (2012). “I want to do the right thing but what is it?”: White Teachers' 
Experiences with African American Students. The Journal of Negro EducaƟon, 81(2), 148-161. 
hƩps://www.jstor.org/stable/10.7709/jnegroeducaƟon.81.2.0148  

Herlihy, J. (2014). Psychological barriers to fair refugee status determinaƟon related to our 
understanding and expression of gender. In E. Arbel, C. Dauvergne, & J. Millbank (Eds.), 
Gender in Refugee Law. From the margins to the centre. Routledge.  

Holcomb, Z. (2016). Fundamentals of descripƟve staƟsƟcs. Routledge.  
Home Office. (2022). ImmigraƟon staƟsƟcs quarterly release.  Retrieved from 

hƩps://www.gov.uk/government/collecƟons/immigraƟon-staƟsƟcs-quarterly-release 
Hughes, V. (2021). Child migrants’ right to educaƟon in a London academy: tensions between policy, 

language provision, and internaƟonal standards. Human Rights EducaƟon Review, 4(1), 70-
90. hƩps://doi.org/10.7577/hrer.4010  

Humphrey, N., Kalambouka, A., Wigelsworth, M., & Lendrum, A. (2010). Going for Goals: An 
EvaluaƟon of a Short, Social-EmoƟonal IntervenƟon for Primary School Children. School 
Psychology InternaƟonal, 31(N), 250-270. 
hƩps://doi.org/hƩp://dx.doi.org/10.1177/0143034309352578  

Humphrey, N., Lendrum, A., & Wigelsworth, M. (2013). Making the most out of school-based 
prevenƟon: lessons from the social and emoƟonal aspects of learning (SEAL) programme. 
EmoƟonal and Behavioural DifficulƟes, 18(3), 248-260. 
hƩps://doi.org/10.1080/13632752.2013.819251  

Hyson, M. (2004). The emoƟonal development of young children: Building an emoƟon-centered 
curriculum. Teachers College Press. 
hƩps://books.google.co.uk/books?hl=en&lr=&id=U2vUpLQwOxoC&oi=fnd&pg=PP11&ots=dr
qv-Fg89j&sig=UyOX5qoaLtbDBƞrdWsFQAnceso&redir_esc=y#v=onepage&q&f=false  

InternaƟonal ConvenƟon on the ProtecƟon of the Rights of All Migrant Workers and Members of 
Their Families, (1990). hƩps://www.ohchr.org/en/professionalinterest/pages/cmw.aspx 

Iversen, V. C., Sveaass, N., & Morken, G. (2014). The role of trauma and psychological distress on 
moƟvaƟon for foreign language acquisiƟon among refugees. ArƟcle in InternaƟonal Journal 
of Culture and Mental Health. hƩps://doi.org/10.1080/17542863.2012.695384  

Jakobovits, L. (1966). ComparaƟve PsycholinguisƟcs in the Study of Cultures. InternaƟonal Journal of 
Psychology, 1(1), 15-37.  



363 
 

Jakobsen, M., DemoƩ, M. A., & Heir, T. (2014). Prevalence of Psychiatric Disorders Among 
Unaccompanied Asylum-Seeking Adolescents in Norway. Clinical pracƟce and epidemiology 
in mental health: CP & EMH, 10, 53-58.  

Jamil De Mongomery, C., Stathopoulou, T., & Andreas Eikemo, T. (2019). Asylum-seeking Parents' 
Reports of Health DeterioraƟon in Their Children since Fleeing Their Home Country. Journal 
of Refugee Studies, 32(1), i52-i62. hƩps://doi.org/10.1093/jrs/fez018  

Janaideh, A. R., Paradis, J., Soto-Corominas, A., Vitoroulis, I., Al Janaideh, R., Chen, X., GoƩardo, A., 
Jenkins, J., & Georgiades, K. (2022). The role of socioemoƟonal wellbeing difficulƟes and 
adversity in the L2 acquisiƟon of first-generaƟon refugee children. Bilingualism: Language 
and CogniƟon, 25(5), 921-933. hƩps://doi.org/10.1017/S136672892200030X  

Jané-Llopis, E., Barry, M. M., Hosman, C., & Patel, V. (2005). Mental health promoƟon works: a 
review. PromoƟon and EducaƟon, 12, 9-25.  

