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Abstract

The transition of International New Arrival (INA) students into UK schools is an increasingly relevant topic, with the most recent statistics showing that 896,000 school-aged children and young people are born abroad (ONS, 2023). However, the socio-political context of migration often frames new arrivals through a deficit lens. Research in the UK has emphasised the importance of understanding INA students' transition experiences. Staff support has consistently been noted as a factor in improving transition experiences (Bhardwaj, 2022; O’Shea, 2018), with research indicating that positive transition experiences contribute to a sense of belonging, acculturation, mental health, social inclusion, and academic achievement (O’Shea, 2018; Cartmell, 2013; Burcham, 2009; Wong, 2020). Therefore, understanding what educational professionals constitute as a positive transition and the best practices in their support, appears timely and essential.

This research took an appreciative approach and offered an alternative to deficit-based narratives, by seeking to uncover strengths within practice. The study was guided by three research questions: (1) How do educational professionals understand positive transition? (2) What do they perceive as best practice? (3) What can be learned to improve future support for INA students' transition?

Six participants, working across the local authority and secondary schools in a variety of roles, engaged in appreciative interviews reflecting on a positive experience of supporting the transition of INA students. The data were analysed using reflexive thematic analysis (Braun and Clarke, 2022), generating four overarching themes and eleven interrelated sub-themes. The discussion section of this thesis examined the research questions, recognising that participants' understandings of positive transition and their perceptions of best practice in supporting INA students were highly interconnected. Drawing on these insights, the study critically considered what could be learned to enhance future support for INA students entering UK secondary schools as well as implications for Educational Psychology practice. 
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Chapter 1 - Introduction
1.0 Introduction
My interest in exploring transition support for International New Arrivals (INA) students as a research area began during my time as a secondary school teacher, where I worked in an increasingly multicultural school community. Over time, I saw firsthand the complexities of transition faced by new-to-country students who joined partway through the academic year, each bringing diverse migration experiences, whether displaced by conflict or migrating for economic reasons. During my time in the classroom, I had the privilege of witnessing the resilience of INA students, but also their challenges in adjusting to a new educational system. As such I became acutely aware of how critical transition support was in shaping their sense of belonging, emotional wellbeing, and educational engagement.
As I worked closely with these students, I also became more conscious of the broader societal narratives surrounding migration, which are often framed in deficit-based or negative terms. This led me to reflect on how the wider societal context surrounding migration forms an important backdrop to INA students’ transition experiences, and how an awareness of this context may be important in shaping sensitive and inclusive support. Therefore, recognising the complex and layered nature of these transitions deepened my interest in understanding how educational professionals perceive positive transitions and what they view as best practice in this area.
While existing research highlights challenges faced by INA students, it often overlooks the role of educational professionals in facilitating positive transitions highlighting a critical gap in the literature. Educational transitions will remain an important topic for schools given that migration to the UK is predicted to continue to rise (Home Office, 2023) and Educational Psychologists (EPs) can play a key role in this through advocating for systemic change and promoting inclusive practices.
Given this, it felt important to approach the research in a way that foregrounded strengths, possibilities, and professional insight, rather than focusing solely on problems or gaps. I chose to use appreciative interviews as a way of encouraging participants to reflect on and share examples of what they felt had worked well in supporting INA students’ transitions. This approach aligned with my commitment to recognising and valuing the expertise of educational professionals, as well as promoting socially just narratives that emphasise positive practices and opportunities for growth. By focusing on what has been experienced as positive, I hoped to contribute to a more empowering and hopeful understanding of how INA students can be supported to thrive within their transition to a UK secondary school.
Therefore, this research aims to explore how educational professionals understand positive transition for INA students in UK secondary schools; to identify the practices they view as most supportive; and to consider, from their perspectives, how future practices might be improved. These aims are intended to centre the lived realities of their practice, as professionals working closely with INA students, and ultimately contribute towards an understanding of support for INA students’ transition.
In this research, I acknowledge my position as an outsider to the lived experiences of INA students while also aligning myself with those who seek to support them. As a researcher, I do not share the direct experience of transitioning into a UK secondary school as an INA student, thus my understanding is shaped through the lens of educational professionals rather than firsthand accounts from the students themselves. This will be further discussed in Chapter 3.
The following research questions will therefore be explored within this thesis:
Research question 1 – How do educational professionals understand positive transition for INA students into UK secondary schools? 

Research question 2 - What do educational professionals perceive to be best practice in their work supporting the transition of INA students into UK secondary schools?

Research question 3 - What can be learned from how educational professionals understand and support positive transition for INA students, to improve practices for future students entering UK secondary schools?


1.0.1 Overview

This thesis reviews the relevant literature to consider transition support for INA young people. It outlines the methodology and procedures used to gather data from the educational professional participants. The analysis and discussion section provides information about the themes that arose and reflexively considers my own views and experiences within this. The discussion section discusses the themes in relation to the research questions and their relevance to educational psychology. Finally, the limitations of this research and implications for relevant professionals and organisations have been considered.

Chapter 2 - Literature Review
2.0. Introduction

This section will present a review of the literature to establish the background for the research. The review will present an overview of the current context of migration for young people to the UK, considering this both statistically and the influence of socio-political factors. The term INA will be defined before reviewing the literature that has explored INA students' experiences of ‘transition’ to UK secondary schools. In short, the definition of transition in this research context involves the stages and processes involved in helping INA students adjust to a new school environment, with a focus on the professional support they receive at each stage. The literature review will then define the term ‘educational professionals’ then explore the role of these in the support provided during transition for INAs. Psychological theory relating to transition will be used to frame the research aims, highlight identified gaps, and demonstrate its relevance to Educational Psychology (EP) practice.

2.1 Migration
2.1.1 The Socio-political context 

The term ‘migration’ is a broad concept relating to the act of moving from a person’s typical place of residence, either within the same country (internal migration) or across national borders into other countries (international migration) for a range of reasons, and this residence being either for temporary or permanent periods (International Organization for Migration, 2022). Within this literature review, ‘migration’ will be used to refer to international migration.

The estimated number of international migrants globally has increased by 83% over the past two decades (International Organization for Migration, 2022). Such increases in migration have led to significant demographic changes in local communities and student populations within schools globally (UNICEF, 2021). However, worldwide, migration appears to be a complex issue. Views regarding migration across Europe, in particular, vary widely (Heath et al., 2020) whilst public resistance to immigration in certain areas globally has become a significant divisive influence, with discourses of migration at the forefront of political discussions and news-sharing outlets. Language and education are frequently at the forefront of contentious discussions regarding migration in several western democracies, where xenophobia and racism are on the increase (Welply, 2023).

Within the UK specifically, such socio-political tensions were further magnified during the summer of 2024 where anti-immigration fuelled riots took place across the country. The widespread media coverage during and following these, will have played a crucial role in shaping public opinion towards immigration, by amplifying narratives around security and control whereby social media platforms became spaces of hostility fuelled by misinformation. 

Most recent statistics from 2023 report that people born outside the UK made up an estimated 14.5% of the UK’s population, or 9.6 million people (Office for National Statistics [ONS], 2023) and historically, the UK had a relatively open approach to immigration, particularly after World War II when workers from Commonwealth countries were encouraged to fill labour shortages (Doty, 1996). However, this has shifted towards more restrictive approaches, particularly during the Brexit campaign, when proponents of leaving the EU highlighted immigration and stricter control over UK borders as a central point of discussion. Since then, the government has implemented policies to reduce net migration, such as introducing more stringent visa requirements, a points-based system, and setting annual migration targets (Home Office, 2022). 

The UK’s immigration statistics are expected to rise by the next census, and the Home Office (2023) reports that as of March 2023, migration into the UK was noted to be 90% higher than the year ending March 2022 (Home Office, 2023) presumably influenced by factors such as the war in Ukraine and the UK’s humanitarian policy for Hong Kong BNO status holders (Home Office, 2023). 

Thus, the topic of migration remains highly relevant within the UK and therefore also within education, particularly for INA CYP and their families, many of whom face the dual challenges of adjustment and belonging within systems increasingly shaped by external political narratives. Notably, data for this study was gathered shortly before the riots and analysed during, thus, the socio-political climate is an important contextual factor that underpins the relevance and framing of this research.

2.1.2 Terminology - International New Arrival

Distinguishing between different groups of migrants can be difficult, with research utilising varying phrases to acknowledge individuals who have experienced forced (or involuntary) migration, e.g. those who have experienced violent displacement from their home countries and are subsequently forced to seek refuge elsewhere (Castles, 2003, as cited in Mamali and Arvanitis, 2022) as well as voluntary migrants, who alongside a guardian, choose to leave their home country for various reasons such as employment or harsh living conditions within their country of birth (Sahin-Mencutek, 2020).

International New Arrival is a term used to describe Children and Young People (CYP) who are international migrants to the country; therefore, this term encompasses the subgroups of refugees, asylum seekers and children whose parents are working or studying in the UK thus considered as economic migrants (Department for Children, Schools and Families [DCSF], 2007 as cited in Burgess, 2024). INA is therefore a broad term that encompasses both voluntary and forced migration under one heading. McKenna (2005) (as cited in Hastings, 2012) argued that although there is a great deal of heterogeneity in the experiences of CYP who have experienced forced and voluntary migration to a new country, individual differences remain within these groups. 

Considering Asylum Seekers and Refugees (ASR) and voluntary migrants both under the one term of ‘INA’ has been the choice adopted by the UK government across policy and legislation (DCSF, 2007). The New Arrivals Excellence Programme (NAEP) is a Department for Education (DfE) published document designed to “provide support and guidance for schools in setting up systems to track the progress of newly arrived pupils as well as support in evaluating current policies and practices to plan more effective provision for new arrivals” (New Arrivals Excellence Programme Guidance, DCSF, 2007, p .6). The NAEP define INA as “Including refugees, asylum seekers and economic migrants from overseas” and state that this group as a whole may experience challenges in “learning English as an Additional Language (EAL); difficulties in managing the transition to a new country; feeling misunderstood, unvalued or alienated if they cannot see their culture, language, experiences reflected around the school or in the classroom” (New Arrivals Excellence Programme Guidance, DCSF, 2007, p. 3), thus suggesting overlap in the experiences of INA young people beginning school in the UK. In this context, the term ‘new arrival’ is also present, as seen in Ofsted's (2013) instructions to school inspectors in England. The term is used to consider both the duration of residence in the country and proficiency in English. 
These examples demonstrate that UK services will therefore adopt approaches that do not distinguish between refugees, asylum seekers, and economic migrants when providing support. Instead, the focus is placed on the CYP’s needs rather than their specific legal status. In addition to this, it is important to note that schools do not hold detailed information regarding a student’s migration status; instead, they rely on information shared by the family or the young person themselves. The most likely information that will be shared is that the student has moved to the UK and when this was. As a result, schools will not differentiate support based on migration status, but will likely be aware that the student is a new arrival to the UK thus I recognise that ‘INA’ is likely the term most commonly used in British schools to refer to CYP who have recently relocated to the UK from their country of origin.
There is no strict, universally defined time boundary for how long a child or young person is considered an INA in the UK. This lack of formal definition reflects the complexities of migration experiences and the varying rates at which individuals and families adjust and settle into their new environments. In practice, the period during which a student is supported as an INA may differ depending on local authority policies, school procedures, and the individual needs of the child. The research ‘Using narrative to make sense of transitions: supporting newly arrived children and young people’ by Hulusi and Oland (2010) provides a useful working definition, describing a "new arrival" as a CYP who migrated to the UK up to three years ago. This timeframe recognises that the early years following arrival are critical for the overall educational transition, language acquisition, and social integration (Hulusi and Oland, 2010; Demie, 2013; Evans and Liu, 2018). Demie (2013) shows that English language learners, many INA students, face the largest attainment gaps within the first two to three years post-arrival. This highlights the need for focused support during this period, further justifying the use of a three-year timeframe to define INA.
Consequently, this definition acknowledges that the support needs of newly arrived students tend to be most acute during this period of time defined. Therefore, this research adopts the three-year timeframe as a practical guideline, as it aligns with the existing literature. Chapter 3 specifically references this definition and applies it as a criteria for identifying INA students within the scope of this research. 
Throughout this research, I will adopt the term ‘International New Arrival’ however it is necessary to note that when reviewing the current literature, the terminology used by the original authors will be utilised which may vary from the terminology agreed here.

[bookmark: _heading=h.g8pco1w519x3]2.2 Educational Context for INA Students in the UK
2.2.1 National and Local School Context for INA Students

Schools in England do not classify students dependent on their migration status, but rather on their ethnicity and spoken language (whether English is an additional language [EAL]) (Udrescu-Clarke, 2023). This means that it is difficult to ascertain the current numbers of migrant students accessing UK schools, meaning the length of time a CYP may be referred to as an INA student, varies from school to school.

The latest school data, as reported by the UK Government, from the academic year 2023-2024 indicates that 37.4% of students in primary schools and 36.6% of secondary school students are from an ethnic minority background, which is up from 36.1% and 35.4% in 2022/23 (ONS, 2024). The linguistic background of INA students is very diverse, with most young people in this group speaking a language that is not the primary language of the host country (Horgan et al, 2022). The latest school data reported by the UK Government indicates that 22.8% of primary and 18.6% of secondary school students have a first language other than English, making them EAL learners (ONS, 2024). 

This shows that language and cultural diversity exists increasingly within UK schools and as INA status is not recorded, there is a reliance on educational professionals to know the young people joining, in order to best support them through the transition. 
2.2.2 Legislation, Policy and Service delivery

Despite the clear diversity within UK schools, government legislation and policy appears to have given little consideration to the school transition and integration of INA students (Manzoni & Rolfe, 2019 as cited in Burgess, 2024). The most recent government policy specifically concerning support of migratory students within education and seemingly the only document focused on bridging the gap between education and migration in its broadest sense, is the New Arrivals Excellence Programme Guidance [NAEP] (DCSF, 2007, as cited in Burgess, 2024). This guidance outlines ways in which professionals might support new arrivals, including an emphasis on the importance of collecting information on a student’s social, cultural, and linguistic background to contextualise assessment data and inform appropriate transitional support (DCSF, 2007, p.17).
However, the guidance focuses on both INA students and students moving from another school within the UK whose experiences will likely be very different to those who are new to the country and the UK education system. Criticisms of the NAEP guidance could note it has cultural sensitivity gaps and the guidance's emphasis on universal practices for professionals and one-size fits all approach, could be seen to overlook nuances of the communities experiences. In particular, it fails to take into account influencing factors such as emotional well-being and mental health needs and does not include student voice in identifying what has contributed to positive transition experiences.
This guidance must also be understood in light of funding shifts that will have directly impacted schools’ capacity to implement support. Until 2011, LAs received an Ethnic Minority Achievement Grant (EMAG), which was to be utilised to support the learning of EAL students and the achievement of ethnic minority learners (which may also include INA students) (NALDIC, 2015). Budget cuts to public services meant that this funding was removed and mainstreamed into general school funding, meaning there was no requirement for the funds to be allocated specifically to support EAL students (Manzoni and Rolfe, 2019; NALDIC, 2015), thus leaving schools to support INA students with fewer resources, in particular, likely to influence the transitional support for INAs. It is, therefore, even more critical to understand what a positive transition is and what the best practices support this.
These funding constraints are further compounded by the nature of traded services in some LAs, where support for INA students is often only accessible through paid external services. This approach risks reinforcing inequalities, as access to necessary support becomes based upon a school’s financial decisions and capacity, rather than the needs of its students.
The gaps in both policy design and service delivery mentioned, become even more critical when considered within the wider socio-political context. As aforementioned, during the summer of 2024, a number of anti-immigration riots broke out across the UK increasing political debate around border control and the implementation of increasingly restrictive policies, reflecting a shift towards stricter and less supportive views on migration. Such tensions inevitably impact the lived experiences of INA students and their families as well as intensify fear, uncertainty, and exclusion (Hastings, 2012).
Such socio-political realities will likely influence educational experiences for INA young people as they shape how migration is understood, how support is enacted, and in turn how INA students experience joining a UK school and come to see themselves as belonging (Rutter, 2006). In this context, educational support would not be expected to only be focused on curriculum delivery, but also offering emotional, language, and cultural support to students adjusting to a new country under often emotional circumstances. 
Thus, the combination of outdated frameworks, funding reductions, and the socio-political pressures highlights the urgency of better understanding what a positive transition looks like for INA students and identifying best practices that can meaningfully support it.


2.2.3 Secondary school

Research suggests there may be more challenges for INA students in secondary school than in primary school. Appa (2005) interviewed refugee young people, as well as their families and educational professionals, in schools across four UK LAs, with findings noting differences in relation to transition experiences and overall support for primary aged refugee children versus secondary. In particular, Appa shared that refugee CYP in secondary schools had less positive experiences, noting less nurturing support and poorer relationships with staff than the primary-aged refugee students (Appa, 2005; as cited in Burcham, 2009).

The educational structure and set-up of UK secondary schools has been mentioned to explain some of the differences found in Appa’s research, recognising that they are usually much larger and students move between different classes and teachers for each subject, thus creating a more dispersed and less stable social environment (Burcham, 2009). In addition, academic demands in secondary schools are much more complex than in UK primary schools (Walqui and Schmida, 2016), therefore emphasising the need for focused research specifically at the secondary school level for INA students.

From a developmental perspective, adolescence has been recognised to be a particularly challenging time for INAs (Wong, 2020). Valentine et al (2009) stated that secondary-aged INA students face significant challenges in negotiating their sense of identity, often experiencing feelings of loss and confusion. In contrast, having a positive cultural identity and feeling a sense of belonging in school have been identified as crucial factors for INA students' well-being (Cartmell and Bond, 2015); however, as highlighted, the structure and environment of secondary schools can make it more difficult to cultivate these positive experiences. In fact, Rutter (2006) stated that secondary schools may be the educational setting that is least able to meet the needs of migrant children (Rutter, 2006 as cited in Burcham, 2009).