Jani, J., Underwood, D., & Ranweiler, J. (2016). Hope as a Crucial Factor in IntegraƟon Among 
Unaccompanied Immigrant Youth in the USA: A Pilot Project. Journal of InternaƟonal 
MigraƟon and IntegraƟon, 17(4), 1195-1209. hƩps://doi.org/10.1007/s12134-015-0457-6  

Jennings, P. A., & Greenberg, M. T. (2009). The Prosocial Classroom: Teacher Social and EmoƟonal 
Competence in RelaƟon to Student and Classroom Outcomes. Review of EducaƟonal 
Research, 79(1), 491-525. hƩps://doi.org/10.3102/0034654308325693  

Joinson, A. (1999). Social desirability, anonymity, and Internet-based quesƟonnaires. Behavior 
research methods, instruments, & computers : a journal of the Psychonomic Society, Inc,, 
31(3), 433–438. hƩps://doi.org/hƩps://doi.org/10.3758/bf03200723  

Jones, D., Greenberg, M., & Crowley, M. (2015). The Economic Case for SEL. In J. Durlak, C. 
Domitrovich, R. Weissberg, & T. GulloƩa (Eds.), (pp. 97-113).  

Jung, W. S., & SƟnneƩ, T. A. (2005). Comparing Judgements of Social, Behavioural, EmoƟonal and 
School Adjustment FuncƟoning for Korean, Korean American and Caucasian American 
Children. School Psychology InternaƟonal, 26(3), 317-329. 
hƩps://doi.org/hƩp://dx.doi.org/10.1177/0143034305055976  

Kale, A., Kindon, S., & Stupples, P. (2018). 'I Am a New Zealand CiƟzen Now-This Is My Home': 
Refugee CiƟzenship and Belonging in a Post-colonizing Country. Journal of Refugee Studies, 
33(3), 577-598. hƩps://doi.org/10.1093/jrs/fey060  

Karatani, R. (2005). How History Separated Refugee and Migrant Regimes: In Search of Their 
InsƟtuƟonal Origins. InternaƟonal Journal of Refugee Law.  

Kerr, J., & Andreoƫ, V. (2019). Crossing borders in iniƟal teacher educaƟon: mapping disposiƟons to 
diversity and inequity. Race Ethnicity and EducaƟon, 22(5), 647-665. 
hƩps://doi.org/10.1080/13613324.2017.1395326  

Kim, S., Crooks, C. V., Bax, K.,, & Shokoohi, M. (2021). Impact of trauma-informed training and 
mindfulness-based social–emoƟonal learning program on teacher aƫtudes and burnout: A 
mixed-methods study. School Mental Health, 13(1), 55-68.  

Koehler, C., & Schneider, J. (2019). Young refugees in educaƟon: the parƟcular challenges of school 
systems in Europe. ComparaƟve MigraƟon Studies. hƩps://doi.org/10.1186/s40878-019-
0129-3  

Lam, L. T., & Wong, E. M. Y. (2017). Enhancing social-emoƟonal well-being in young children through 
improving teachers’ social-emoƟonal competence and curriculum design in Hong Kong. 
InternaƟonal Journal of Child Care and EducaƟon Policy, 11(1), 1-14. 
hƩps://doi.org/10.1186/s40723-017-0031-0  

Lleixà, T., & Nieva, C. (2018). The social inclusion of immigrant girls in and through physical 
educaƟon. PercepƟons and decisions of physical educaƟon teachers. . Sport, EducaƟon and 
Society.  

Local Government, A. (2022). Children and young people's emoƟonal wellbeing and mental health – 
facts and figures. hƩps://www.local.gov.uk/about/campaigns/bright-futures/bright-futures-
camhs/child-and-adolescent-mental-health-and 



364 
 

Loinaz, E. S. (2019). Teachers' percepƟons and pracƟce of social and emoƟonal educaƟon in Greece, 
Spain, Sweden and the United Kingdom. www.um.edu.mt/ijee 

Long, R. (2021). Personal, social, health and economic educaƟon in schools (England).  Retrieved from 
hƩps://commonslibrary.parliament.uk/research-briefings/cbp-7303/ 

Low, S., Smolkowski, K., Cook, C., & Desfosses, D. (2019). Two-Year Impact of a Universal Social-
EmoƟonal Learning Curriculum: Group Differences from Developmentally SensiƟve Trends 
over Time. Developmental Psychology, 55(2).  