2.2.4 Section summary

As outlined above, whilst the narrative around migration in general takes a deficit-based stance, it appears even more necessary to consider how updated guidance, legislation and research could focus on what’s working well in practice when considering support for INA students, so as not to feed into any problem-laden narratives. The UK’s immigration statistics are expected to rise when measured at the next census (Home Office, 2023 as cited in Burgess, 2024) consequently, the importance for research surrounding support for students who are new to both the country and UK schools remains an important research gap. 

It is recognised that the secondary school years present unique challenges for INA students (Appa, 2005; Cartmell and Bond, 2015; Valentine et al, 2009) and as noted, reduced resources (Manzoni and Rolfe, 2019; NALDIC, 2015) and outdated guidance (DCSF, 2007) suggests that focusing solely on challenges will perhaps not provide a proactive or supportive way to move forward with supporting INAs during transition. Therefore, research focused on how to best support positive transition experiences for INAs into secondary appears extremely necessary and should be further explored to ensure that INA students are not further disadvantaged, and a positive transition experience is facilitated.

This literature review will now go on to focus specifically on ‘transition’ by reviewing the literature surrounding the experiences of transition for INA students, alongside psychological theory encompassed within this.

2.3 Transition
2.3.1 Terminology - Transition

The broadest definition of the term transition comes from the Oxford Dictionary, stating transition is ‘the process or a period of changing from one state or condition to another’ (OED, 2025). The DfE generally refers to transition as the process of moving from one stage of education to another (DfE, 2020). The Children and Families Act (2014) uses the term transition to describe the life changes a child or young person may go through (Children and Families Act, 2014). 

Literature and research surrounding transitions for INA students emphasise that it is not possible to separate the changes and experiences that come with the physical move, as the process of joining a UK school is multifaceted (Hulusi and Oland, 2010; O’Shea, 2018). The experience involves various types of support: psychological, academic, social, and practical, and this comes from a variety of people at multiple points, from planning (pre-arrival) to the arrival and the time following their joining the school environment. In studies specifically exploring the experiences of INA students’ transition to a UK school, research has spoken with students who had joined the school 5-weeks prior (Wong, 2020) up to 3-years post school arrival (Hulusi and Oland, 2010). Thus, defining the transition of INA students simply as a ‘move’ would be too reductive and incomplete because transitioning encompasses several steps involving planning and people.

The NAEP guidance from the Department for Children, Schools and Families (DCSF) defines transition as the process of supporting INA students as they adapt to the UK and the UK education system (DCSF, 2007). This guidance emphasises that transition as a process includes the planning, preparation and implementation of strategies to support this change (DCSF, 2007). All of these efforts are vital to a positive and successful experience and capture the idea that transition for INA students is much more than just moving from one country to another; it involves a complex, multi-dimensional process that is well-planned and supported to consider support for emotional, social, academic, and cultural adaptation (Tabor and Milfont, 2011; Wong, 2020).

When it comes to defining transition in this research, the literature and resources mentioned suggest that transition is a process and period of change, both physical and psychological (DCSF, 2007; Hulusi and Oland, 2010; O’Shea, 2018; Wong, 2020). For INA students in particular, it encompasses multiple stages, such as pre-arrival (preparing before joining the school), arrival (Joining the UK school), and integration (Settling into and experiencing the school). It emphasises the shift or move between two systems and the changes the student experiences during that shift. 

In short, the definition of "transition" in this research context involves the stages and processes involved in helping INA students adjust to a new school environment, with a focus on the professional support they receive at each stage.

2.3.2 Bronfenbrenner’s Ecological Systems Theory

In understanding what transition is for INA students, it is important to consider the wider systems at play, making Bronfenbrenner’s Ecological Systems Theory (1979) a valuable framework for understanding how multiple layers of the environment influence a student’s transition experience.

Bronfenbrenner (1979) created a model of human development termed the Ecological Systems Theory, suggesting that individuals' development is influenced by their interactions with a series of interconnected environmental systems. The model explains how people are part of living and ever-changing systems that can be considered to fit into five environmental levels whereby each one influences the other (Bronfenbrenner, 1979).


[image: ]

Figure 1 – Bronfenbrenner’s Ecological Systems theory (1979) reflecting INA students.

Given the complex sociopolitical context and policy frameworks discussed earlier as relevant to this research, Bronfenbrenner’s Ecological model provides a structured way to show how policies and social attitudes at the macro- and exosystem levels filter down through local authorities, schools, families, and peers at the meso- and microsystem levels to shape INA students' transition experiences (Bronfenbrenner, 1979). This systemic perspective is essential because it highlights that transition support is not only about individual adaptation or isolated school interventions but is embedded within a broader network of social and institutional influences.
While Bronfenbrenner later refined this theory into the Bioecological Model, which focuses more on the interaction between individual characteristics and proximal processes (Bronfenbrenner, 2005), this research emphasises the broader environmental and systemic contexts influencing INA students’ transition. Therefore, the original Ecological Systems Theory (Bronfenbrenner, 1979) is better suited here as it recognises the multi-layered external contexts (e.g. family, school, local authority policies, societal attitudes) that collectively influence INA students’ transitions and shape the work of educational staff supporting them.
The Ecological Systems Theory is widely accepted and utilised within studies regarding educational support for newly arrived school-aged children in England (Bhardwaj, 2022; Cartmell, 2013; O’Shea, 2019; Rutter, 2006). Considering the experiences of INA students’ migration, it is likely that many young people have experienced separation from their immediate family (Moskal and Tyrrell, 2016) thereby causing disruption within their microsystem. It has been recognised that schools will play a significant role as they become a primary and potentially stable factor for INA students within their microsystem (Manzoni and Rolfe, 2019). However, Rutter (2006) suggests that much of the literature regarding migrant students' transition into UK schools has framed the ‘success or failure’ of students' experience as primarily the responsibility of individual schools. It is arguably far more complex, involving a range of factors at multiple levels. In particular, Rutter (2006) noted that the focus of UK education policy tends to "give little attention to out-of-school social factors that impact childrens’ progress" (Rutter, 2006, p. 4), therefore highlighting the need to also consider the wider systems (Exo and Macro) when looking at the transition of INA students. Considering this, direct transition support for INA students comes at all levels of the ecosystem through LA policy and services available both within and outside of the school building to support them physically, financially, and emotionally. 

The ecological model emphasises the influence of various environmental factors on INA students during their transition to UK schools (Shown above in Figure 1). School plays a vital role as one of the primary contexts that they will experience once they arrive in the UK (Cartmell, 2014); however, it is not the only service or factor at play in supporting INA students, and therefore, other educational professionals working within various parts of the system are necessary to consider. Within this research, I adopt an ecological approach to consider many of the broader contextual factors influencing support for INA students.

2.3.3 Secondary school transition experience for INA students

For non-INA students, beginning school in the UK is linked with a variety of feelings: some experience anxiety (Symonds, 2015), whilst both primary and secondary CYP report feeling afraid (Bagnall, Skipper and Fox, 2020; Hodgkin et al., 2013). However, the transition process may be more complicated for INAs joining secondary school, as it carries many unique challenges linked to adjusting to a new school environment, including forming new relationships and establishing routines. INAs face the additional challenge of adapting to a new culture, in many cases also language and dealing with prejudice and discrimination (Sheikh and Anderson, 2018). Additionally, INAs navigate between the values and behaviours of the broader society alongside their home culture while making sense of their two worlds (Motti-Stefanidi, 2019). There has been some literature gathering the voices of INA young people describing their experiences of transitioning to UK secondary schools, all demonstrating similar findings (Bhardwaj, 2022; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020).

Hastings (2012) used semi-structured interviews and Interpretative Phenomenological Analysis (IPA) to explore the experiences of six male adolescent refugees who transitioned to one mainstream UK secondary school. All participants had joined the school between 1-5 years ago and had not attended any other school in the UK. Participants reported initial feelings of loneliness and wanting to seek safety because they were scared. One notable limitation of Hastings' (2012) study is that participants were interviewed at varying points in their transition, with some reflecting on their experiences shortly after arriving at the school, while others were reflecting on their transitions up to five years later. This time-related variation means that participants' recollections of their initial experiences, may differ depending on how much time has passed. For participants who transitioned several years ago, their memories might be influenced by how much they have adapted to their new environment, the support they have received, strategies they’ve developed over time to cope with the challenges as well as broader factors within their exosystem/macrosystem. As such, their current reflections may not fully capture the immediate emotional responses and difficulties they experienced when they first arrived. 

Wong (2020) explored the secondary school transition experience of three male INA students with the status of economic migrants within weeks (between five and twelve) of their arrival at their UK school. Wong’s research, unlike Hastings’(2012), took place very early in their transition and participants described feelings of loss, sadness, and apprehension regarding their new experience and associated frustrations and difficulties with language acquisition and making friends (Wong, 2020). It is important to note that although the students in Wong’s study were defined as economic migrants; the findings were similar to those of the refugee students in Hasting’s study (Hastings, 2012) and aligns with other research that highlights the initial feelings of isolation and loneliness experienced by migrant children when transitioning to secondary school (O’Shea, 2019; Sobitan, 2022). While Hastings (2012) and Wong (2020) shed light on migrant student emotional experiences of transition, they both however focus on relatively small, male only, samples and therefore the lack of gender diversity, limits the generalisability of the findings and the exclusion of female voices risks presenting a skewed perspective of the transition experience, failing to account for the diversity of experiences that may exist across gender. This limitation underscores the need to explore broader research on the factors that influence INA students' transition experiences, for instance, language skills directly contributing to the school experience of all students (Liebkind, Jasinskaja-Lahti and Solheim, 2004).

Many INA students described lack of fluency in English to be a barrier to positive school experiences at the beginning of their transition into a UK secondary school (Bhardwaj, 2022; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020). Gunderson (2017) reported a longitudinal study of 25,000 migrant students in Canada whereby the majority reported being placed in largely English-only lessons where their difficulties in reading and writing English meant that the classroom material was too difficult to access thus further fuelling their anxious feelings. This research however was conducted in Canada and may not be generalisable to the approaches of UK secondary school’s. Moreover, while Gunderson's study is valuable, it predominantly focuses on the challenges posed by language barriers thus potentially oversimplifying the complex realities faced by INA students by failing to consider how broader systemic factors, such as discrimination or access to resources, intersect with language difficulties to shape their educational experiences. 

Hall (2019) gathered the views of twenty-four migrant students who had moved to the UK at primary or secondary age, all of whom spoke English as an Additional Language. A key finding was that some students felt their learning needs were not fully recognised by school staff. For example, they were placed in classes with lower-level work based on their perceived language needs and schooling background (Hall, 2019). This suggests that INA students' experiences of learning English and facing academic challenges may vary depending on their prior language experience, as well as the structure and support available in their new school, highlighting the importance of taking a more holistic approach.

Some INA students have reported feeling that the best way to learn English was through making friends (Messiou & Azaola, 2018). However, several studies have shown that INA students' English proficiency tended to be a significant barrier when socialising with peers (Bhardwaj, 2022; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020). King (2020) used thematic analysis to obtain the newly arrived pupil voice of four secondary-aged Czech and Slovak students regarding their experiences of their transition to a UK school. All participants had been in the country between 1-3 years before their involvement in the research, and all participants reported verbal bullying, with some also experiencing physical altercations (King, 2020). Although King’s sample size was relatively small and research based solely on Czech and Slovak students, these findings have been supported in other studies suggesting that it may be a prevalent issue faced by migrant students in UK schools, particularly those transitioning into secondary school. Hastings (2012) also found that peer bullying at school was a prominent theme for four out of six refugee participants in their study. Hastings’ research utilised IPA methodology and a key strength of using IPA in this research meant that Hastings’ research focussed on how the participants interpret and make meaning of their experiences within their specific sociocultural context. Despite this strength, the small sample size in both studies, along with the relatively short time frame of their observations, makes it difficult to draw broad conclusions about the transition experience of INA students in the long-term or across different school environments.

O’Shea (2018) used visual methods and IPA to look at five Eastern European migrants' experiences of arriving at a mainstream secondary school in the UK and developing a sense of belonging. One participant in their study shared that they had experienced bullying. However, they suggested that friendships and positive peer relationships appeared to promote a sense of belonging for the participants (O’Shea, 2018), which has previously been identified in other research relating to INA students’ transition into secondary (Cartmell, 2013). Thus, these studies have shown the significance of friendships and positive peer relationships in supporting INA students belonging and transition experiences, nevertheless they may oversimplify the process of belonging for INA students by not fully considering the broader and interconnected systemic and structural factors that can impact their experiences. Without considering these broader factors, the importance of peer relationships may be overstated, potentially leading to an incomplete or idealised understanding of what contributes to belonging for INA students. 

A theme across many studies has been the positive influence of educational staff’s support (teachers and pastoral staff in particular) (Bhardwaj, 2022; Cartmell, 2013; 2015; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020). Cartmell (2013) aimed to understand belonging and how schools foster it, based on the perspectives of five migrant students who had been attending a UK secondary school for less than twelve months. A theme recognised was how participants felt support from adults aided their sense of belonging, one participant noted “you know you belong to this school if you go to school and the teachers… help you much” (Cartmell, 2013, p. 114). Burcham also shared key themes from the six male refugee participants in their study, which centred around how they felt they needed help during their transition to the UK secondary school, and that the adults were the ones who were supportive and provided the help: "Only Mr Smith has helped me. He is my best friend", "When I asked for help they never ignored me”, "I would like to say thanks to these teachers for helping me" (Burcham, 2009, p. 66). Participants expressed their views and emphasised the importance of building relationships with adults at school to feel supported during their transition into UK secondary. Andrade, Roca and Perez noted that positive connections were based on several factors, including offering support and time to listen to the young person and their migration experiences (Andrade, Roca and Perez, 2023). Thus, it has been suggested that fostering positive relationships and having supportive teachers and adults around during the transition to secondary school positively influences the experience of INA students (Adrade, Roca and Perez, 2023; Bhardwaj, 2022; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020).

2.3.4 Theoretical concepts in the importance of positive transition

As mentioned, findings from many of the studies strongly note the challenges and difficulties in the experiences of INA students during their transition into UK secondary schools thus, recognising the importance of positive transition experiences in mediating these negatives to ensure that INA young people are well supported. ‘Acculturation’ and a ‘sense of belonging’ are considered crucial to positive transition experiences for INA young people (Cartmell, 2013), when these two factors are managed effectively, they have been suggested to promote resilience, self-confidence, and social integration, all of which contribute to a successful and positive transition into a UK secondary school (Cartmell, 2013).

2.3.4.1 Acculturation

Research describes how individuals who move away from their country of origin go through a process of loss in many ways, from their own cultural norms, environment, and, in some cases, social support (Berry, 1980). The term ‘acculturation’, as suggested by Berry, refers to the changes that occur in individuals and groups due to exposure to a different culture (Berry, 1980). Individuals must assess how and whether they preserve their cultural identity (Berry, 1980), and their surroundings may have an impact on this experience because minority groups are not always in charge of their acculturation strategy which is predicated on the dominant group's stance on inclusivity and openness for cultural diversity (Berry, 1980). 
Tereshchenko and Archer (2014) interviewed seventy-one Eastern European migrant students who had moved to the UK, and noted that some felt tension in their acculturation experience between keeping part of their cultural identity and the lack of cultural acceptance within their school and community (Tereshchenko and Archer, 2014). This experience can be defined as acculturation stress (Berry, 1980). Acculturation stress can affect emotional health, social relationships, and academic engagement (Tineo et al, 2024). 
For INA students, the school transition involves more than just joining a new educational system; it also includes how various factors within the ecosystem influence their acculturation process and the resulting stress they may experience. Findings from Hendry et al.’s (2007) study looking at identity formation for new arrival students supported Bronfenbrenner’s (1979) ecological systems model emphasising that multiple levels of acculturation are shaped by the interactions and factors across different system levels (as cited in Cartmell, 2013). In this context, acculturation theory highlights the importance of understanding how these factors impact the transition process and outcome. Berry (1991) stresses the need for an ecological perspective, which examines cultural interactions at three levels: national, individual, and institutional, to support a positive transition for INA students.

2.3.4.2 Sense of Belonging

Sobitan (2021) explored school experiences among seven refugee students and suggested that relational aspects across the transition, such as consistent and positive peer, staff, and home/school relationships, promote a sense of belonging for INA pupils (Sobitan, 2021).
Definitions of a sense of belonging vary throughout the literature, however Cartmell and Bond (2015) interviewed five INA students in a secondary school to understand how they define a sense of belonging. The INA students described belonging as ‘positive emotions’ and went on to explain how it was an absence of negative feelings (Cartmell and Bond, 2015). Thus, it suggests how aspects of the positive transition experience align with the student experiencing a sense of belonging.

Experiencing a sense of belonging suggests that students are less likely to experience social isolation and loneliness (Baumeister and Leary, 1995), as recognised within literature noting from INA pupils’ voices that social inclusion was one an important and positive experience during their transition to UK secondary school (Wong, 2020). Additionally, research suggests that an increased sense of belonging in school was shown to support students' well-being and reduce chances of experiencing anxiety and depression, as well as being linked with higher self-esteem (Arslan, 2021). Arslan’s research was not based on work with INA students, and Cartmell and Bond (2015) recognise that transition and development of a sense of belonging may be even more challenging for INA pupils compared with their peers, however fact their research found that INA students referred to ‘support from others’ as a key factor in their developing a sense of belonging (Cartmell and Bond, 2015), therefore recognising the importance of supporting a positive transition for this group of students.