Mahoney, J. L., Durlak, J. A., & Weissberg, R. P. (2018). An update on social and emoƟonal learning 
outcome research. Phi Delta Kappan, 100(4), 18-23. 
hƩps://doi.org/10.1177/0031721718815668  

Main, K. (2018). Walking the talk: Enhancing future teachers’ capacity to embed social-emoƟonal 
learning in middle years classrooms. EducaƟon Sciences, 8(3). 
hƩps://doi.org/10.3390/educsci8030143  

Mann, R. M. (2020). Invisibilizing violence against women. Gender, Race & Canadian Law: A Custom 
Textbook from Fernwood Publishing, 366.  

MarƟn, S., Horgan, D., O’Riordan, J., & ChrisƟe, A. (2018). Advocacy and surveillance: primary schools 
teachers’ relaƟonships with asylum-seeking mothers in Ireland. Race Ethnicity and EducaƟon, 
21(4), 458-470. hƩps://doi.org/10.1080/13613324.2016.1248827  

MarƟn, S., O'Riordan, J., Horgan, D., Maier, R., Marouda, M. D., Koutsouraki, E., & Farakouki, L. 
(2021). Report on psycho-social and wellbeing of refugee and migrant children.  

Masoumparast, S. (2016). The Role of Teachers' EmoƟonal Intelligence and Self-Efficacy in Decreasing 
Students' SeparaƟon Anxiety Disorder. InternaƟonal EducaƟon Studies, 9(4). 
hƩps://doi.org/10.5539/ies.v9n4p185  

McBride, M. (2018). Refugee Children’s EducaƟon, A Review of the Literature.  
McDonald, M., & Zeichner, K. M. (2009). Social JusƟce Teacher EducaƟon.  
McIntyre, J., & Neuhaus, S. (2021). Theorising policy and pracƟce in refugee educaƟon: 

Conceptualising ‘safety’, ‘belonging’, ‘success’ and ‘parƟcipatory parity’ in England and 
Sweden. BriƟsh EducaƟonal Research Journal, 47(4), 796-816. 
hƩps://doi.org/10.1002/berj.3701  

McIntyre, J., Neuhaus, S., & Blennow, K. (2020). ParƟcipatory parity in schooling and moves towards 
ordinariness: a comparison of refugee educaƟon policy and pracƟce in England and Sweden. 
Compare, 50(3), 391-409. hƩps://doi.org/10.1080/03057925.2018.1515007  

McMullen, J., Jones, S., Campbell, R., McLaughlin, J., McDade, B., O’Lynn, P., & Glen, C. (2020). 
‘Siƫng on a wobbly chair’: mental health and wellbeing among newcomer pupils in Northern 
Irish schools. EmoƟonal and Behavioural DifficulƟes, 25(2), 125-138. 
hƩps://doi.org/10.1080/01629778.2020.1763095  

Meins, E. (2013). Security of AƩachment and the Social Development of CogniƟon. Psychology Press. 
hƩps://doi.org/10.4324/9780203775912  

Mendenhall, M., Cha, J., Falk, D., Bergin, C., & Bowden, L. (2021). Teachers as agents of change: 
posiƟve discipline for inclusive classrooms in Kakuma refugee camp. InternaƟonal Journal of 
Inclusive EducaƟon, 25(2), 147-165.  

MezzanoƩe, C. (2022). The social and economic raƟonale of inclusive educaƟon: An overview of the 
outcomes in educaƟon for diverse groups of students. hƩps://doi.org/10.1787/bff7a85d-en  

Micheal Perry, J., ModesƟ, C., Talamo, A., & Nicolais, G. (2019). Culturally SensiƟve PTSD Screening in 
Non-Western Youth: ReflecƟons and IndicaƟons for Mental Health PracƟƟoners. Journal of 
Refugee Studies, 32(1), i151-i161. hƩps://doi.org/10.1093/jrs/fez053  

Michnick Golinkoff, R., & Hirsh-Pasek, K. (2016). Becoming Brillant. In What Science Tells Us About 
Raising Successful Children: American Psychological AssociaƟon. 

Mock-Muñoz de Luna, C., Granberg, A., Krasnik, A., & Vitus, K. (2020). Towards more equitable 
educaƟon: meeƟng health and wellbeing needs of newly arrived migrant and refugee 
children—perspecƟves from educators in Denmark and Sweden. InternaƟonal Journal of 



365 
 

QualitaƟve Studies on Health and Well-Being, 15(sup2). 
hƩps://doi.org/hƩp://dx.doi.org/10.1080/17482631.2020.1773207  

Moher, D, LiberaƟ A, Tetzlaff J, & DG., A. (2009). Preferred reporƟng items for systemaƟc reviews and 
meta-analyses: the PRISMA statement. PLoS Med., 6(7).  