In line with research surrounding transition for INA students, Waters, Cross, and Shaw (2010) utilised the ecological model Bronfenbrenner (1979) suggested, to look at factors that support the development of a sense of belonging for new arrival students. They noted that students’ ‘connectedness’ is related to both the individuals within their direct school system and the organisational factors supporting outside of the school system, which is related to the individual's sense of belonging (Waters, Cross and Shaw, 2010).  This research suggests the importance of support at various levels in influencing a student's sense of belonging for a positive transition. 

2.3.5 Section summary

This section has explored the experiences from the voices of INA students regarding their transition to a UK secondary school. Research has recognised that there are many challenges faced by INA students during this transition and thus highlights the importance of ensuring support reflects a positive experience. What is noted consistently, is the value INA students placed on educational professionals’ support in promoting positive transition experiences, and theory suggests that this can lead to a young person going through acculturation and developing a sense of belonging. This, therefore, highlights the relevance of focusing on perspectives of best practice in this support from the voice of the educational professionals. This review will now go on to define ‘educational professional’ as well as their role in supporting INA students’ transition.
2.4 Educational Professionals’ role in supporting transition  
2.4.1 Terminology - Educational Professional

The DfE Special Educational Needs (SEND) Code of Practice refers to ‘professionals’ as anyone who is paid for their work to support CYP in some capacity (DfE, 2015). I use the term educational professional to encompass all staff within the education sector, including those directly involved in teaching and those working in other roles such as administration, student support services, education support services, etc. Their work supports and enhances the educational process, even if they are not directly involved in teaching (Darling-Hammond et al., 2020). Educational professionals may contribute to the overall educational ecosystem in various ways, whether through direct instruction or supporting roles that shape educational policies, standards, and environments​ (Lenhoff, Singer and Gottfried, 2022). 

2.4.2 Positioning educational professionals’ role in supporting INA transition

It is widely agreed within recent literature and policy that educational professionals in host countries play a crucial role in INA children adjusting to their new country and school environment (Bhardwaj, 2022; O’Shea, 2018; King, 2020; Wong, 2020). In particular, the role of schools is seen as critical because they are one of the primary services that migrant children will encounter during their transition (Block et al., 2014). Rutter (2006) stated that educational professionals should aim to make the young person's initial weeks in their new schooling environment a positive experience. The underlying view shared is that both staff based within the school and LA are key to this and the overall transition experience for INA students (Hamilton and Moore, 2004; Owen-Hughes, 2020; Whiteman, 2005). It is noted necessary for the transition, that support is focused on numerous factors beyond classroom instruction (Bhardwaj, 2022; O’Shea, 2018; King, 2020; Wong, 2020), and as such requires expertise from multiple professionals.

In particular, in the UK, INA students' experiences of support can be very different depending on LA policies and procedures, therefore influencing the offer from educational professionals (Appa, 2005). Despite this, generally, current government guidance encourages relevant agencies (schools and LA support services for INAs) to collaborate with the shared goal of supporting the individual needs of new arrival students (DfE, 2014; DCSF, 2007), suggesting that students will have varied access to professional support for their transition to a UK secondary school. Such policy would, therefore, propose that only looking at school-based support practices is redundant in considering the broader picture of transition for INA students; however, Owens-Hughes (2020) found that literature considering support for ASR children rarely focused on the wider systems of support and was primarily aimed at exploring what is happening within the school environment alone. They argued that exploring educational professionals' perspectives, including those based in school settings and outside services, could help influence how those situated within various ecosystemic levels (schools, LAs and government) approach inclusivity for refugee children. 

Rutter (2006) argues that educational support for INA children should adopt an ecological approach. Therefore, to only consider support from within the direct school environment would not be the most useful approach. This has been agreed by Reed et al (2011) suggesting the ecological model provides a useful conceptual framework to consider who and what involvement is needed to support children as they transition into a new system. It is acknowledged that this won’t just come from those directly in the school but the variety of services in the wider systems.

2.4.3 Current context of educational professionals’ support for INA student transition

When considering support for INA students during the transition to a UK secondary school, I have already noted that both school and LA-based professionals are working within complex systems that continue to evolve as influenced by migration policies and public attitudes. In addition to this, professionals are clearly working with reduced resources and outdated guidance in their support for INA students’ transition, and studies have highlighted the challenges that school based professionals, in particular, recognise in working to support INA students. Findings from school staff supporting INAs have reported a lack of confidence in their role and need for updated training (Flockton and Cunningham, 2021) particularly relating to trauma (Manzoni and Rolfe, 2019) as well as highlighting their navigating cultural and linguistic diversity whilst acknowledging reduced resources and time (Arnot et al, 2014; Manzoni and Rolfe, 2019). 

Despite this, much research aforementioned in this literature review has centred on gathering the voices of INA students to understand their secondary transitional experiences (see section 2.3.3) and has recognised that staff support was almost always deemed as positive (Bhardwaj, 2022; Cartmell, 2013; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020). Where positive experiences of transition are described, they are often attributed to the relational support and inclusive practices of the adults around them (Cartmell, 2013; Hastings, 2012; Wong, 2020). Thus, it shows the value placed on educational professionals' support in promoting positive transition experiences and a sense of belonging (Cartmell, 2013) and therefore educational professionals are not just responding to systems, but they’re shaping them.

Educational Professionals are notably key to positive experiences of transition for INAs, making their perspectives on, how they define this, and how their support is enacted to elicit these positive experiences, both timely and essential. The literature often centres on barriers or outcomes, and possibly reinforced due to the narratives surrounding migration within politics and the media, however educational professionals are not only key in delivering support, they are also capable of initiating changes within the micro- and meso systems that surround the young person, as conceptualised in Bronfenbrenner’s ecological systems theory (Bronfenbrenner, 1969). This presents a notable gap to explore this with educational professionals from an angle of ‘what works’ focusing on identifying strengths and best practices in supporting INA students' transition, particularly in light of the increasing complexity and diversity of INA profiles in UK secondary schools. 

2.5 Next steps
2.5.1 Gaps

Transition in the context of this research refers to the stages such as pre-arrival (preparing before joining the school), arrival (joining the UK school), and integration (settling into and experiencing the school) involved in helping INA students adjust to a new school environment.
 
As recognised throughout this literature review, transition for INA students into UK schools is a highly relevant topic due to the increasing numbers of individuals migrating to the UK; most recent statistics show that 896,000 school-aged CYP were born abroad (ONS, 2023). The socio-political context of migration has long meant that a deficit lens is often utilised when considering new arrivals within the media, likely influencing societal views. In addition to this, government policy has not prioritised transition support for INA students into UK schools, evident given the most recent policy is from 2007 (DCSF, 2007). Even so, this guidance could be more appropriate for a primary school model or too simplistic to truly understand the complexities of secondary school and the developmental needs of adolescents. 

Research within the UK has made it a priority to gather the voices of INA young people to understand their experiences of transition to a secondary school (Bhardwaj, 2022; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020). Research has tended to find similar themes recognising difficulties in the transition experience in particular relating to peer relationships and bullying, language acquisition being a barrier to learning, and general feelings of anxiety, worry and helplessness (Bhardwaj, 2022; Hastings, 2012; King, 2020; O’Shea, 2018; Wong, 2020). What has been consistently noted, however, is that students recognised ‘staff support’ as being a positive factor in influencing their overall transition experience (Bhardwaj, 2022; Hastings, 2012; O’Shea, 2018; Wong, 2020). 

Generally, current government guidance encourages relevant agencies (schools, LA support services for INAs) to collaborate with the shared goal of supporting individual needs of new arrival students (DfE, 2014; DCSF, 2007), suggesting that students will have varied access to educational professional support for their transition to a UK secondary school. Research has highlighted how positive transition experiences can lead to a young migrant person feeling a sense of belonging (O’Shea, 2018; Cartmell, 2013) and support their acculturation (Cartmell and Bond, 2015; Burcham, 2009), which overall can assist in supporting individuals wellbeing, mental health (Wong, 2020) and has shown to aid social inclusion (King, 2020) and academic motivation and achievement for INA young people (Wong, 2020) demonstrating the importance of research relating to INA school transitions.

Given that educational professionals have been recognised as important to the positive experiences of transition for INAs, this makes their perspectives on, how they define this, and how their support is enacted to elicit these positive experiences, both timely and essential. Coupled with the recognised deficit narratives around migration in the current context of the UK, it is crucial to better understand the practices that foster inclusion and belonging for INA students. The research hopes to fill the gap in the literature that overlooks how educational professionals understand and facilitate positive transition, meaning this research seeks to not focus on the barriers or difficulties relating to the transition process and support. Consequently, this research takes an appreciative approach meaning it seeks to emphasise strengths, possibilities, and professional insight, rather than focusing solely on problems or gaps within practice; arguably essential within migration-related educational practice. 

Through carefully designed research questions and thoughtful methodological considerations, this research aims to explore, from the perspective of educational professionals, what is perceived as a positive transition and what is best practice in supporting these transitions for INA students and to consider actionable insights from the perspectives of those directly involved in supporting INA students. 

2.5.2 Relevance to Educational Psychology

Morris (2017) suggests that Educational Psychologists (EPs) can assist stakeholders in understanding the psychological aspects of transition. EPs play a key role in helping educational professionals and policymakers critically assess their views and practices while also bringing to light the sociopolitical factors that shape these approaches, which is crucial when considering support for INA students during transition to a UK secondary school. Gillham (2022) suggests that a primary part of the role of an EP is taking a community approach to their work thus promoting the interest of marginalised groups (Burgess, 2024).
This aligns with the transformative position in which EPs are placed to recognise injustices and challenge these to support inclusive practices (Banks, 2024). With this in mind, EPs often use their knowledge from a strengths-based perspective to advocate for systemic changes, which is highly relevant given the structure of this research. Thus, by highlighting a ‘what works’ approach through exploring best practice, EPs can encourage educational professionals to adopt such practices to leverage these strengths and facilitate positive change, in this case, INA students transition to a UK secondary school. 

In most LAs, EPs are the only applied psychologists, making them uniquely positioned to accessibly work with various educational professionals (Owens-Hughes, 2020). As such EPs can promote and illuminate best practices for supporting INA students' transition across various levels in which they work (school-based, family, and wider services). 
2.5.3 Research aims and questions
As aforementioned, this research seeks to look further at what works, considering support for INAs.

The research aims are as follows:
· To explore how educational professionals understand a positive transition for INA students in UK secondary schools.
· To identify best practices in supporting INA students’ transition as perceived by educational professionals.
· To consider recommendations from the perspectives of educational professionals to improve future practices supporting INA students’ transitions into UK secondary schools.
These research aims will be facilitated by the following research questions:
Research question 1 – How do educational professionals understand positive transition for INA students into UK secondary schools? 

Research question 2 - What do educational professionals perceive to be best practice in their work supporting the transition of INA students into UK secondary schools?

Research question 3 - What can be learned from how educational professionals understand and support positive transition for INA students, to improve practices for future students entering UK secondary schools?

2.5.4 Summary         
                                                                              
This section has provided an overview of the key literature to establish the background for the research. Within this section the definitions have been noted for ‘INA’, ‘transition’ and ‘educational professional’, terms which will be referred to throughout the rest of this thesis. Gaps have been identified to justify the aims and research questions that have been used to guide the research. The next section will go on to discuss the methods utilised to explore the chosen research questions.


Chapter 3 - Methodology
3.0 Introduction

The methodology section of this thesis will outline the research design, data collection, and data analysis processes that guide the study. This chapter will detail the specific steps taken to thoroughly consider the decisions made whilst taking into account ethical and quality issues, as well as practical considerations.

This chapter is presented in a chronological order. I will explain the key decisions that I made in the order that I made them, as well as the dilemmas and justifications that I made to ensure that decisions linked to my positionality, epistemology and ontology, which has moulded my research. Additionally, I will show how each decision influenced the next step of the research process.

3.1 Ontology and Epistemology

By adopting a social constructivist (SC) ontology and an interpretivist epistemology for research, I am interested in understanding how individuals construct meaning in their specific social contexts and how they interpret their experiences. In this research, I explore how educational professionals understand positive transition and best practice in supporting it. I also recognise that by asking them to reflect on a specific experience of supporting a new arrival student, their interpretations are shaped by their interactions and the unique environments in which their roles are situated.

3.1.1 Ontology
I take a SC ontology within this research. This perspective assumes that reality is not objective or fixed but is socially constructed and shaped by culture and context (McCaslin and Hickey, 2001; Keaton and Bodie, 2011). In light of this research, the "reality" of a positive transition for INA students is something that educational professionals create through their interactions, experiences, and cultural understandings. As I aim to explore how educational professionals collectively construct and understand the concept of a "positive transition” rather than seeking a universal or objective truth, I want to uncover the different ways in which these professionals perceive and define success based on their own social and professional contexts thus aligning with a SC ontology.
I am asking participants to reflect on positive experiences, which indicates that I see the professionals as active agents in constructing meaning about what constitutes a "positive" transition. From a constructivist viewpoint, knowledge is not discovered but co-constructed within specific social and cultural contexts (McCaslin & Hickey, 2001; Keaton & Bodie, 2011). This means that understandings of how to support INA students are shaped by the unique educational environments, cultural norms, and social interactions within each school or community. I am particularly interested in how these contextual factors, such as organisational policies, cultural expectations, and interpersonal dynamics, influence the ways professionals think about and approach their transition support for INA students.
Given that reality is understood as multiple and subjective, this research does not seek a single “correct” answer. Instead, I aim to capture a range of interpretations and perspectives from educational professionals, each shaped by their individual experiences, values, and social environments. Through this, I hope to deepen understanding of what constitutes best practice in supporting positive transitions for INA students and the factors that inform these views.
3.1.2 Epistemology

I take an interpretivist epistemology. This approach is focused on understanding how individuals make sense of their experiences, it acknowledges the subjective interpretations of participants over objective measurements (Hiller, 2016). I’m interested in how educational professionals interpret and give meaning to their experiences supporting INA students. I want to capture the detailed accounts of how they understand, within their roles and experiences, what they perceive as best practices, and what they believe contributes to successful transitions. I am not just interested in "what" they do but "why" they do it and how they make sense of it through their reflections.
Although my focus is on understanding and interpretation, the insights gained from this research are likely to have practical implications. While I’m not seeking to suggest a universal solution, there is a level of understanding I hope to gain from the professionals’ experiences that can inform future practice. I hope to identify practical insights that can guide future practices. By understanding how professionals interpret positive transitions, the data may derive lessons that can help improve the support for INA students in other schools or contexts, acknowledging that these insights are context-specific and flexible, rather than rigid guidelines (Schwandt, 1994).
My research aims to explore how professionals understand positive transitions for INA students and what they consider to be best practices in supporting these students. Adopting a SC ontology enables me to focus on how these understandings are shaped by various social and contextual factors, while an interpretivist epistemology emphasises the importance of interpreting their subjective experiences. 
3.1.3 Paradigm

By explicitly framing my research around an important social justice point related to INA students, I position my work within the transformative paradigm. Highlighting the challenges these students face through the literature and utilising the research to seek to explore how professionals can address these issues by reflecting on positives that can potentially be used within future practice, contributes to the transformative aim of creating a more equitable educational environment (Watkins and Cooperrider, 2000; Mertens, 2008). 
In summary, my emphasis on the practical implications of my findings aligns with the transformative paradigm (Mertens, 2009) while also intersecting with applied and critical research approaches, particularly in advocating for policy or practice changes. Rather than altering my paradigm, I see it as enhancing my approach by highlighting the practical applications of my research, strengthening its impact on educational practices for INA students.
[bookmark: _heading=h.sq650mbg6t0g]3.1.4 Researcher Positionality
In qualitative research, researcher positionality is critical as it acknowledges the influence of the researcher's personal and professional background, experiences, and values on the research process (Holmes, 2020). For this study, my position as a researcher is shaped by both my professional experiences and my personal values in promoting social justice for INA students and challenging the often negative narratives surrounding migration. As aforementioned, this aligns with the transformative paradigm (Mertens, 2009) which frames my research as I seek to explore how educational professionals can best support INA students during their transition into UK secondary schools.
In this research, I acknowledge my position as an outsider to the lived experiences of INA students while also aligning myself with those who seek to support them. As a researcher, I do not share the direct experience of transitioning into a UK secondary school as an INA student, meaning my understanding is shaped through the perspectives of educational professionals rather than firsthand accounts from the students themselves. While this focus allows for an exploration of how professionals perceive and enact support, it also means that the nuanced realities of INA students’ experiences are not captured directly. However, my position aligns with those who work to support these students as this research aims to identify best practices in transition support. My academic and professional background as well as my values mentioned, likely influenced my engagement with the data and interpretations of the findings. To ensure transparency, I have incorporated reflexive statements throughout the analysis (Chapter 4), acknowledging how my positionality may have shaped the research process while maintaining a critically reflective approach to understanding positive transition for INA students.

3.2 Research Design

This section will outline the chosen research design as well as discuss the considerations made when deciding on methods of data collection and data analysis.

3.2.1 Qualitative research design
I have chosen to take a qualitative approach to this research. Qualitative research is particularly beneficial in capturing the rich, contextual details of participants' experiences, which is essential when examining a topic that intersects and reflects both culture and educational policy (Denzin, 2008; Kelly, 2023). Capturing these rich experiential details is afforded because qualitative research embraces subjectivity (Haven and Van Grootel, 2019).
Ritchie et al (2003) suggests that subjectivity has the ability to transform findings, as it reflects the meaning making of social phenomena within the context of the conditions in which people live and work (Ritchie et al, 2003 as cited in Haven and Van Grootel, 2019). By focusing on the subjective perspectives of individuals and their experiences within educational systems, this approach allows for a deeper understanding of how these experiences shape practices and further influence experiences for INA students.
From reviewing the literature, although there is a substantial body of qualitative research on the experiences of migrant students in secondary schools, much of it focuses on highlighting the challenges and systemic barriers faced by new arrival students, often reinforcing a deficit-based narrative rather than exploring examples of positive support and successful transitions. Denzin (2008) states that ‘Qualitative research consists of a set of interpretive material practices that make the world visible’ (Denzin, 2008, pp.311-312). This approach in my research allows for enriching the academic discourse but also has the potential to contribute meaningfully to the ongoing debates around equity, inclusion, as well as provide actionable insights supporting enacting change. 
Additionally, considering my SC ontology and interpretivist epistemology, utilising a qualitative approach aligns well because it prioritises depth, and takes into account subjective understanding that fit the constructivist and interpretivist view of reality and knowledge.
3.2.2 Choosing a data collection method

I considered using semi-structured interviews for a number of reasons. As the researcher and interviewer, the idea of having a structured set of questions and prompts to guide me felt safe and more comfortable. I reflected how having my questions pre-prepared may mean that I miss or overlook valuable information because their response wasn’t something I had anticipated. Given that I had come to the point of choosing this research partly due to reflecting upon my own experiences, I felt that the most valuable way to gather the participants' views would be through them discussing experiences rather than answering a set of questions that may restrict their reflections. Additionally, when considering my own epistemology and ontology, the predefined structure of semi-structured interviews would likely prevent a full exploration of the intricacies and context-specific factors that are central to a constructivist and interpretivist approach (Omodan 2024; Elliot and Timulak, 2005).

I considered using an appreciative inquiry and working through the entire 4D framework (Cooperrider, Stavros and Whitney, 2008) with a focus group. Appreciative inquiry as a whole tends to be utilised with a group to support organisational change and I considered whether a focus group would be most appropriate for this research. As I would be seeking the voices of people from a variety of roles who support INA students, I considered how group power dynamics could impact certain voices being heard. In addition, I was not sure to the extent of how roles and services had worked together previously, thus there may already be some dynamics and relationships that could influence how people respond. I also considered this on a time and logistical basis whereby I would be recruiting a variety of people for one agreed timeslot and considered that this may reduce the chance of engagement and participation with the research.


3.2.3 Appreciative interviews

I chose to utilise individual appreciative inquiry interviews as my method of data collection. 
An appreciative interview is a process designed as a retrospective inquiry supporting the interviewee to elicit and reflect upon highpoints and the recognition of strengths and possibilities within a given scenario (Michael, 2005 as referenced in Avital, Bond and Lyytinen, 2009). The appreciative interview approach is intended to uncover the strengths of “what is” and use them to broaden the possibilities of “what might be”. The appreciative interview technique is most notably found in the literature as part of the appreciative inquiry model (Cooperrider, 1986) which makes extensive use of storytelling as a method of discovery and is traditionally used to support organisational change (Cooperrider and Whitney 1999). 

Recognising the strengths-based approach to eliciting voice, appreciative interviewing as a standalone method separate from a full process appreciative inquiry, has been used throughout research and reported favourably (Arundell, Sheehan and Peters 2021;  Langley and Meziani, 2020; Michael, 2005; Schultze and Avital, 2011). Michael (2005) utilised sixty appreciative interviews in their research and evaluated the use of this technique. Michael’s findings reported that participants were eager to share their stories, gave honest and unprepared responses, and spoke openly without fear of judgment. Schultze and Avital (2011) reflected that using appreciative interviews to elicit data allowed the opportunity for open ended storytelling which challenged traditional direct questions as a form of interviewing and thus they felt supported a sense of equality between the researcher and interviewee, supporting open and honest dialogue (Schultze and Avital, 2011; Langley and Meziani, 2020).
Given the negative portrayal of migration in the media and the predominance of deficit-focused narratives within the literature, this research sought to offer an alternative perspective by adopting a strengths-based, appreciative focus that highlighted positive migration-related educational practices and opened up possibilities for more supportive and inclusive approaches. I chose to use appreciative interviews as a way of encouraging participants to reflect on and share examples of what they felt had worked well in supporting INA students’ transitions. This approach aligned with my commitment to recognising and valuing the expertise of educational professionals, as well as promoting socially just narratives that emphasise positive practices and opportunities for growth. By focusing on what has been experienced as ‘positive’, I hoped to contribute to a more empowering and hopeful understanding of how INA students can be supported to thrive within their transition to a UK secondary school.
Appreciative interviews help achieve this by eliminating the need to defend negative experiences, encouraging participants to share personal stories instead of rehearsed responses (Michael, 2005). Appreciative interviewing does not ignore challenges but encourages participants to set them aside and focus on strengths and opportunities for positive change (Elliott, 1999; Khawaja, 2021).
When considering my epistemology and ontology, appreciative interviewing has a strong interpretivist element focusing on understanding how people interpret and make sense of their positive experiences (Reed, 2006; Bushe, 2012). The method seeks to explore the meaning professionals give to their experiences, especially in specific contexts like working with INA students. The method asks participants to reflect on and interpret their experiences, which means the emphasis is on subjective meaning-making rather than discovering objective facts (Reed, 2006; Whitney and Trosten-Bloom, 2010). This approach is interpretive and constructivist, as participants are involved in actively making sense of their experiences, while also considering how they can create positive outcomes in the future.

3.2.4 Choosing a data analysis method
I considered using critical discourse analysis which examines the extent to which language reflects and reproduces social power dynamics, ideologies, and inequalities (Mullet, 2018). I felt that this aligned with my values when considering how narratives regarding migration tend to be portrayed through a position of power, yet I did not feel this analysis fit my research questions.
I also considered using thematic analysis (TA). TA generally takes a more objective stance, focusing on identifying and organising themes within the data based on predefined coding frameworks or established analytical methods (Nowell et al, 2017). However, considering my positionality, along with the personal views and experiences that motivated me to pursue this research, I find it important to acknowledge the biases and assumptions that have likely influenced me throughout the process. Considering my SC ontology, TA does not acknowledge how meaning and understanding will be negotiated through the interview process between the interviewee and researcher (Braun and Clarke, 2006) and thus, it was not utilised for this research.
3.2.5 Reflexive Thematic Analysis

I utilised Reflexive Thematic Analysis (RTA) to analyse the data from the interviews. RTA is a research method used to identify, analyse, and interpret patterns (themes) within qualitative data (Braun and Clarke, 2019). Braun and Clarke recognise that theme development requires notable interpretative work from the researcher. As a result, RTA understands researcher subjectivity as a resource to the data analysing process rather than a potential threat to the knowledge production (Braun and Clarke, 2019; Braun and Clarke, 2021). Within the process of RTA, the researcher reflects upon their own assumptions and considers how these may shape their findings, for example recognising the data analysis as being context-bound and how this likely influences the meaning making. 
RTA acknowledges that codes “are actively created by the researcher at the intersection of data, analytic process and subjectivity” (Braun and Clarke, 2019, p.594) and are a key aspect of an interpretivist epistemology. As a researcher, I acknowledge that I am an active participant in the meaning-making process during interviews and discussions with educational professionals. Through my prompts, reflective questioning, and engagement with their interpretations, I play a role in helping them articulate how they understand and construct their practices in supporting INA students. RTA allows for an inductive and deductive approach to analysis. This means that whilst the analysis begins with an exploratory (inductive) stance to the data, the researcher can also bring in theoretical concepts (deductive) to help interpret the findings (Braun and Clarke, 2019). As aforementioned, my interest within this area means that it would be difficult to purely take an inductive approach. 
Additionally, considering my data collection method, appreciative interviewing takes a positive worldview however it does not deny negatives and criticisms (Elliott, 1999). Therefore, it is possible that participants will make reference to challenges and it is important that this is still analysed. RTA allows for the researcher to consider the latent meanings, to draw on reflections and consider the broader meaning behind the data. Thus, for this data, it would allow me to contextualise any mentioned challenges to maintain a focus on the potential for positive transition while ensuring the credibility of participants' experiences. 
3.2.6 Research design summary

As noted, this research took a qualitative approach by utilising appreciative interviews to gather the data, then used RTA to analyse the findings. These link with my interpretivist epistemology and SC ontology.

I will now go on to explain the decisions that were made with key reflections and clear decision points listed throughout.

3.3 Participants and recruitment

To fulfil my research aims, I recruited six participants currently working within various education related roles within the LA in which I am working. Across the next section, I will outline how I defined my participation inclusion criteria, sampled and recruited the participants.

3.3.1 Defining participation criteria
As noted, the research aims of my study are to:
1. To explore how educational professionals understand a positive transition for INA students in UK secondary schools.
2. To identify best practices in supporting INA students’ transition as perceived by educational professionals.
3. To consider recommendations from the perspectives of educational professionals to improve future practices supporting INA students’ transitions into UK secondary schools.
I have already defined these key terms in Chapter 2 as follows:

International New Arrival - Children and Young People who have migrated to the UK within the past three years (Hulusi & Oland, 2010). This definition encompasses several subgroups, including refugees, asylum seekers, and the children of individuals who have come to the UK for work or study as economic migrants (DCSF, 2007).

Transition - Involves the stages and processes involved in helping international students adjust to a new school environment, with a focus on the professional support they receive at each stage.

Educational Professional - All staff who are paid for their work in the education sector, including both those directly involved in teaching and those working in other roles such as administration, student support services, education support services etc. 

Given that different LAs have different services and teams that work to support INAs, it felt necessary to gather participants from the same LA as they will likely be reflecting on the same processes. Therefore, participants would only be recruited from the LA or schools within the LA in which I am placed as a TEP. The inclusion criteria for the research, as presented below in Table 1, required participants to answer yes to each of the bullet points in order to be eligible to take part in the research.

In the research ‘Using narrative to make sense of transitions: supporting newly arrived children and young people’, Hulusi and Oland (2010) defined ‘new arrival’ as being three years or fewer since arrival in the UK, hence considered in bullet point one of the participation criteria. Bullet points two and three are in line with this research’s definition of transition.

	Participant inclusion criteria:
Within your current job role, you have worked with a:
· Young person who arrived in the country in the past 3 years.
· The young person has not previously been educated within a school in the LA.
· At the point of your involvement, the young person was joining (pre-arrival) or had joined (arrival) a secondary school.



Table 1 - Participant inclusion criteria 


3.3.2 Sample sizes for qualitative research

It was important that I considered my research sample size prior to participant recruitment as this would likely influence my decisions for sampling and recruitment methods. 

The most recent guidelines from Braun and Clarke (2013) recommended an ideal sample size for a project exploring participants' individual experiences would be between ten and twenty participants. Vasileiou et al (2018) reviewed research utilising single-time qualitative interviews and thematic analysis, the method design for this research, and found that the sample sizes tended to be at the lower end of the range suggested by Braun and Clarke (2013). Vasileiou et al (2018) noted that researchers justified their smaller sample sizes as enabling for significant reflection, dialogue and time to be spent on each transcript, ensuring a more latent level of analysis. With my own research, I considered that with a focus on experience, I hoped to explore the data further than through a superficial descriptive level and recognised that time would be an important factor in facilitating this which would influence the sample size I aimed to get. I also kept in mind the practical constraints relating to time given to complete this research, and uncertainty regarding access to participants. Therefore, I set out with the aim of undertaking six to eight participant interviews. I completed my data collection with six participants.

3.3.3 Sampling
During the preliminary stages of this research, through my role as a TEP, I had made contact with and spoken informally to staff from teams across the LA who I was made aware were working in some capacity to support INA students and families. These included the Virtual School, Integration and Partnerships team, the Language Support team and the School Admissions team. In doing so, I had been able to learn more about each of their teams, how they work to support INA’s (See Table 2 below) relevant for considering participant recruitment, and to understand how the EPS can work with them at the LA level which also supported the development of this study's research aims and questions. 
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Table 2 - Team roles in relation to supporting INA students
In addition, through these conversations I was informed of which secondary schools they had worked with most frequently and would have a number of INA students thus suggesting staffing groups that may fit my participant criteria.
When my research gained ethical approval in May 2024, I emailed the various team managers I had spoken to or been made aware of as potentially working with staff who fit my participant criteria this included contacting the virtual school, integration and partnerships team, language support, school admissions as well as the EPS and three school SENCos as mentioned in my conversations with the services noted. Having identified that I was aiming to recruit between six to eight participants, I felt that contacting all eight of my connections would increase my chances of getting a range of participants from across the services and teams and fulfil my planned sample size.
The team managers and SENCos contacted were provided with a research summary (Appendix I) and asked to share this with their teams. Potential participants were given information on how to contact me as the researcher to express their interest in taking part. Those who got in touch were then provided with an information sheet and a link to an online consent form. Once consent was given, we communicated to arrange a mutually convenient date and time for the virtual interview.
Through this way of recruitment, participants were not contacted directly by the researcher but rather they were informed of the research via their managers, who acted as gatekeepers. In social science research, the term 'gatekeeper' refers to individuals who control access to the field (Aaltonen & Kivijärvi, 2019). In the case of this research, the gatekeepers controlled access to potential participants. The effects of obtaining a sample through gate-keepers has been discussed within qualitative research, yielding mixed views (Wanat, 2008). I decided to utilise a gatekeeper sampling method because I felt that this would support me with gathering data from a variety of people whom I wouldn’t know of or how to reach. I was aware that my participant criteria was very specific, and wanted to ensure that my research was being shared with groups who were most likely to fit this as I didn’t feel this would be the case through different means of sampling such as voluntary response sampling.
3.3.4 Recruitment

I recruited six participants for this research. Of the eight gatekeepers contacted, I gathered participants from five of these teams. Relevant participant details are discussed below in the participant section.

Of the eight gatekeepers approached, three emailed their teams about the study and included me in the email, therefore I was able to see how many potential participants were contacted which allowed me to get an idea of the response rate (Table 3). The response rate is the proportion of those approached regarding the study and the total number who participated (Patel, Doku and Tennakoon, 2003). 
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Table 3 - Recruitment of participants response rate

I am unaware how many participants were contacted from five of the other team managers I spoke with, however I did get participants from two of these teams. From the teams whereby I did not receive any responses and was not included in their correspondence sharing the research with staff, I did not contact managers a second time.

It is important to note, that not all of the people contacted may have fit the very specific participant criteria and therefore gives a possible reason for the relatively low response rate, however given that my planned sample size was between six to eight participants, the number of responses allowed me to fulfil this.
Contact was made with all the gatekeepers early June 2024 following reflection from the pilot study the week prior (this will be further discussed in the pilot study section).
Once participants emailed to show interest in partaking in the study, I shared with them an information sheet (Appendix II) and consent form (Appendix III). Participants were reminded in our email correspondence that they could ask any questions, and that they had no obligation to take part in the study should they wish to withdraw themselves at any point until the time stated in the consent form when the anonymised data would be analysed. All who contacted to show interest, did take part in the study. None of the participants requested to speak beforehand, and virtual meetings were arranged at a time that was convenient for them.
Participants' contact to show interest in the study came spread over a number of weeks in June, but given the GCSE examinations taking place throughout the month, all of the interviews with school based professionals did not take place until July. A potential challenge was the consideration of these participants dropping out in the time between indicating that they wish to take part, and waiting for their interview. If this were to be the case then I would need to consider another plan given that I had received interest from my minimum decided sample size. I reflected that as these participants had approached me to show interest and had been honest about their busy schedules, then they had displayed enough of an interest and desire in the topic to be unlikely to drop out. Therefore, I did not pursue any other active recruitment methods and waited for these participants to have time post GCSE examinations. All participants who contacted me did take part in the study, an interview schedule can be seen below in Table 4.
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Table 4 - Participant interview chronology
As I had interviewed the minimum number of participants I needed for the study by the beginning of the summer holidays, and had not received any further interest from other potential participants, I decided to stop recruiting at this point.
3.3.5 Participants

I recruited six participants. At the beginning of each interview, I clarified with the participant that they met the inclusion criteria that was included in the study overview sheet, participant information sheet and consent form. 

Participants will be referred to by their job roles throughout this research as it provides important context regarding the participant's insights, experiences, and reflections. Some of the participants working within educational settings had numerous job responsibilities which were reflected upon throughout their interviews, so these have been listed within their title. Two participants shared their lived experience of having migrated to the UK themselves, this is included as relevant information for reflection within the data analysis and shown below in Table 5.
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Table 5 - Relevant participant information



3.4 Data collection

3.4.1 Appreciative interviews

In appreciative interviewing, questions are framed positively, with hope and creativity, to encourage reflection on highpoints and visionary thinking, such as asking ‘What made it possible?’, ‘Why was it a positive experience?’, ‘What could make this possible to happen again?’ (Cooperrider, Stavros and Whitney, 2008). The questions are designed to flow from a personal to a collective perspective, and from a retrospective to a forward-looking orientation. (Schultze and Avital, 2011). Thus, by utilising this method of data collection the aim was to explore positive experiences of supporting the transition of INA students as in their transitional period to joining a UK Secondary school. The interview hoped to gain participants' perspectives of what made their support positive and consider what we can learn from this to identify strengths and potential for improvement within the support provided, in the future. 

3.4.2 Appreciative Interview prompts

Appreciative interviews, when utilised in isolation from an appreciative inquiry cycle, are based on the same principles suggested by Cooperrider and Srivastva (1987). The appreciative interview leads from a specific affirmative topic and with guidance from the researcher prompts using questioning in a hopeful and appreciative tone, the participant considers the strengths and positives of an experience (Michael, 2005; Schultze and Avital, 2011; Enright et al, 2014; Arundell, Sheehan and Peters, 2021). The focus of the questions and the resulting conversation is introspective, whereby the participant will be reflecting upon their own experience and views (Adams, Schiller and Cooperrider, 2004).