Montgomery, E. (2007). Acta Psychiatrica Scandinavica: Preface. Acta Psychiatrica Scandinavica, 
116(SUPPL. 436), 1-46. hƩps://doi.org/10.1111/j.1600-0447.2007.01074.x  

Morton, B. (2022). Minister warns on language aŌer Suella Braverman 'invasion' comment. BBC 
News.  

NaƟonal Health Services. (2019). Children and young people's mental health services (CYPMHS) 
hƩps://www.nhs.uk/nhs-services/mental-health-services/mental-health-services-for-young-
people/children-young-people-mental-health-services-cypmhs/ 

NaƟonal Health Services. (2020). Counselling. hƩps://www.nhs.uk/mental-health/talking-therapies-
medicine-treatments/talking-therapies-and-counselling/counselling/ 

NaƟonal Health Services. (2022). How you can access NHS mental health services. 
hƩps://www.nhs.uk/mental-health/social-care-and-your-rights/how-to-access-mental-
health-services/ 

NaƟonal Research Council and InsƟtute of Medicine. (2009). PrevenƟng Mental, EmoƟonal, and 
Behavioral Disorders Among Young People: Progress and PossibiliƟes. CommiƩee on 
PrevenƟon of Mental Disorders and Substance Abuse Among Children, Youth and Young 
Adults: Research Advances and Promising IntervenƟons. Board on Children, Youth, and 
Families, Division of Behavioral and Social Sciences and EducaƟon. hƩp://www.nap.edu.  

Newcomer, S. N., Ardasheva, Y., Morrison, J. A., Ernst-Slavit, G., Morrison, S. J., Carbonneau, K. J., & 
Lightner, L. K. (2020). “Whoa… Welcome to America!”: SupporƟng Refugee Background 
Students’ SocioemoƟonal Well-Being, English Language Development, and Content Area 
Learning. Journal of Research in Childhood EducaƟon, 35(3), 417-437. 
hƩps://doi.org/10.1080/02568543.2020.1734697  

NHS England. (2017). Next Steps on the Five-Year Forward Views, NHS England.  Retrieved from 
hƩps://www.england.nhs.uk/wp-content/uploads/2017/03/NEXT-STEPS-ON-THE-NHS-FIVE-
YEAR-FORWARD-VIEW.pdf 

Nielsen, B. L., Laursen, H. D., Reol, L. A., Jensen, H., Kozina, A., Vidmar, M., Rasmusson, M., Marušić, 
I., Denk, A., Roczen, N., Jurko, S., & Ojstersek, A. (2019). Social, emoƟonal and intercultural 
competencies: a literature review with a parƟcular focus on the school staff. European 
Journal of Teacher EducaƟon, 42(3), 410-428. 
hƩps://doi.org/10.1080/02619768.2019.1604670  

Norozi, S. A. (2019). Going beyond Academic Support; Mental Well-Being of Newly Arrived Migrant 
Pupils in the Norwegian Elementary RecepƟon Class. Pastoral Care in EducaƟon, 37(2), 108-
125. hƩp://dx.doi.org/10.1080/02643944.2019.1618378  

O'Conner, R., De Feyter, J., Carr, A., Luo, J. L., & Romm, H. (2017a). A review of the literature on social 
and emoƟonal learning for students ages 3-8: CharacterisƟcs of effecƟve social and 
emoƟonal learning programs (part 1 of 4). Regional EducaƟonal Laboratory Mid-AtlanƟc.  

O'Conner, R., De Feyter, J., Carr, A., Luo, J. L., & Romm, H. (2017b). A review of the literature on social 
and emoƟonal learning for students ages 3-8: Outcomes for different student populaƟons 
and seƫngs (part 4 of 4). Regional EducaƟonal Laboratory Mid-AtlanƟc.  

O'Conner, R., De Feyter, J., Carr, A., Luo, J. L., & Romm, H. (2017c). A review of the literature on social 
and emoƟonal learning What's Known for students ages 3-8: ImplementaƟon strategies and 
state and district support policies (part 2 of 4). Regional EducaƟonal Laboratory Mid-AtlanƟc.  