The underlying premise of appreciative interviewing is two-fold: to explore retrospectively the positive experiences, strengths and successes of a situation and then to prospectively consider how that could be achieved again (Michael, 2005; Schultze and Avital, 2011). Michael (2005) emphasises the importance of inviting participants to tell stories by beginning with an open-ended question and guiding with prompting questions that alternate between reflecting on the past and the future, as well as between personal and collective perspectives.

Schultze and Avital (2011) suggest that the interview design and probing questions should aim to leverage the best of ‘what is’ and ‘what might be’ presenting a process for conducting the interviews which has been used to inform this research as shown below in Figure 2. 
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Figure 2 - Process for conducting Appreciative Interviews. Informed by Schultze and Avital (2011) 
Interviewers may use probing questions such as: ‘What made it possible?’ ‘Why was it a positive experience?’ ‘What could make this possible to happen again?’, as well as asking participants to consider values, skills and best practices. (Michael 2005; Schultze and Avital, 2011; Arundell, Sheehan and Peters 2021). Thus, to prepare for the interviews, I compiled a brief list of questions and prompts to help guide the conversation if needed, following the structure presented above in Figure 2 as informed by Schultze and Avital (2011).
Opening question:
Can you describe a time when you feel you positively supported an INA young person, during a transitional period? 
Retrospective probing questions:
· What do you feel made this a positive experience for those involved?
· What did you do, feel, or tell yourself that made this a positive experience?
· What made it possible?
· What values do you feel were important in making this a positive experience?
· What skills do you feel were important in this experience?
Prospective guiding questions:
· What could make this possible to happen again?
· What do you see as potential ways to achieve this future?
3.4.3 Conducting the interviews

The data for this study was collected via a virtual interview and interviews lasted between thirty to forty-five minutes. I decided to conduct the interviews virtually for practical reasons. Firstly, in the LA I am placed, the office is open plan and doesn’t have allocated desks meaning that should I want to complete the interviews in person, the office would not be viable due to the lack of privacy. Secondly, given that I was attempting to access participants from a variety of roles and workplaces, to ask that we have the interview in person at their workplace would potentially put some participants off taking part as this would be something for them to organise, or they may not have the available space. Research has highlighted that virtual interviews enhance accessibility and convenience for both interviewers and participants, especially when targeting hard-to-reach populations (Archibald et al, 2019). Due to the time scale planned for this study, I felt that virtual interviews would be the most appropriate. 

I did consider how conducting my interviews virtually may impact the rapport building with participants and potentially influence their responses as it may feel more natural in person, however a study by Deakin and Wakefield (2014) found that in virtual interviews conducted via Skype, participants shared that they felt at ease in familiar environments. They suggested that the quality of the interaction was not limited by the virtual nature of the interview (Deakin and Wakefield, 2014) so I did not feel that the virtual aspect of the interviews would impact the data.

Interviews were conducted with cameras on, and participants were assured that they could turn theirs off should they wish however none of the participants did. I started by confirming that they had read the information sheet and they were the one who signed the consent form. Participants were reminded of their right to withdraw. Following the pilot study, I had created a PowerPoint presentation to briefly cover what I was asking of the participants (Appendix VI) and to clarify that they met the participation criteria of having an experience to reflect on. Participants were reassured that mentioning any less positive points was alright, as that was relevant due to being part of their experience. Participants were all happy to take part and none of them had any questions.

Throughout the interview I endeavoured to show active listening to participants through non-verbal cues such as nodding and adjusting body language to compensate for communication gaps with the interview being virtual (Seitz, 2016). As well as using short verbal responses such as ‘Yes,’ and ‘Mm-hmm,’ as research suggests that this communication encourages a conversational rhythm from participants by signalling that the interviewer is interested in hearing more (Coburn, 2009). Additionally, reflecting upon feedback from the pilot study (Section 3.5) whereby my colleague shared that they felt they were able to speak without interruption as I waited until a natural pause to ask a probing question. 
I used a range of the probing questions, listed above, when they felt most appropriate following the participants' narrative. These can be found within the transcriptions (Appendices IX - XIII).
3.5 Pilot interview

I completed a pilot study prior to my participant interviews. A pilot study is a small-scale study conducted to assess the viability of conducting the main study, to refine the data collection methods and identify any potential practical or ethical issues (Aziz and Khan, 2020). As a novice researcher, the pilot study was an opportunity to practise my interviewing skills with the opportunity for feedback.

The pilot study was completed with a previous colleague, who currently works as a secondary school teacher. Given the specific participant inclusion criteria that was needed, I decided to approach an individual whom I knew fit these criteria. 

Given that I had a relationship with this individual already, I felt that the familiarity would support a more relaxed atmosphere, and this would help me to feel more comfortable in trialling my interview and the participant to feel more comfortable in sharing their thoughts. I did, however, consider how this familiarity could introduce a bias and influence the honesty in the feedback they give me. In order to mitigate the potential for the participant providing me with overly positive feedback to avoid making our relationship uncomfortable, I was conscious of how I framed their support with this pilot study. I ensured that the participant was aware that any feedback would be constructive in supporting the refinement of the research process or instruments, which included the skills I demonstrate as an interviewer. 
The pilot interview took place virtually, over the same platform I would be utilising for the research interviews. I have summarised the feedback I received from the pilot and how I chose to respond to this in Table 5 below.
	Feedback
	Response

	My colleague suggested that it may be useful to have a reminder of the question visually at the beginning given that the research was taking place virtually. They stated that my initial introduction of the research was useful, but a lot of information was provided at once.

Additionally, they suggested that although it wasn't in our pilot interview, sometimes the internet connection can cause delays or make hearing a bit difficult, so to have the opening question on the screen would be useful.
	I reflected that my research participants would have already had the information sheet and consent form, as well as an opportunity to ask any questions before the interview. Given this, I possibly wouldn’t have talked as much in the beginning as I did with my pilot participant.

I agreed with what my pilot participant suggested about having the initial question visually and created a PowerPoint slide that I shared on the screen to my participants at the beginning of the interview. Although neither I nor my participants experienced any technical difficulties, I was glad that I had the information on the screen should there have been any problems. This PowerPoint slide can be found in Appendix VI.

	In a conversation with my colleague we discussed how they found it hard to not mention some negative points even when reflecting on a positive experience. We spoke about the nature of the context of this research and how this would likely be the case for my research participants too. 
	The interviewing technique of appreciative interviews supports the opportunity for open ended storytelling Avital (2011). In this way, it eliminates a presumed need to defend or justify bad experiences (Michael, 2005).  Although this point is noted within the information sheet, given my colleagues' reflections it felt important that this is also highlighted to participants at the beginning, along with the safeguarding and consent information.

Reflecting on my pilot participants, I decided to share this more explicitly with the participants at the beginning of the interview and to add it to the PowerPoint slide that would be shown on the screen (as noted above). 

	My colleague found the interview structure clear and felt at ease with the way it was conducted.

My colleague also shared that they appreciated that they were allowed to speak through their experiences without me interrupting but instead waiting until they came to a natural pause in the conversation.
	I also felt that the interview went well. The interview lasted for around 30 minutes and produced a volume of data that seemed relevant and could be analysed within a reasonable timeframe. I utilised a range of prompts that I had collated but used these in a natural way as to allow the participant to speak openly without guiding their narrative. As both myself and my colleague felt this went well, I therefore used the same approach with the research participants.


	My colleague and I reflected on how they used some abbreviations when talking about aspects specific to their school context and some of these I did not know. We talked about how it could be difficult to follow a narrative without knowing what some of these mean, but also not wanting to interrupt the flow of the storyteller (interviewee).

	I considered asking my participants not to use abbreviations in advance of the interview, however I felt that this would be me altering their narrative and wanted them to talk freely. I decided to utilise the approach that my colleague had said they appreciated, which was to wait until there was a natural pause and use that as an opportunity to clarify what the abbreviation meant.



Table 6 - Pilot interview feedback and response

3.6 Ethical considerations

This research was granted ethical approval from the University of Sheffield's Ethics Board on the 9th May 2024 (Appendix V) and adhered to the British Psychological Society’s (2021a) Code of Ethics and Conduct. Within this, I ensured that participants informed consent was gained, there was no deception, and they were aware of their right to withdraw, as well as their personal information being kept confidential by ensuring I had a clear data management plan. An overview of how I achieved this is reflected below.

Participants received an information summary via their managers (Appendix I) and an information sheet (Appendix II) after contacting me. They signed a consent form (Appendix III) and were encouraged to ask questions before the interview. Although no psychological risks were anticipated, I considered the potential physical impact of virtual interviews, such as eye strain, and informed participants they could take breaks or pause at any time. Participants were also told they could withdraw without explanation. A debrief sheet was sent via email (Appendix IV), and contact details for a safeguarding officer were provided.

As participants were gained through gatekeepers, the team managers had agreed by sending out the details of this research to their staff, they understood that if a staff member was to contact me and take part then they would be taking around forty-five minutes out of their working day for the interview. I did not disclose whether anyone from their team participated, ensuring confidentiality. Participants are referred to by their job role, with other details controlled for anonymity, including their names and LA.
To ensure online security, interviews were held in a password-protected virtual room. Recordings were stored on a password-protected Google Drive and deleted after analysis.
3.7 Data Analysis
3.7.1 Reflexive Thematic Analysis process
RTA follows a six-step process to facilitate guidance through data analysis. Appendix VII outlines how I approached these phases within the context of this research study.
Throughout all the stages of the data analysis process, I kept a reflexive diary to acknowledge my assumptions as well as to reflect and consider the choices and actions I took which supported my interpretation of the data (Braun and Clarke et al, 2023), these can be found in Appendix XIV.
Braun and Clarke (2006) explain that a researcher can take two approaches to RTA: a top-down approach whereby the researcher analyses by separating out data into the specific research questions, or a bottom-up approach in which the researcher takes a more inductive approach to the data. Gibbs (2007) suggests that these approaches to coding are not exclusive, and most researchers move back and forth between them, because in most cases researchers may have defined research questions, but they are interested in an exploratory approach to this. Analysing the data as a whole allows the analysis process to be more driven by the data itself, and then the researcher can consider the overall themes in relation to the research questions afterwards (Maguire and Delahunt, 2017). 
With regards to this research, I considered analysing the data separately for each research question given that RQ1 was more focused on understanding (which might highlight subjective perspectives, experiences, or values), and RQ2 was about perception of best practices (which might identify actions and strategies). When considering this, I held in mind that by analysing separately I may find that some broader themes emerge that could be relevant to both questions. I wondered if by analysing the interview scripts without forcing it into predefined categories based on the research questions, whether this may allow for a deeper, and more nuanced understanding of the data. In addition, this would align with an interpretivist epistemology. 
Thus, by analysing the data as a whole, I felt this would give more flexibility to interpret the data in context. Therefore, the aim was to allow the themes to emerge naturally in response to all the research questions rather than forcing them into separate categories. Once themes have been identified, the research questions within the discussion section of this thesis could be revisited, in order to discuss the relevant themes and subthemes, with each question. 
Step 1: Data familiarisation
I transcribed the interview recordings as part of the familiarisation stage. This involved listening to each of the recordings through several times, ensuring to capture accurately what the participants were saying but also that any points where identifying factors were used, were redacted to ensure that both the participants, as well as locations and other individuals referred to, were kept as anonymous as possible. Additionally, the transcripts were annotated to note points of tone changes, laughter and pauses. Initial reflections were noted within my reflexive diary (Appendix XIV and shared throughout Chapter 4 of this thesis). All transcripts can be found in the Appendices (Appendix VIII - XIII)
In familiarising myself with the data and reflecting on the appreciative interviews I had conducted, I acknowledged that participants had discussed challenges and difficulties during the interviews. As aforementioned, even though appreciative interviewing takes a positive worldview, it does not deny deficiencies and criticism (Elliott, 1999). When analysing these discussions, in line with appreciative interviewing and RTA, I sought to interpret what the difficulties revealed about the strengths and resourcefulness of participants. For example, challenges that were discussed with regards to supporting students were often paired with reflections on how staff adapted, or because they felt ill-equipped and showed their care for wanting to provide the best support possible (all further discussed in Chapter 4 and Chapter 5). In this way, I reframed the negative comments as indicators of areas where positive change could occur, rather than simply seeing them as shortcomings.
Throughout the analysis, I continued to reflect on the text as a whole and consider the latent meanings (in line with RTA) to maintain a focus on the potential for positive transition while ensuring the credibility of participants' experiences. RTA enabled me to draw on my own reflections and consider the broader meaning behind the data, allowing me to contextualise any challenges mentioned.

Step 2: Data coding
All transcripts were uploaded to NVivo which was utilised for coding and theme generation. I read through transcripts individually, noting specific sentences or phrases that I felt were interesting and then would label this with a code name. 
Some codes initially were more descriptive, for example highlighting explicitly what was said such as ‘I think also then the communication with the language support team within the council’ (Appendix XI) was coded under ‘Communication’. Additionally, I began making interpretive codes, for example those statements that I felt reflected a broader meaning such as, ‘...Being flexible to the needs of every pupil, whilst also allowing them to access a curriculum thinking about their understanding that their access might be different…’ (Appendix XIII) was coded under several codes including ‘Equity’.
As mentioned above, throughout this stage I was continually reflecting and reading the text as a whole to consider the wider meaning of any difficulties and negatives mentioned. For example, a participant talking about feeling unprepared when read in context of the surrounding data from a participant reflected their vulnerabilities in acknowledging how they wanted to do the best job for the young people they were genuinely invested in. This showed care and strength in the relational underpinnings of their support and was therefore coded as ‘staff vulnerability’ and ‘relationships’.
After the initial coding, I could see where each of the references for the codes had come from across the transcripts: 81 codes with 807 references (See Appendix XV).
Step 3: Initial theme generation and Step 4: Theme development and review
I continued going through all the codes, some of which clearly showed some overlaps when considering the latent description and this made it easier to streamline some codes. This part became more difficult when I had to take a step back to ensure I was considering the themes on a less surface based level. At first, this meant creating new codes that felt to be a better representation of what was being shared. I spread this stage out over a couple of weeks, allowing myself time to reflect and come back to it to ensure that I was interpreting a wider meaning. 
After the initial theme generation, I could see where each of the references for the codes had come from across the transcripts: 22 codes with 246 references (See Appendix XVI).
Step 5: Theme refining, defining and naming and Step 6: Writing up
Knowing when to stop theme refining and decide on the finalised theme names that I would be writing up, was something I had to contemplate. There is no clear cut off for this and is at the researchers discretion as it is considered inescapably situated and subjective (Braun and Clarke, 2023), however key indicators that depth has been reached within the data analysis include the repetition of themes whereby the same codes and themes keep reappearing, (Fusch and Ness, 2015). Given that I had taken a period of a few weeks to go back and forth through the themes and the data allowing time for reflection (as shown in my reflective diary shared throughout the analysis section of this thesis), I felt that I had achieved a depth of understanding of the data thus I ended my data analysis at this point.
Final theme refining resulted in 4 themes and an additional 11 subthemes (See Appendix XVII).

3.8 Quality issues
According to Yadav (2022), the varied paradigms in qualitative research prevent the establishment of a universal set of quality criteria. Tracy (2010) notes that criticisms of traditional criteria have prompted the development of new benchmarks and standards, leading to the emergence of several quality frameworks that typically emphasise criteria such as trustworthiness/credibility, usefulness, generalisability, transparency, and reflexivity (Burgess, 2024).
3.8.1 Credibility 
Within qualitative research, credibility refers to the extent to which the findings accurately reflect the participants' experiences and viewpoints. (Stahl and King, 2020) and thus researchers must consider how their method and analysis captures the participants' realities. It is necessary to mention that the central part of appreciative interviewing is the positive route taken to data collection and thus the methodological approach is biased towards considering an appreciative lens towards the research topic. To make my research credible, it was important that participants were aware that the positive stance to the question did not mean they could not deviate from this, should that be important in understanding their experience. Therefore, I clearly articulated that their experiences as a whole were important and not to disregard any less positive points. Liebling, Price, and Elliott (1999) state appreciative research is not a way of concluding complete truths, in fact much like all qualitative research, it offers a partial view of the topic (Liebling, Price and Elliot, 1999 as cited in Enright et al, 2014). 
In fact, credibility pertains to the degree of alignment between the participants' perspectives, the researcher’s portrayal of their experiences, as they relate to the research questions (Tobin and Begley, 2004 as cited in Nowell et al, 2017). As such, the data analysis phase of research can also influence the perceived credibility of the research. Utilising reflexive thematic analysis, I documented my reflections throughout the process and referred back to them at various stages of the analysis, to remain aware of how my own biases and assumptions might shape the interpretation of the data. 
3.8.2 Transparency 
Transparency within research relates to what is happening during the analysis/reporting and thus the dissemination phases of the research (Aguinis and Solarino, 2019). Transparency shows the researchers integrity and trustworthiness in how they have arrived at the findings being presented. Therefore, throughout this research I utilised a research journal and reflected throughout. I have also documented within this thesis, my own positionality in what brought me to have an interest in this topic as well as my own preconceived notions and honest thoughts throughout this process. I found that naturally in conversation with my participants before beginning the interview I shared that I had previously worked as a teacher in a school supporting a high number of INA students hence my interest in this area. 
3.8.3 Usefulness and Generalisability
In research, 'usefulness' pertains to how the study can aid in improving practice. This will be explored further in the discussion section of this thesis. I believe this research is valuable due to the increasing migration of CYP to the UK, a trend expected to continue (Home Office, 2023), which will raise the demand for LAs to support the transition of INA students into secondary schools. This research may help inform policy and practice both within the LA and beyond.
In qualitative research, generalisability is viewed through the lens of transferability, defined as "the degree to which the results of qualitative research can be transferred to other contexts or settings with other respondents" (Korstjens and Moser, 2018, p. 121 as cited in Burgess, 2024). This research could be applicable to the transition of INA students across other LAs. To aid transferability and generalisability, I will offer a detailed account of the transition processes within the LA, allowing readers to assess based on the provided 'thick description’ (Korstjens and Moser, 2018, p. 121).
I will return to the quality issues discussed in Chapter 5 to consider how I addressed these concerns throughout the research process. This includes reflecting on how the methods used, such as appreciative interviews, contributed to the richness of the data and allowed for useful and meaningful insights. Additionally, I will assess the steps taken to ensure transparency and credibility of the findings. 

Chapter 4 - Analysis
4.0 Introduction
As mentioned in Chapter 3, the data was analysed as a whole rather than separated into research questions at this point. The aim was to allow the themes to emerge naturally in response to all the research questions, rather than forcing them into separate categories, and then once themes have been identified, to revisit the research questions within the discussion section of this thesis to discuss the relevant themes and subthemes, with each question. Thus, the purpose of this analysis section is to present each theme and subtheme that arose and support these with quotes from the data. 
Upon analysis of the participants' interviews, I identified four themes and eleven sub themes supporting these.

	Theme
	Subtheme

	

Being human at the heart of support
	· Wholehearted empathy
· Personal investment connection
· Staff vulnerability

	
A dynamic whole person approach
	· A flexible and holistic centred plan of support
· We couldn’t do it without the family

	
Listening to the unspoken
	· Value in reflecting on past experience
· Attuned to the emotional undercurrents
· Considering the bigger picture of wellbeing

	
Synergistic support

	· Automatic collective action
· Necessity of professional interdependence
· Developing cultural competence


Table 7 - Analysis Themes and Subthemes
The quotes are presented as spoken by the participants with omissions of identifiable information such as names, geographical locations and school names. Ellipses (...) have been used at points to shorten long sections of speech while maintaining the overall meaning so as not to overwhelm the reader and streamline to the specific point (Maxwell, 2013).
Within some theme sections, there are reflective boxes outlining my thoughts and dilemmas that I faced during the analysis process. Acknowledging and leaning into my own subjectivity and bias to make analysis decisions, is something that is recognised within the RTA process. Thus, I present my thoughts to enhance the transparency of my decision-making process.
4.1 Theme 1 - Being human at the heart of support

	Theme
	Subtheme

	

Being human at the heart of support

	· Wholehearted empathy
· Personal investment connection
· Staff vulnerability


A key theme emerging from the participants' interviews was the human element at the core of their support approach thus the theme is termed ‘Being human at the heart of support’.
‘Being human’ refers to the qualities that make us human. Ikeda (2005) suggested humanism can be characterised as being compassionate for the needs of others, as well as recognising our own needs within this relational context. Aldefer (1972) suggested that connectedness is a central human motivation and therefore, being human could be said to encompass a variety of relational qualities such as empathy, understanding, kindness, and the ability to connect with others on an emotional and personal level, which is reflected in the data for this theme.
The ‘heart’ within this data context, suggests a sense of deep emotional involvement, compassion, and authenticity. As highlighted by the participants, meaningful and positive experiences of support for INA students goes beyond task completion; it is about genuinely seeking to truly understand how it feels for them and what can make their support the most meaningful and positive for the young people. Thus ‘at the heart of support’ indicates that the core of the support comes from a place of empathy and genuine care and this theme emphasises human nature as the driving force behind the support, implying that the support is not just transactional or mechanical, it’s heartfelt, and emotionally engaging from the educational professionals involved. Overall, this theme reflects the emotional and relational aspect of support from the educational professionals involved in providing it. Three sub themes further explore this central idea.
Subthemes
4.1.1 Subtheme 1: Wholehearted empathy

Participants referred to situations where they appeared to internalise suggesting they deeply felt the feelings and emotions of the young people and families they were working to support and further explained how they really to understand their experiences. For some of the participants they discussed feeling the emotions themselves, imagining the perspectives of the INA children and families and how this influenced their responses. ‘Wholehearted empathy’ is therefore the term used to describe this subtheme, as it relates to participants' descriptions of being emotionally open and deeply compassionate for the INA young people they were supporting. This goes beyond simply empathising, but this sub theme represents a more authentic connection rooted in the emotional understanding for the young people and their families, from the educational professionals.

"When the child saw that I was speaking Spanish, she came, she hugged me, she was crying, and I could only imagine how lonely they must have felt during those couple of weeks that they didn't speak any English." (Educational Psychologist)

“…but for her that was monumental. And honestly, even thinking right now like it gets me so like proud and almost emotional about it. So yeah, I think it made a really positive impact for me because I, I mean it was very, I feel like emotional at that point because she was, she is as a person, was very emotional and you had that connection with her…” (Teacher/Head of Year)

Participants didn’t just acknowledge the feelings of the people they were supporting but also internalised the emotional weight of the experience. Literature defines this as affective or emotional empathy, being the “emotional response that stems from another’s emotional state” (Eisenberg and Fabes, 1990, p. 132). For example, the EP not only recognises the young person's tears and actions but reflects deeply on the loneliness, choosing to feel how the child might have felt, creating an emotional resonance with their experience. Similarly, the teacher highlighted how one emotional moment (noted as monumental for the student) had a profound, lasting emotional effect on them also.

"I guess that people just sort of, valued that we recognise that someone's struggling or family is struggling and this isn't something. Perhaps that can wait. If that makes sense?" (Admissions and Attendance)

Participants reflected on a cognitive empathy, the mental perspective taking of another (Smith, 2006). Participants showed an awareness of the struggles faced by the young people and their families, in the case of the admissions and attendance participant, having a genuine and wholehearted empathy by recognising family struggles or hardship, meant responding to their needs as a priority.

Connection to the main theme
‘Wholehearted empathy’ emphasises recognising and feeling the struggles of others and in the supporting roles of the participants in this research, this appears to be at the heart of it. Participants discussed understanding as well as feeling the emotions and challenges of those they were helping and how these were stand out aspects for them in the support they delivered.
4.1.2 Subtheme 2: Personal investment connection 

Participants discussed points of deliberate meaningful effort on their part to build relationships with the INA young people they were supporting. Thus, this sub theme is termed ‘personal investment connection’ to explain how participants emotionally, mentally, and in one case physically committed to the INA young peoples’ well-being and positive experience. What the participants described was not just about spending time with the young people they were supporting, it was about actively caring for the relationship and aiming to play a role in their lives in a meaningful way.
“Erm, at the time, one of our members of staff was just about to retire. And she actually agreed to stay on until the July. She she would. She's one of these. That would have gone above and beyond regardless, but she she became a little bit of a. I don't want to say a mum figure because not a mum figure but she was they they would. She didn't just teach them. She didn't just teach them English. She was there when they had problems. She was the one sorting the problems out when they came and they've not got uniform and things like that. She was the one running and getting them the uniform, or erm if parents wanted something she was the one ringing the the council, the Refugee Council. She she just took them under her wing and wasn't like a teacher.” (SENCo)
The staff member described here was a teaching assistant, who went beyond their traditional role. She showed a deep personal commitment to the students, offering support that extended beyond academics. This kind of investment in the students' lives shows a personal, emotional connection taking on the role of a supportive guide and advocate.
"he finds great joy in her trying to learn Arabic. And I've done that myself… So I can, I can say a few words in Arabic and it just brings them a sense of, oh, right. You know, it's you want to learn about my culture as well and it is that connection it's about you know the value of. Human connection and. Relationships…” (Teacher/Head of Year)
This participant discussed how intentional work and effort was put into their support for INA students and how this goes beyond the simple expectations of their roles. Not only is the teacher sharing knowledge, but they’re also learning from the student and engaging on a deeper, more personal level. The purposeful and thoughtful actions involved an emotional and relational investment in the students’ well-being, by engaging with them in a way that acknowledges their individuality, cultural backgrounds, and specific needs. 
Connection to the main theme
Participants speaking about these human-centred connections in the context of positive transition for INA students, they are reflecting how the context of ‘Being human at the heart of support’, requires a deep commitment to seeing students as more than just learners and reflect on the conscious effort to connect with students in ways that are authentic to the students’ experiences.

4.1.3 Subtheme 3: Staff vulnerability

Participants discussed feeling ill equipped in being able to support new arrival students effectively and to the quality of care that they wanted to, thus this sub theme is termed ‘Staff vulnerability’. This vulnerability comes from the emotional and practical challenges that arise when staff care deeply about providing quality care but feel unable to meet the high standards they set for themselves.
"Without, without sounding awful that came a bit of a shock to all of us because obviously their English was very, very limited and we, if I'm honest, we we didn't know what we were doing initially. So we had really big induction meetings with where they all came in together with the Refugee Council, with as many people as as possible." (SENCo)
“So then it was filtered down and it rolled, kinda went into panic mode. Like what we're going to do with this and then obviously my role at the time was supporting erm, I was the only support worker for refugees in the Council at the time so it's like almost you’re the most experienced person for the for the job. So you're going to take a lead on it, even though I was only a grade seven at the time or whatever it is, I didn’t have that much experience for what was really necessary.” (Integration and Partnerships)
“So got the schools were applied for (Identifying factor removed) and basically they were saying they’d not had a foreign student before an that and they were a bit scared of taking em 'cause this person was, you know, very new to the country, very little English. They were worried about how they were going to cope at school.” (Integration and Partnerships)
“...I think we've, we've kind of taken it under the SEN, although none of us are specialists at all.” (SENCo)
These quotes demonstrate the vulnerability of staff in the face of uncertainty and how this can create uncomfortable emotional feelings. Overall, these quotes exemplify staff vulnerability by showing how participants particularly feel and are concerned about being exposed in their role. 
"I know that when I've spoken to, to the teachers and say, we've got a new student coming to your class and they’re new country and there's some new English. It just tends to be a panic and I get it because. You want to do the best by everyone and you want to ensure that students feel, supported and happy and they're able to learn. And when you don't have that experience in that, I can understand why that's quite stressful situation because you don't let people down." (SENCo)
This quote acknowledges the emotional stress and pressure that comes with wanting to do the best for students, especially when they feel inadequate within the role. Thus, the vulnerability lies in their fear of failing to meet the needs of students, which shows the emotional and professional weight staff carry when they want to ensure student success.
Connection to the main theme
Staff vulnerability ties into the idea of being human, being open and imperfect. Staff recognised and spoke about their limitations within the context of speaking about support for INA students that they felt was positive. 

Within this main theme, staff vulnerability isn’t to be seen as a weakness but rather it’s an honest recognition of the challenges that come with caring deeply for students and wanting to do right by them. Thus, for the participants, vulnerability in this context was driven by the desire to not let those they are supporting down, and wanting to provide support to the best of their ability whilst acknowledging within their support that they have faced moments of uncertainty or insecurity. 

4.1.4 Theme 1 summary
In this research context, ‘being human at the heart of support’ for the participants reflected how the act of supporting INA students is not just a professional duty but rather a deeply human endeavour. The subtheme ‘whole hearted empathy’ recognises how educational professionals feel positive transition support is enhanced by being emotionally present with someone. The staff members who were interviewed, note how within their positive experiences of INA support they were actively connecting with the students on a personal level, which requires a ‘personal investment connection’. Participants acknowledged their own vulnerabilities and limitations which are part of being human and shows their desire to provide authentic care and positive support experiences. 
	Reflexive box 1

	I had grappled with whether ‘Staff vulnerability’ should be an entire theme within itself. This felt to come out strongly within the data, whether stated explicitly by the participants, or through the way they talked around this. I continued to re-read the quotes that I had coded into this broader idea and it felt that staff were admitting their unknowns and being vulnerable, because they wanted to do the best job possible within the support they provided. Being vulnerable and openly showing your vulnerability itself, or feeling like you can’t, felt to me to be an aspect of just being human. It is a normal feeling to want to do the best and feeling vulnerable to admit that you don’t feel equipt or adequate to do that yet. Therefore, taking how the staff felt vulnerable or presented their vulnerabilities, from the participants' quotes, I felt that it fitted most appropriately as a sub theme within the wider theme of ‘Being human at the heart of support’.



4.2 Theme 2 - A dynamic whole person approach

	Theme
	Subtheme

	

A dynamic whole person approach
	· A flexible and holistic centred plan of support
· We couldn’t do it without the family


Analysis of the data appeared to show how participants felt support for INA students was best when there was a focus on their needs through a holistic lens whereby, they were responsive in their practice to the needs of the young person, and also their family. ‘A dynamic whole person approach’ is the name given to represent this theme 
‘A whole person approach’ has been suggested to be used interchangeably with ‘holistic’ as a way of thinking that considers a person's physical, mental and emotional well-being (Thomas et al, 2018). Podger et al (2010) suggested that a whole person approach includes thinking of the person as an individual situated within a particular context and culture, therefore they are members of a family and community thus these should also be considered in any supporting approaches. It’s about acknowledging that people are multidimensional and that each part of them influences the others. For example, in an educational context, it means seeing students as learners but also as individuals with family, emotional, social, and personal needs.
‘A dynamic whole person approach’ therefore recognises that INA young people are not just defined by one aspect of their lives within education rather acknowledging the interconnectedness of various factors influencing their experiences and the need for educational professionals to be fluid and responsive to this. Overall, as a theme within this research it represents how educational professionals recognised adaptable practices driven by a holistic lens whereby participants relied on family involvement in how they approached their support, this is discussed across the two sub themes that emerged.
Subthemes
4.2.1 Subtheme 1: A flexible and holistic centred plan of support
Participants discussed how any planned support or usual approaches, maintained a flexible undertone acknowledging the necessity of being adaptable to provide the best support applied to meet the diverse and changing needs of these students and their families. Thus, recognising the importance of ‘a flexible and holistic centred plan of support’ within the positive transition experiences.
“Flexible to the needs of every pupil, whilst also allowing them to access a curriculum and understanding that their access is about equity rather than equality at points.” (Teacher/Head of Year)
“Yeah, erm I think it's it's about obviously just looking at a family arriving, it's again, you know, it's not just school when we get a case of a guy and his wife and four kids have arrived erm obviously accommodation is the number one priority erm 'cause most of the people who are living here already are in single person accommodation or shared accommodation.” (Integration and Partnerships)

Participants referred to positive experiences of transition support when the school as a whole and or the individual providing direct support, took a holistic view to the support. Whereby, this particularly related to what the young person needed to be safe, comfortable and happy overall, beyond usual typical school expectations to engage with curriculum learning.
“I feel it was more the expectations from school, I think they were very good at being flexible and understanding that at that point the priority for this young person wasn't to learn Maths or Science or even to learn English, they just wanted this young person to make her feel comfortable at school and to have a good life at home, you know, to have her basic needs met.” (Educational Psychologist)

“It wasn’t just about this person needs to learn English it was also about making her feel good at school, making sure that her needs at home were appropriately met.” (Educational Psychologist)
Connection to the main theme
This sub theme ties into the main theme of ‘a dynamic whole person approach’ because it demonstrates participants' view of the necessity for adaptability, flexibility, and a comprehensive understanding of the INA students' needs as a whole. This approach is dynamic because it involves continually assessing and adjusting how they plan and respond to INA students' transition to reflect the changing needs of their students and families.
4.2.2 Subtheme 2: We couldn’t do it without the family
The participants in this study discussed the idea that family was integral to helping them to understand the needs of the child as a whole and the necessity of this deeper understanding to integrate into their support planning. The subtheme, ‘we couldn’t do it without the family’ therefore refers to how the educational professionals interviewed, felt that the support they provided required input in some form, from the family of the INA young people.
“And, and teachers were concerned about her wellbeing but because we had that time with the family initially, it really helped with knowing how to approach parents to share some information around that to support her and them.” (Admissions and Attendance)

“Having that understanding that all these things have had happened and could have an impact on the child's well-being and was really important…So the fact that school were able to understand that they needed somebody to translate but also they needed to listen to their family, I think that was key.” (Educational Psychologist)

“I guess the parental voices are really key in understanding the situation for the family so that we can support wider and how that will then impact within school.” (Admissions and Attendance)

Participants spoke of how implementing support relied on parents playing an active role in helping identify what the young person needs, in some cases by bridging the gap by sharing insights into the student's well-being or by recognising the necessity of that support.

“It's again, I think it was the the relationship working on the relationship with parents as well. Mainly actually because. Parents, a lot of the times refused, you know, help. We offered our help. They weren't sure what that was. They refused.” (Head of Outreach)

“think that the parental voice is really key because ultimately when that child leaves school, they go home and they speak to the parent about the day. In some cases, they might not. And then they'll be coming in every day. Then they're not able to communicate with people about how that feels, but if we were able to have that relationship with home and it's just such a community approach.” (Admissions and Attendance)
Connection to the main theme
This sub theme links to the main theme by emphasising the importance of family involvement in creating support systems that are holistic and adaptive. Participants shared how families of INA students can provide critical contextual information that influences how school responds to the needs of the young person, from a whole child perspective. 
4.2.3 Theme 2 summary
The theme of ‘a dynamic whole person approach’ connects how participants noted the importance of providing flexible, adaptable, and holistic support to meet the diverse and evolving needs of INA students and their families. Participants highlighted that effective support required more than just academic considerations. This successful approach to support as described from participants is dynamic, able to continually adjust to the changing circumstances of the students and their families. A key aspect of this support is the involvement of families, as their insights are invaluable in understanding the broader context of the student's life, which directly informs how schools can provide the most appropriate care and support. 

	Reflexive box 2

	I debated the need for any subthemes with the overall theme that I was sensing coming out during the data analysis. I reflected whether being holistic means working with and considering the families anyway thus the necessity of having subthemes when the idea of holistic can encompass this. I continued to re-read the quotes that I had collectively filtered into the main theme that was coming out during the initial theme generation stage. I decided that the family side of things needed to be a subtheme because actually it wasn't just about recognising the young person’s needs in a holistic way, it was about how are professionals acting in that holistic whole child way. Participants' quotes showed how much they relied on the families to provide their support and without this they couldn’t be flexible in their approach, they couldn’t act fully holistically and therefore flexibility and family had to be two separate themes that would be encompassed by the main theme.