OECD. (2017). State of Health in the EU United Kingdom Country Health Profile. 
hƩp://dx.doi.org/10.1787/888933593874 

Office for NaƟonal StaƟsƟcs. (2021). School workforce in England ReporƟng Year 2020. 
hƩps://explore-educaƟon-staƟsƟcs.service.gov.uk/find-staƟsƟcs/school-workforce-in-
england 



366 
 

Osler, A., & Starkey, H. (1996). Teacher EducaƟon and Human Rights. London: David Fulton.  
Pastor, P. N., Reuben, C. A., & Duran, C. R. (2001). IdenƟfying EmoƟonal and Behavioral Problems in 

Children Aged 4-17 Years: United States, 2001-2007. www.cdc.gov/nchs/nhis/quest_data_ 
Paudyal, P., TaƩan, M., & Cooper, M. J. F. (2021). QualitaƟve study on mental health and well-being of 

Syrian refugees and their coping mechanisms towards integraƟon in the UK. BMJ open, 11, 
46065-46065. hƩps://doi.org/10.1136/bmjopen-2020-046065  

Peters, M. D. J., Godfrey, C. M., Khalil, H., McInerney, P., Parker, D., & Soares, C. B. (2015). Guidance 
for conducƟng systemaƟc scoping reviews. JBI Evidence ImplementaƟon, 13(3). 
hƩps://journals.lww.com/ijebh/Fulltext/2015/09000/Guidance_for_conducƟng_systemaƟc_
scoping_reviews.5.aspx  

Phillimore, J. (2012). ImplemenƟng integraƟon in the UK: lessons for integraƟon theory, policy and 
pracƟce. The Policy Press, 1-21. hƩps://doi.org/10.1332/030557312X13323363616764  

Phipps, A. (2020). PGR-led Seminar Series: Decolonising Forced MigraƟon (Seminar 1). In. 
Poulou, M. S. (2017). An examinaƟon of the relaƟonship among teachers' percepƟons of social-

emoƟonal learning, teaching efficacy, teacher-student interacƟons, and students' behavioral 
difficulƟes. InternaƟonal Journal of School & EducaƟonal Psychology, 5(2), 126-136. 
hƩps://doi.org/10.1080/21683603.2016.1203851  

PrenƟce, C. M. (2022). Educators' posiƟve pracƟces with refugee pupils at two schools in England. 
BriƟsh EducaƟonal Research Journal. hƩps://doi.org/10.1002/berj.3818  

PrenƟce, C. M., & OƩ, E. (2021). Previous experience, trickle-down training and systemic ad hoc-ery: 
educators’ knowledge acquisiƟon when teaching refugee pupils in one local authority in 
England. Teachers and Teaching: Theory and PracƟce, 27(1-4), 269-283. 
hƩps://doi.org/10.1080/13540602.2021.1946034  

Pritchard, P., Maehler, D. B., Pötzschke, S., & Ramos, H. (2019). IntegraƟng Refugee Children and 
Youth: A Scoping Review of English and German Literature. Journal of Refugee Studies, 32.  

PSHE AssociaƟon. (n.d.). Mental health. hƩps://pshe-associaƟon.org.uk/topics/mental-health 
Rasheed, D. S., Brown, J. L., Doyle, S. L., & Jennings, P. A. (2020). The Effect of Teacher–Child 

Race/Ethnicity Matching and Classroom Diversity on Children's SocioemoƟonal and 
Academic Skills. Child Development, 91(3), e597-e618. hƩps://doi.org/10.1111/cdev.13275  

Reiss, F. (2013). Socioeconomic inequaliƟes and mental health problems in children and adolescents: 
A systemaƟc review. Social Science and Medicine, 90, 24-31. 
hƩps://doi.org/10.1016/j.socscimed.2013.04.026  

Rimm-Kaufman, S., & Hulleman, C. (2015). SEL in Elementary School Seƫngs IdenƟfying Mechanisms 
That MaƩer. In J. Durlak, C. Domitrovich, R. Weissberg, & T. GulloƩa (Eds.), (pp. 151-166). 
Guilford Press.  

Roorda, D. L., Koomen, H. M. Y., Spilt, J. L., & Oort, F. J. (2011). The influence of affecƟve teacher-
student relaƟonships on students' school engagement and achievement: A meta-analyƟc 
approach. Review of EducaƟonal Research, 81(4), 493-529. 
hƩps://doi.org/10.3102/0034654311421793  

Sabol, T. J., & Pianta, R. C. (2012). AƩachment & Human Development Recent trends in research on 
teacher-child relaƟonships. hƩps://doi.org/10.1080/14616734.2012.672262  

Sadler, K., Vizard, T., Ford, T., Marcheselli, F., Pearce, N., Mandalia, D., Davis, J., Brodie, E., Forbes, N., 
Goodman, A. (2018). Mental health of children and young people in England 2017.  

Sahin Asi, D., Ocak Karabay, S., & Guzeldere Aydin, D. (2019). EmoƟonal correspondence between 
preschoolers and teachers: what are the effects on child–teacher relaƟonships? EducaƟon 3-
13, 47(8), 969-982. hƩps://doi.org/10.1080/03004279.2018.1544579  

Sale, R. (2005). Secure Borders, Safe Haven: A contradicƟon in terms? Ethnic and Racial Studies, 
28(3), 445-462. hƩps://doi.org/10.1080/0141987042000337830  

Salovey, P., BrackeƩ, M. A., Mayer, J. D., & Salovey, W. P. (2004). EmoƟonal Intelligence: Key Readings 
on the Mayer and Salovey Model.  



367 
 

Samara, M., El Asam, A., Khadaroo, A., & Hammuda, S. (2020). Examining the psychological well-
being of refugee children and the role of friendship and bullying. BriƟsh Journal of 
EducaƟonal Psychology, 90(2), 301-329. hƩps://doi.org/10.1111/bjep.12282  

Schmees, P., Braig, J., Nilles, H., Kerkhoff, D., Demir, Z., Rueth, J. E., Lohaus, A., & Eschenbeck, H. . 
(2022). Well-being and resources of minors with refugee background in comparison to 
minors with migraƟon or naƟve background. European Journal of Health Psychology.  

Schonert-Reichl, K. A. (2018). Social and EmoƟonal Learning and Teachers. 
hƩps://doi.org/10.1353/foc.2017.0007  

Schoonenboom, J., & Johnson, R. B. (2017). How to construct a mixed methods research design. (69), 
107-131.  

SchuƩe, N. S., Malouff, J. M., Simunek, M., McKenley, J., & Hollander, S. (2002). CharacterisƟcs 
emoƟonal intelligence and emoƟonal well-being. CogniƟon and EmoƟon, 16(6), 769-785. 
hƩps://doi.org/10.1080/02699930143000482  

Sciucheƫ, M. B. (2017). Addressing inequity in special educaƟon: An integrated framework for 
culturally responsive social emoƟonal pracƟce. Psychology in the Schools, 54(10), 1245-1251. 
hƩps://doi.org/10.1002/pits.22073  

Sensoy, Ö., & DiAngelo, R. (2014). Respect differences? Challenging the common guidelines in social 
jusƟce educaƟon. Democracy and EducaƟon, 22(2), 1.  

Shelemy, Harvey, & Waite. (2019). SupporƟng students’ mental health in schools: what do teachers 
want and need? . EmoƟonal and Behavioural DifficulƟes, 24(1), 100-116.  

Shepherd, J. (Registered 2021). Equity of InstrucƟon in the Social and EmoƟonal Learning of Refugee 
and Migrant Students: A Scoping Review Protocol. In: Center For Open Science. 

Shepherd, J. (SubmiƩed 2023a). Equity of InstrucƟon in the Social and EmoƟonal Learning of Refugee 
and Migrant Students: A Scoping Review. .  

Shepherd, J. (SubmiƩed 2023b). Teachers’ PerspecƟves and PracƟces RelaƟng to Refugee Girls. A 
Mixed-Methods MulƟdisciplinary Survey. .  

Shepherd, J., Dewhirst, S., PickeƩ, K., Byrne, J., Speller, V., Grace, M., Almond, P., Hartwell, D., & 
Roderick, P. (2013). Factors facilitaƟng and constraining the delivery of effecƟve teacher 
training to promote health and well-being in schools: a survey of current pracƟce and 
systemaƟc review. Public Health Research, 1(2).  

Sheridan, S. M., Smith, T. E., Moorman Kim, E., Beretvas, S. N., & Park, S. (2019). A Meta-Analysis of 
Family-School IntervenƟons and Children’s Social-EmoƟonal FuncƟoning: Moderators and 
Components of Efficacy. Review of EducaƟonal Research, 89(2), 296-332. 
hƩps://doi.org/10.3102/0034654318825437  

Singer, M., Dressler, W., & George, S. (2016). Culture: The missing link in health research. Social 
Science & Medicine, 170(1), 237-246. 
hƩps://doi.org/hƩps://doi.org/10.1016/j.socscimed.2016.07.015  

Spade, D. (2015). Normal life: administraƟve violence, criƟcal trans poliƟcs, and the limits of law. 
Brooklyn, New York: South End Press.  