4.3 Theme 3 - Listening to the unspoken

	Theme
	Subtheme

	

Listening to the unspoken

	· Value in reflecting on past experience

· Attuned to the emotional undercurrents

· Considering the bigger picture of wellbeing


A theme which appeared across the data was how participants in their experiences of supporting INA students, were often ‘listening to the unspoken’. In this context, participants appeared to be making sense through their previous experiences of providing support and working with INA students and their families, to cue them into what is necessary in new situations before it needing to be said. The idea of ‘listening’ being that they are attending to this non-verbal communication as able to provide valuable information.
In addition to this, participants reflected on the importance of being attuned to non-verbal cues in meeting with the young people and their families. Participants recognised that even without words, they could sense feelings of discomfort and need for various support that was not explicitly communicated. Participants explained at times how they utilised their reflections and attunement to the emotional undercurrents, to overlook verbal communication whereby young people or their families did not accept support offered, rather perceiving and responding to the non-verbal signals as they were holding in mind wellbeing as the bigger picture.
Subthemes
4.3.1 Subtheme 1 - Value in reflecting on past experience
This subtheme highlights how the participants talked about drawing on their past experiences of supporting young people, families and in particular INA CYP, to inform decision-making, and ultimately influenced how they responded to students' needs during their transition. Participants deemed this valuable as they felt that it helped them to provide support that aided a positive transition.
"And I guess that I had the experience of knowing what it felt like for me with how these admission meetings usually go I would feel quite smoothly, child arrives, you know, we discuss, their previous school and experiences, what subjects they’ve done and stuff." (Admissions and Attendance)
"You know, I do these sorts of meetings frequently, I’ve been in this role for almost seven years, so I know when things feel a bit different" (Admissions and Attendance)
These quotes illustrate how the staff member's past experience led to a sense of confidence and familiarity supporting their ability to adapt to new situations and adjust their approach when something feels different. 
"Some of the stories that you hear through various pupils are traumatic. And, you know, they have got PTSD. They have got trauma in terms of what they've been through and that they're then that it exposes, you know, behaviours or how they handle things and how they react." (Teacher/Head of Year)
Participants discussed how reflecting on their experience of hearing stories of trauma from other students, it allowed them to make connections about the emotional and behavioural needs of students. Thus through reflecting on this being able to be more proactive and informed in their practice.
Connection to the main theme
This sub theme reflects the main theme as the quotes from participants reflect how by considering their experiences in similar situations supporting INA young people and their families, it has supported them to anticipate and identify the unspoken context, and adapt their practice to respond.
4.3.2 Subtheme 2 - Attuned to the emotional undercurrents
Participants discussed how they responded through support via sensing the young people/family’s needs, or feelings within the moment of their involvement. Participants discussed how the need for this wasn’t communicated verbally, but felt that they understood what was being emotionally communicated anyway. Therefore, the sub theme is termed ‘attuned to the emotional undercurrents’ referring to being sensitive to the emotional atmosphere and understanding that there may be emotions that people are experiencing, even though they're not openly saying them.
“The communication, perhaps wasn’t there, but just a feeling…” (Admissions and Attendance)
“But the more that kind of we were speaking you could sense that the mum and dad were finding it really tricky that they didn’t know what was going on and that the siblings were being and sort of used as translators.” (Admissions and Attendance)
These quotes highlight the staff’s ability to perceive any subtle, unspoken emotional signals. For example, the participant in these quotes appears sensitive to the emotional atmosphere of the situation, even though the family may not be voicing these concerns directly. The participant describes a feeling or a sense, but possibly is noticing the nonverbal signals like tone, body language, and silence.
“I think the fact that I was able to tell the child about the things that she could do here in the UK and give her some ideas of games she could play with children and things like that was very reassuring for her.” (Educational Psychologist)
“They refused a lot of other services, you know, like. This specific girl went through a lot of trauma and they DRASACS, they refused, you know, CAMHS and didn’t turn up to appointments because of their worries you know, so. I had to almost like take them that, you know, book an appointment, rearrange and then, you know, remind them on the day or even just give them a lift and, you know.” (Head of Outreach)
The EP and head of outreach both have lived experiences as people who migrated to the UK, they did not explicitly state if their experiences influenced their attunement to the emotional needs of the CYP and families, however their quotes show how they almost read between the emotional lines to identify what was needed and why.
“And that's something we never asked about. We we never talked about any experiences, but there was one of the boys that was was older. I think he was the year twelve and he used to do a lot of the translating so if if there was anything for any of the other students, particularly the upper school ones, he would translate. Erm and he he actually sat with, the lady that took them in and he he just explained everything to her. He was really open…there was no conversation whatsoever, but he he just sat one day, I think after school and stayed for about an hour and just sort of told her everything. And she was like and then she was thanking him then like for trusting in her and being able to sort of confide.” (SENCo)
Across these quotes, participants discuss how their ability to perceive the emotional cues of others influenced how they responded as a result. 


Connection to the main theme
This sub theme connects to the main theme as participants discuss being able to sense and feel the emotional cues of the people they were working to support. Due to this deeper attunement, they listened to the unspoken cues and ultimately responded most effectively to the needs of the young people and families.
4.3.3 Subtheme 3 - Considering the bigger picture of wellbeing
Participants discussed decision making in line with the wider picture of wellbeing for the young people they were supporting. Even when wellbeing was not explicitly spoken about, it remained an undertone of recognition within their work and informed decisions.
“Recognising that there was more to this than the three children that I guess enroll. It was what's the impact on the family here? What might they be feeling?” (Admissions and Attendance)
This quote reflects how even without explicit conversation about it, the participant is holding in mind the unspoken emotional needs of the family and the wider impact of this student. It appears the participant is seeing the whole family unit and reflecting that their wellbeing and emotional state are integral to the child’s own success and wellbeing in school. 
“I think just having that time initially to just sort of get that conversational language more than anything just so that they could sort of start on a positive rather than going in and and it just being like Oh my God, what what is going on in in this classroom because of lower school, a couple of them did feel that way they they really did struggle.” (SENCo)
“Erm, and basically all the students went to that school, even though the school was probably full, they agreed to take em' as a cohort to make it easier, other than em' being sent to all different schools. So that did work really well. Erm, all going to the same school as well, so I think that was important. Obviously they could support each other. They weren't, weren’t a single person going into a school of five hundred people feeling isolated, you know, all the, all the, you know, all the people they knew were going to that school as well.” (Integration and Partnerships)
“I'm again thinking from this case, I think it was important the fact that school could understand that this person didn't speak any English and she would need some specific targeted support to learn English because I feel in most of my case work with EAL pupils, I think they are expected to learn English from just being there in the classroom. And that has an impact on their well-being so. That this school was able to understand that and to change their expectations was really important.” (Educational Psychologist)
In these quotes, it appears that participants are referring to pre-empting the potential impact on emotional wellbeing, without this being spoken about when the decision-making process was occurring, it remained as an undertone that informed next steps.
Connection to the main theme
These quotes link to the main theme of ‘listening to the unspoken’ as they show how participants are proactively thinking about and or responding to emotional needs and cues that are not explicitly verbalised from the young person/families.
4.3.4 Theme 3 summary
The theme of ‘listening to the unspoken’ noted how participants perceived the importance of responding to the emotional and contextual needs of INA students and their families, even when these needs are not explicitly communicated. Participants highlighted how their past experiences informed their ability to recognise subtle emotional cues which guided their decision-making and support strategies. Furthermore, they emphasised the importance of considering the broader emotional wellbeing of the entire family, recognising that unspoken emotional needs influenced the success of the student’s transition, even when this was not verbally communicated or considered a focus of the support by others.
	Reflexive box 3

	During the theme generation stage I wondered whether ‘wellbeing’ fitted into both of the other subthemes that I had already begun to name and therefore wasn’t strong enough to be separated as its own subtheme. I think this was coming from my own understanding of how wellbeing needs may be sensed in the emotional tone of the room from thinking about previous work. However, participants weren’t necessarily just talking about reflecting or looking for non-verbal cues to note that wellbeing was important to consider, it was rather an unspoken point in general that participants were already thinking about when working with the young people and their families. Therefore, this felt necessary to be taken as its own subtheme.



4.4 Theme 4 - Synergistic support

	Theme
	Subtheme

	
Synergistic support
	· Automatic collective action

· Necessity of professional interdependence

· Cultural competence


Analysis of the data appeared to show how participants felt support for INA students was best when the support was synergistic, thus ‘synergistic support’ is the name given to this theme. Synergy is a term used to describe how a combined effort from more than one person, produces a greater result than the sum of the individual efforts combined. In the case of this research, synergistic support refers to the collaborative effort of educational professionals where people, teams, and resources worked together in a way that supported a positive transition experience for INA students. In this context, the idea of synergistic support emphasises that each individual's or team's expertise and actions contributed to a larger, more impactful outcome for the INA young people. Within the data, this refers to how educational professionals worked with each other, but also how they worked with the young people in developing culturally aware practices or to understand more about the young people they were supporting. 
To create synergy, the participants made reference to communication, collaboration, trust and shared goals to provide their transition support. This is discussed across the three sub themes that emerged.
Subthemes
4.4.1 Subtheme 1 - Automatic collective action
‘Automatic collective action’ as a subtheme, refers to how participants noted that within their support, despite having little notice or preparation, they immediately responded to work together toward a common goal. Participants discussed how they felt transition support was positive when staff involved in the support responded quickly and almost instinctively without hesitation to assume a role within the support demonstrating the idea of an automatic response.
“It was just the Educational Psychologist, the school SENCo and the head teacher, and I imagine that if things went well it was because probably the SENCo and the head teacher were able to communicate the message very well to the rest of the team.” (Educational Psychologist)
This participant notes how the school staff members recognised the need for this to be a collective responsibility and the automacy from the trust that in sharing the message, staff were able to take ownership in their role towards the shared goal in supporting the young person and their family.
“I think just everybody working together that again like I say that it was, we knew what was happening, we didn't get much notice, we got like oh, you know, we found out like the week before this was happening erm so we've pulled everyone together, and yeah, I think all the stops are pulled out” (Integration and Partnerships)
“Erm just everyone had the, everyone had to do, everyone was focused on on getting it sorted quickly and you know for the benefit of these people erm and they just yeah when everyone's focused on the same thing, it works really well.” (Integration and Partnerships)
“We'll never get how that situation feels because I haven't been in that situation but we get that this is something that is really important as a family approach and to not put additional onto the young people and so, it was a nice situation to be in when you have all of these services who sort of pull together already.” (Admissions and Attendance)
Participants referred to how professionals were able to quickly respond and pull together, even when they received little notice suggesting that despite the limited time to prepare, the team instinctively acted. The phrase "pull together" reflects the collective effort and shared responsibility. This aligns with the idea of collective action, where each professionals’ contribution was crucial, but the effort was collaborative, with the focus on a unified goal.
Connection to the main theme
The quotes within this sub theme align with the ‘synergistic support’ by emphasising how teams were able to work together to provide positive transitions support, by focusing on the same goal, and responding quickly and efficiently despite time limitations or feelings of unknown. The immediacy in the responses of the situations discussed shows the collaboration and how when professionals share this common focus and automacy in their responses to support, this synergy creates a stronger, more effective outcome than if each individual worked separately.
4.4.2 Subtheme 2 - Necessity of professional interdependence
Participants discussed how they, in some cases, relied on other professionals and services to support their work and in some instances, how they felt that they were looked upon by others showing this idea of collaborative support between professionals in order to meet the needs of the young people and families they were working with.
“We'd got erm from the EMTAS* team (*Language support) we’d got people coming in and and doing bespoke work as well. So we we worked really closely with them and we tended to use those more for the the students down at lower school, so they didn't get that bespoke package as such.” (SENCo)
“I think also then the communication with the language support team within the council, in this situation they were incredible and sort of within twenty minutes, there was someone virtually who's able to translate.” (Admissions and Attendance)
Participants referred to times when they sought out expertise from other professionals to help them to effectively deliver their support.
“I did a little CPD for all our new, our new like trainee teachers. Just to teach them about Roma children specifically, why they misbehaving, how to manage their behaviour, why they behaving in the way they behave in, you know, little background on the history and and their whole life and how that's impacting their behaviour.” (Head of Outreach)
“So there was a couple where there would have been an SEN need in their own language as well, so we we we struggled there a little bit because how do we assess what the need is because how do we see what level they're at because we didn't have anyone we we used EMTAS to ask and some people came in.” (SENCo)
These participants discussed how they recognised that expertise and experience was needed to best understand and provide support in these situations. For one of the participants, they were the one who was able to provide the support and knowledge to their colleagues, the other describes reaching out to another team for support to help their team.
Connection to the main theme
The subtheme ‘necessity of professional interdependence’ contributes to the wider theme of ‘synergistic support’ as participants are emphasising the importance of collaboration and the combined expertise of professionals to achieve wider shared goals, in supporting INA students. This interdependence not only allows for quick responses to needs but also ensures that all aspects of the students' education and well-being are addressed in a coordinated and collaborative way. These interdependent roles create a synergy that enables more effective and holistic support whereby each professional’s contribution is to enhance the work of others.
4.4.3 Subtheme 3 - Developing cultural competence
Participants made reference to various aspects underpinning a developing cultural competence. Cultural competence is understood as an ongoing process in which individuals demonstrate openness and curiosity in broadening their cultural worldview through active learning and reflection (i.e. cultural awareness and sensitivity), while also purposefully adapting their practice to meet the needs of individuals from different cultural backgrounds (i.e. responsiveness) (Maidment, 2011). It is considered ongoing because culture is dynamic, and people’s cultural identities are continuously shaped by experience, context, and relationships (Denboba, 1993). As such, professionals must remain reflective and active in their approaches. In this study, participants described thoughts, feelings, and actions that reflected a developing cultural competence.
“And in that respect comes that understanding and and a curiosity wanting to learn, you know, it's it's a two way street isn't it?” (Teacher/Head of Year)
“But then he finds great joy in her trying to learn Arabic. And I've done that myself. I remember, you know, years ago there was over the years. So I can, I can say few words in Arabic and it just brings them a sense of, oh, right. You know, it's you want to learn about my culture…” (Teacher/Head of Year)
“The community approach is just naturally there, because the kids are usually from the local community, I live in the community and a lot of students who we enrol are from the local, area. But in the cases of new arrivals, that dialogue isn't already naturally there and that understanding of experiences. And so, actually, taking a community approach is really key.” (Admissions and Attendance)
Participants spoke about wanting to learn more and understand more about other cultures so that they can respond in the most culturally responsive way within their support for INA students/families. Participants recognise where there may be the potential for cultural barriers and thus by being open and curious they can develop their practice.
“Yeah. And I think something important is that that they didn't know what it was. So why would you agree to something when you don't know what that is? Because that's scary. Isn't scary, isn't it? And I imagine if this is explained to them in English, you know by somebody they don't know and don't don't trust. I suspect a lot of lot of families who refuse help like that.” (Head of Outreach)
This participant reflected on the cultural barriers within this situation that appeared to have influenced how the family felt and responded. Within this, the participant was able to unpick the lack of trust the family likely felt and how this stemmed from different cultural experiences in understanding the offered help.
“On the walls as well. I know it sounds simple, as simple as that but. The walls of corridors, specifically the English one, has poems from every language. So every language in the school is represented. So again, it's just things like that that I think do constitute best practise to ensure that it's it's not. Feeling not creating a a feeling of. Other or difference it's inclusion and it's it's belonging and it's feeling OK.” (Teacher/Head of Year)
This participant demonstrates an awareness and respect for the diverse cultural backgrounds of their students. They speak about how the school created an environment where cultural differences are acknowledged and valued.
Connection to the main theme
Developing cultural competence fits into the theme of ‘synergistic support’ because as shown from participants' quotes, seeking to foster an environment of mutual respect, trust, and collaboration is deemed essential in positively supporting transition for INA students. In the context of synergistic support, participants discussed the willingness to understand and learn about each other's backgrounds and create a stronger collaboration between educational professionals, the students, and their families. It means that the professionals are not just helping the students, but they are also learning from the students and their communities, fostering a more equal partnership thus makes it easier for everyone to work together harmoniously toward the goal of supporting INA students. This aligns with synergistic support because it shows how creating an inclusive environment that respects and acknowledges cultural differences promotes collaborative relationships between students and staff. 
4.4.4 Theme 4 summary
The theme of ‘synergistic support’ highlights the collaborative and interconnected efforts among professionals to provide effective support to INA students and their families. Participants emphasised the importance of responding both quickly and as a team, taking ownership of their roles in the support for shared goals. This synergy was further enhanced by professional interdependence, with staff recognising the need to draw on the expertise of other professionals to deliver comprehensive support. Additionally, a developing cultural competence played a vital role, as participants expressed a deep interest in understanding and respecting cultural differences to improve their interactions and support strategies. By fostering mutual respect and collaboration, both with colleagues, across wider professional teams, and with students and families, participants discussed how they were able to provide inclusive and responsive support. 

	Reflexive box 4

	I went back and forth deciding whether there should be an additional subtheme of ‘communication’. Participants referred to their communication with the young people, parents, colleagues and other professional teams. I couldn’t settle on this due to wondering if communication was too simplistic to truly show the practice within this, communication was rather an action for a purpose rather than the purpose itself. Communication rather is utilised within taking collective responsibility and is necessary for professional interdependence. Communication with stakeholders is strengthened by cultural competency, but developing cultural competency is what is underpinning how the communication goes. Therefore, it didn’t feel to truly represent what participants were feeling, saying or implying, by having communication as its own subtheme.