SƟllman, S. B., SƟllman, P., MarƟnez, L., Freedman, J., Jensen, A. L., & Leet, C. (2018). Strengthening 
social emoƟonal learning with student, teacher, and schoolwide assessments. Journal of 
Applied Developmental Psychology, 55, 71-92. hƩps://doi.org/10.1016/j.appdev.2017.07.010  

SƟpp, B. (2019). EmoƟonal and Behavioural DifficulƟes A big part of educaƟon also: A mixed-
methods evaluaƟon of a social and emoƟonal learning (SEL) course for pre-service teachers. 
EmoƟonal and BehaviouralDifficulƟes, 24(2), 204-218. 
hƩps://doi.org/10.1080/13632752.2019.1597569  

Strang, A., & Ager, A. (2010). Refugee IntegraƟon: Emerging Trends and Remaining Agendas. Journal 
of Refugee Studies, 23(4), 589-607. hƩps://doi.org/10.1093/jrs/feq046  

Sullivan, A. L., & Simonson, G. R. (2016). A SystemaƟc Review of School-Based Social-EmoƟonal 
IntervenƟons for Refugee and War-TraumaƟzed Youth. 86(2), 503-530. 
hƩps://doi.org/10.3102/0034654315609419  



368 
 

Sundaram, V. (2013). The Routledge Companion to EducaƟon - Google Books. In J. Arthur & A. 
Peterson (Eds.), (pp. 282-291). Taylor and Francis.  

SuƩon, R., & Wheatley, K. (2003). Teachers’ EmoƟons and Teaching: A Review of the Literature and 
DirecƟons for Future Research. EducaƟonal Psychology Review, 15(4), 327-358.  

Tobin, J. (2020). Addressing the needs of children of immigrants and refugee families in 
contemporary ECEC seƫngs: findings and implicaƟons from the Children Crossing Borders 
study. European Early Childhood EducaƟon Research Journal, 28(1), 10-20. 
hƩps://doi.org/10.1080/1350293X.2020.1707359  

Tom, K. (2012). Measurement of teachers' social-emoƟonal competence: Development of the social-
emoƟonal competence teacher raƟng scale University of Oregon].  

Towne, L., & Shavelson, R. J. (2002). ScienƟfic research in educaƟon. NaƟonal Academy Press 
PublicaƟons Sales Office.  

Tricco AC, Lillie E, Zarin W, O'Brien KK, Colquhoun H, Levac D, Moher D, Peters MDJ, Horsley T, Weeks 
L, Hempel S, Akl EA, Chang C, McGowan J, Stewart L, Hartling L, AldcroŌ A, Wilson MG, 
GarriƩy C, . . . SE., S. (2018). PRISMA extension for scoping reviews (PRISMA-ScR): checklist 
and explanaƟon., 169  (7), 467-473.  

Ulloa, M., Evans, I. M., & Jones, L. M. (2016). The effects of emoƟonal awareness training on 
teachers' ability to manage the emoƟons of preschool children: An experimental study. 
hƩps://doi.org/10.5231/psy.writ.2015.1711  

Ulusoy-Oztan, Y., & Polat, S. (2009). RelaƟonship Between EmoƟonal Intelligence of Primary School 
4th and 5th Grade Students and their Teachers.  

UNHCR. (2014). Refugee vs. migrant: Which is right and why it maƩers. 
hƩps://www.unhcr.org/news/stories/unhcr-viewpoint-refugee-or-migrant-which-right 

UNHRC, U. K. (2022). Figures at a Glance. hƩps://www.unhcr.org/uk/figures-at-a-glance.html 
UNICEF. (2013). Resilience, humanitarian assistance and social protecƟon for children in Europe and 

Central Asia. Regional Issue Brief.  
UNICEF. (2019). UNICEF Refugee and Migrant Children in Europe Accompanied, Unaccompanied and 

Separated. hƩps://www.unicef.org/eca/documents/refugee-and-migrant-children-europe-
accompanied-unaccompanied-and-separated 

Unterhalter, E. (2009). What is equity in educaƟon? ReflecƟons from the capability approach. Studies 
in philosophy and educaƟon, 28, 415-424.  

Van Dijk, P., Hoof, G. J., & Van Hoof, G. J. (1998). Theory and pracƟce of the European ConvenƟon on 
Human Rights. MarƟnus Nijhoff Publishers.  

Vargas-Silva, C., & Rienzo, C. (2022). Migrants in the UK: An Overview. 
hƩps://migraƟonobservatory.ox.ac.uk/resources/briefings/migrants-in-the-uk-an-overview/ 

Walsh, P. W. (2020). Asylum and refugee reseƩlement in the UK.  
Weis, D. P. (1995). The Refugee ConvenƟon, 1951. The travaux préparatoires analysed, with a 

commentary by the late Dr. Paul Weis. VRÜ Verfassung und Recht in Übersee, 2(3), 397-398.  
Weissberg, R., Durlak, J., Domitrovich, C., & GulloƩa, T. (2015). Social and EmoƟonal Learning Past, 

Present, and Future. In J. Durlak, C. Domitrovich, R. Weissberg, & T. GulloƩa (Eds.), (pp. 3-
19). Guilford Press.  

Weissberg, R. P., & Cascarino, J. (2013). Academic Learning + Social-EmoƟonal Learning = NaƟonal 
Priority. Phi Delta Kappan, 95(2), 8-13. hƩps://doi.org/10.1177/003172171309500203  

Welsh, J., Strazdins, L., Ford, L., Friel, S., O'Rourke, K., Carbone, S., & Carlon, L. (2015). PromoƟng 
equity in the mental wellbeing of children and young people: A scoping review. Health 
PromoƟon InternaƟonal, 30, ii36-ii76. hƩps://doi.org/10.1093/heapro/dav053  

Wigelsworth, M., Eccles, A., & Santos, J. (2021). Social and EmoƟonal Learning: A survey of English 
primary school's prioriƟes, percepƟons, and pracƟces. 13(2), 23-39. www.um.edu.mt/ijee  

Wigelsworth, M., Humphrey, N., & Lendrum, A. (2012). A naƟonal evaluaƟon of the impact of the 
secondary social and emoƟonal aspects of learning (SEAL) programme. EducaƟonal 
Psychology, 32(2), 213-238. hƩps://doi.org/10.1080/01443410.2011.640308  



369 
 

Wigelsworth, M., Lendrum, A., Oldfield, J., ScoƩ, A., ten Bokkel, I., Tate, K., & Emery, C. (2016). The 
impact of trial stage, developer involvement and internaƟonal transferability on universal 
social and emoƟonal learning programme outcomes: a meta-analysis. Cambridge Journal of 
EducaƟon, 46(3), 347-376. hƩps://doi.org/10.1080/0305764X.2016.1195791  

Wigelsworth, M., Verity, L., Mason, C., Qualter, P., & Humphrey, N.,. (2022a). Making a Case for Core 
Components: New FronƟers in SEL Theory, Research, and PracƟce. 
hƩps://doi.org/10.1080/2372966X.2021.2004863  

Wigelsworth, M., Verity, L., Mason, C., Qualter, P., & Humphrey, N.,. (2022b). Social and emoƟonal 
learning in primary schools: A review of the current state of evidence. Br J Educ Psychol, 
92(3), 898-924. hƩps://doi.org/10.1111/bjep.12480  

Williford, A., & Sanger WolcoƩ, C. (2015). SEL and Student-Teacher RelaƟonships. In J. Durlak, C. 
Domitrovich, R. Weissberg, & T. GulloƩa (Eds.), (pp. 229-243). Guilford PublicaƟons.  

Woodcock, S., & Woolfson, L. M. (2019). Are leaders leading the way with inclusion? Teachers’ 
percepƟons of systemic support and barriers towards inclusion. InternaƟonal Journal of 
EducaƟonal Research, 93, 232-242.  

World Health OrganizaƟon. (2022). Mental Health. hƩps://www.who.int/news-room/fact-
sheets/detail/mental-health-strengthening-our-response 

World Health OrganizaƟon. (2023). Stress. hƩps://www.who.int/news-room/quesƟons-and-
answers/item/stress 

Yi Cheung, S., & Phillimore, J. (2014). Refugees, Social Capital, and Labour Market IntegraƟon in the 
UK. Sociology, 48(3), 518-536. hƩps://doi.org/10.1177/0038038513491467  

Zgonjanin, M. (2022). Brexit: Why the discourse is so uƩerly damning for migrants. 
hƩps://sites.manchester.ac.uk/global-social-challenges/2022/07/06/brexit-why-the-
discourse-is-so-uƩerly-damning-for-migrants/ 

Zinsser, K. M., Denham, S. A., Curby, T. W., & Shewark, E. A. (2015). “PracƟce What You Preach”: 
Teachers’ PercepƟons of EmoƟonal Competence and EmoƟonally SupporƟve Classroom 
PracƟces. Early EducaƟon and Development, 26(7), 899-919. 
hƩps://doi.org/10.1080/10409289.2015.1009320  

 