4.5 Theme and Subtheme interconnections
As aforementioned, the data was analysed as a whole rather than separated into research questions at this point. Throughout the analysis, I reflected how it seemed that the subthemes were highly related to each other in how the participants discussed providing the positive transition support suggesting that the themes were not isolated concepts but rather worked together in a dynamic and interdependent way.
 I have created a diagram to show the interconnectedness between the themes and subthemes.
[image: ]
Figure 3 - Analysis Theme and Subtheme interconnections

For example, I considered based upon my own reflections and what felt present within the stories shared by the participants, that in order for transition support to reflect ‘developing cultural competence’ (Theme 4, Subtheme 3) it recognises the value and relies on involvement with the student’s family in order for educational professionals to have an a more nuanced awareness of the family’s cultural context. In addition, ‘staff vulnerability’ would be important so that staff could be open to sharing that they require support in this area, especially if they have been unable to ‘reflect on their previous experiences’ of supporting INA young people. Here, the concepts of cultural competence, family involvement, and staff vulnerability were not separate but deeply intertwined. I noted the presence of these three subthemes, which, when considered together, painted a fuller picture of what 'developing cultural competence’ means or could look like within' transition support.

Similarly, when analysing the importance of having a ‘flexible and holistic plan of support’, it appeared that this approach was also related to staff feeling competent in their role. This competence, again, tied back to ‘staff vulnerability’ e.g. if staff felt they lacked confidence or knowledge, they would be less likely to implement a holistic plan effectively. Moreover, a holistic plan extended beyond practical support to include attention to the emotional wellbeing of the students, which required staff to be ‘attuned to emotional undercurrents’ and seek additional professional support when necessary. This, in turn, reflected the need for ‘professional interdependence’, where the ability of one staff member to offer support was enhanced by collaboration with others. In this case, the sub themes of competence, vulnerability, emotional wellbeing, and interdependence were all closely connected and reflected how one aspect influenced and relied on the others.
This interconnectedness suggests that the sub themes are not discrete or isolated concepts but are rather parts of a larger, more intricate framework in how moving forward, transition support for INA students could be considered. This interconnected nature reflects the complexity of the data and suggests that the themes and subthemes cannot be fully understood without considering how they interact. This will be further mentioned in the discussion section of this thesis.
4.6 Findings conclusion
The findings outlined four main themes and a further eleven sub themes that strengthened the understanding of the data from the participants' interviews. Within this analysis section, I have outlined some key decision points and how I thought through these dilemmas that have now led to the finalised themes/subthemes, as shown in reflective boxes throughout. 
The findings presented an interconnected nature to how participants understood positive transition, and the best practice within their support and can be shown in Figure 3. How these theme findings link with the initial research questions will be explored in the discussion section of this report. 





Chapter 5 - Discussion
5.0 Introduction

This research aimed to explore how educational professionals understand positive transition for INA students into UK secondary schools and identify what they perceive as best practices to support this transition.
 
In this discussion, I will reflect on the analysis findings alongside literature to address the research questions presented in Chapter 2. While the themes presented in the analysis are interdependent and cannot be fully understood in isolation, I will address the key insights here with relation to the research questions as well as implications for educational professionals' future practice. Considerations for policy and Educational Psychology practice will also be discussed. Finally, I will return to the quality issues mentioned in Chapter 3, as well as reflect upon this study's limitations and suggest how future research could address these and build upon the findings.

5.1 Research question 1: How do educational professionals understand positive transition for INA students into UK secondary schools? 
Educational professionals in this study understand positive transition as a process that is fundamentally relational, holistic, and responsive to evolving needs. 
Educational professionals emphasised the importance of meaningful human connections, suggesting that they understand positive transition as INA students feeling genuinely seen, valued, and emotionally supported (Theme 1: Being human at the heart of support). This aligns with relational pedagogy, which highlights the role of trust and empathy (Theme 1, Subtheme 1: Wholehearted empathy) in fostering student belonging (Gravett, 2022). This relational focus is reflected across the wider literature. McFadden’s (2023) study with refugee students in Wales found that relationships were key to positive educational experiences. Bhardwaj, 2022, O’Shea, 2018; King, 2020; Wong, 2020 similarly identified the emotionally nurturing role of staff is often likened to parental care in supporting INA students and can ease adaptation to new school environments. These studies, which centre INA students’ voices, affirm the importance participants in this study placed on positive transition being fundamentally relational.
The importance of relationships in positive transition is underscored by the challenges INA students face, including bullying and discrimination related to linguistic, cultural, and racial differences (Hastings, 2012; King, 2020). These negative experiences can significantly affect students' emotional wellbeing, and the emphasis on relationships from participants in this study suggests an awareness that positive transition also involves counteracting the exclusion and marginalisation that INA students may experience. For example, professionals described emotional responses such as feeling “proud and almost emotional” or describing students hugging teachers who spoke their home language. Therefore, reinforcing the idea that positive transition is deeply rooted in moments of human connection.
Professionals also recognised that positive transition extends beyond relational connection and must be holistic, addressing INA students' broader needs, including wellbeing, family circumstances, and cultural identity (Theme 2: A Dynamic whole-person approach). One participant stated, "It wasn't just about this person needs to learn English—it was also about making her feel good at school, making sure that her needs at home were appropriately met." This reflects participants’ understanding that positive transition is not just about academic progress but about ensuring students feel emotionally secure and culturally acknowledged. This perspective challenges dominant policy discourses that often prioritise language acquisition and academic attainment (DCSF, 2007), overlooking the more complex realities of INA students' experiences. By recognising the importance of the ‘whole-person’, participants in this study recognise that positive transition extends beyond the classroom and aligns with findings from Cartmell and Bond’s (2015) study, where INA students defined ‘belonging’ as “feeling understood as a person” (Cartmell and Bond, 2015, p. 97).
This holistic view aligns with Rutter (2006) who critiques how ‘good practice’ in refugee education is often narrowly framed around access to schooling rather than comprehensive psychosocial support. Berry’s (1980) acculturation framework suggests that successful adaptation depends on the extent to which students' cultural identities and wellbeing are respected as research gathering the voice of INA’s indicates that they often feel disconnected when navigating unfamiliar systems (McFadden, 2023). Thus, the findings reinforce the idea that positive transition is not only about adjusting to a new culture, but also about feeling their own culture is recognised and respected which comes through a recognition of a holistic approach to support.
Beyond relational and holistic elements, educational professionals also understood positive transition as a responsive process, requiring adaptation to students’ evolving needs at different stages of transition. One participant reflected on how their initial approaches to supporting Roma students were not effective, prompting deeper reflection and adaptation. This suggests an awareness that positive transition is shaped by multiple interacting systems (e.g., school, home, peer groups, governmental policy), requiring ongoing responsiveness to shifting influences. This finding indicates that educational professionals see positive transition as a continuous process that needs to be regularly adjusted to meet students' changing needs.
Bronfenbrenner’s (1979) Ecological Systems Theory aligns with this understanding, highlighting how interconnected systems shape a student’s experience because changes in one system can impact another, necessitating ongoing responsiveness. Participants recognised that transition experiences are not only influenced by the school environment but also by the wider socio-political context shaping their support. For instance, one participant reflected on their initial uncertainty in supporting new arrivals: "We didn't know what we were doing initially. So we had really big induction meetings…with as many people as possible." This aligns with the subtheme ‘Automatic collective action’ (Theme 4: Synergistic support), as professionals described how support naturally evolved in response to students' needs. Rutter (2006) highlights the importance of acknowledging and responding to post-migration experiences such as poverty, racism, and uncertain migration status when considering transition. These findings suggest that educational professionals saw positive transition as an ongoing, dynamic process rather than a static event, requiring continuous awareness of and responsiveness to the various systems shaping students' experiences.
Summary

Educational professionals in this research understand positive transition as a relational process grounded in wholehearted empathy, personal investment, and cultural understanding of the young people they support. Beyond forming meaningful connections, they view positive transition as holistic, recognising the need to consider the whole person, including their wellbeing and family circumstances. Additionally, positive transition is understood as responsive, meaning that professional approaches are not static but adaptable, evolving to meet students' individual needs based on considering the interconnections of numerous systems in which INA young people exist during their transition to a UK secondary school.
This broader view pushes back against dominant research and policy framings which often reduce positive transition to measurable academic outcomes, positioning language proficiency as the gateway to integration (DCSF, 2007). In contrast, participants’ views re-centre the emotional and relational aspects of transition, offering a humanised and situated understanding of what INA students need to experience positive transitions.

5.2 RQ2: What do educational professionals perceive to be best practice in supporting the transition of INA students into UK secondary schools?
Educational professionals in this study perceive best practices for supporting the transition of INA students as multifaceted. In line with RQ1, they perceive a relational and cultural grounding to best practice, as well as recognising the importance of professional reflectivity, collaboration, and staff vulnerability. 
As highlighted in the findings for RQ1, relationships were seen as key to a positive transition; however, what distinguished best practice was not just valuing these relationships, but putting them into action through specific, intentional strategies. Professionals described going beyond their formal role responsibilities with one participant likening support to that of a ‘mum figure’, where they were not only there to help with academics or school-based issues, but also to offer emotional support for example through active listening. The subtheme ‘personal investment connection’ (Theme 1, Subtheme 2) captures this. One participant described how a colleague postponed their retirement to continue supporting INA students, and described support such as “she just took them under her wing” affirming a nurturing and consistent presence as well as emotional availability. Such practice exemplifies how best practice isn't just about what professionals do, but how they do it: with warmth, intention, and a willingness to invest emotionally in students’ lives. This kind of personal investment is particularly important for INA students who may be navigating disrupted relationships, loss, or a sense of disconnection (Rutter, 2006). Furthermore, this aligns with Hastings’ (2012) research, whereby one participant described how a trusting relationship with school staff extended beyond the school context, helping them feel a sense of belonging to the UK demonstrating that when professionals offer a consistent, caring presence, it can help foster belonging, and support wellbeing during transition.
Another area of best practice that was highlighted was the significance of cultural competence as reflected through curiosity and responsiveness, such as learning phrases in a student's home language, actively seeking to learn more about their culture and promoting home language. Hastings (2012) recommended the active use and development of students’ first languages as a way to support transition for refugee students and participants in this study reinforced this culturally sustaining perspective by recognising wellbeing and cultural connection as key to a positive transition. 
It is important to note that participants emphasised that culturally competent strategies cannot be viewed in isolation from the relational context in which they are delivered meaning implementing strategies that signal cultural inclusion without a foundation of cultural curiosity, responsiveness, and genuine relational investment, risks becoming reductionist and superficial. As one participant described, “the walls of corridors… has poems from every language… it's inclusion and it's belonging”, it was clear that the impact of such practices lay not just in the action, but in how they are embedded within warm, trusting relationships that communicate emotional attunement and respect for a young person’s identity.
Another key element of best practice identified was reflecting on past experiences (Theme 3, Subtheme 1). Participants described how they engaged in real-time reflection, particularly during meetings that felt different from previous successful ones, to inform their decision-making. This aligns with Schön's (1979) Reflective Practitioner Theory, that professionals develop their practice through reflecting both in action (adapting to situations in real-time) and on action (analysing past experiences to improve future practice) (Schön, 1979). The methodology for this research invited participants to reflect and discuss a past experience; therefore, they were encouraged to reflect on action. However, participants in this study described being attuned to the emotional undercurrents (Theme 3, Subtheme 2) in action during their involvement with INA students and their families. Although participants weren’t always able to verbalise how or what they had reflected, most described a feeling and a sense, an attunement to their own emotions almost, for example, 'I've been in this role for almost seven years, so I know when things feel a bit different' and 'had the experience of knowing what it felt like for me with how these admission meetings usually go I would feel quite smoothly'. For these participants, leaning into that feeling and having the confidence to trust in it was important and supported them in making decisions. French (1997) shared how teachers' anxieties about their competence in supporting EAL students influence their ability to adapt to their needs most effectively. Thus, by reflecting on these situations, professionals can adapt their support, which reinforces Schön's argument that reflective practice supports ongoing learning, allowing professionals to provide more meaningful, holistic, and responsive support (Schön, 1979).

Partnership with families emerged as a fundamental component of best practice in supporting the transition of INA students to UK secondary schools, as reflected in the subtheme ‘We couldn’t do it without the family’ (Theme 2, Subtheme 2). Participants emphasised the importance of building trust through culturally sensitive practices, such as using translators, maintaining regular communication, and addressing concerns proactively. One participant shared that families who were initially hesitant about accepting support often required reassurance and ongoing engagement before they could trust the process. This process aligns with existing research (Rutter, 2006) that emphasises how families’ experiences of discrimination or marginalisation can affect their willingness to engage with professionals and is recognised in the findings of King’s (2020) study gathering the voices of newly arrived Czech and Slovak secondary students. Participants shared that their families were frequently excluded from school decisions, and this led to negative feelings, hindered trust and worsened their overall transition experience (King, 2020). 
Collaboration with families has been highlighted as a recommendation for INA transition throughout literature (Cartmell, 2013; King, 2020) and policy (DCSF, 2007) therefore it is arguably already recognised as a key support strategy. However, specifically participants in this study emphasised the importance of communication with families to understand the student's background, emotional wellbeing, and home life and this was critical in offering tailored support. This suggests that best practice is not found solely in the act of communicating with home, but in the value placed on this relationship, by educational professionals. In this study, participants emphasised that they ‘couldn’t do it without the family,’ highlighting that meaningful collaboration begins with a deep recognition of the family's role and contribution. This approach is grounded in Bronfenbrenner’s Ecological Systems Theory (1979; Bronfenbrenner & Morris, 2006), which positions the family as the most influential system in a child’s development. According to this theory, collaboration with the family is essential for understanding the multifaceted factors that impact INA students' transition and supporting their development holistically and it could be seen as tokenistic if the family are included as a procedural act, rather than recognised as a valuable tool to aid professionals’ practice.
In this study, best practice was also recognised around staff identifying the need to seek support within their role. Although 'staff vulnerability' (Theme 1, Subtheme 3) could be seen as a negative, within the context of this research, it was identified as a recognition of wanting to support in the best possible way, showing that they had fostered relationships grounded in genuine care and empathy. Thus, when feeling vulnerable in their abilities to provide the best support, it acted as an important driving factor in professionals recognising and reaching out for working partnerships with others, particularly other teams, thus the 'necessity of professional interdependence' (Theme 4, subtheme 2). 
Cartmell's research on how secondary schools promote a sense of belonging for INA students identified collaboration between staff as a theme within the research (Cartmell, 2013). Cartmell’s participants emphasised the value of the school EAL team, describing how their presence made it easier for other staff to acknowledge when they didn’t feel fully equipped to offer the necessary support. This suggests that having connected, specialised teams in place fosters a culture of openness and collaboration and as recognised in this study, when staff feel supported and capable through working alongside these teams, they are better positioned to provide support to INA students. This finding highlights a key part of best practice for INA student support is staff recognising and seeking support to develop their own practice by working with other professionals. This highlights how, when acknowledged and embraced, professional vulnerability can be a powerful tool for strengthening relationships and enhancing the support provided to INA students.

Summary

The findings of this research identified that best practices for supporting INA students' transition to UK secondary schools are underpinned by relational practice, emphasising trust and emotional availability. Participants highlighted the importance of connecting with students and their families by demonstrating empathy and cultural curiosity. Professional-Family partnership was noted as vital for creating individualised plans, in particular with regard to student wellbeing.

Additionally, reflecting on past experiences supported professionals in being responsive to need and adjusting their support. In line with this, staff vulnerability was seen as a useful and necessary practice, whereby professionals used it as a catalyst to seek other professional input and foster interdependent relationships. 


5.3 - RQ3: What can be learned from how educational professionals understand and support positive transition for INA students to improve practices for future students entering UK secondary schools? 

5.3.1 Interconnectedness of RQ1 and RQ2

As aforementioned and displayed in Figure 3 in Chapter 4, the subthemes identified were not discrete or isolated concepts but rather parts of a larger, more intricate framework for how transition support for INA students could be considered moving forward. This reflected the complexity of the data and suggested that the themes and subthemes could not be fully understood without considering how they interact.
This interconnectedness aligns with Bronfenbrenner’s ecological systems theory (1979), which suggests human development as shaped by multiple interacting layers of influence. Similarly, INA student transition support is not a linear process but an evolving interaction between different levels of how it is understood, and how it is supported.
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Figure 4 - Interconnectedness of RQ1 and RQ2 adapted Ecological Systems theory
At this stage, two key layers can be identified:
· The first layer represents the findings of RQ1, showing how educational professionals understand positive transition.
· The second layer builds on this (RQ2), identifying best practices and demonstrating how these understandings translate into support strategies.
These layers are interdependent; professionals' understanding of positive transition (RQ1) is shaped by their experiences of implementing best practices (RQ2), while best practices continue to evolve as professional understanding deepens. 
The next section will examine current guidance and best practices through this lens before considering recommendations for future practice. Later, I will return to this ecological model to explore how systemic improvements (RQ3) further influence and reinforce transition support.

5.3.2 Current guidance and practice

As Chapter 2 of this thesis mentions, the guidance of the New Arrivals Excellence Programme (NAEP) (DCSF, 2007) remains the most comprehensive government-issued framework specifically addressing the support of INA students in UK schools despite being published 18 years ago. The policy's emphasis on structural and procedural recommendations does not fully capture the emotional and affective dimensions of transition support, which emerged as critical in this research. 

In line with the findings of this research, the DCSF (2007) guidance promotes flexible and personalised support for INA students, however it frames this flexibility as a structural adjustment rather than considering the cultural competence, reflexivity and relational approaches from staff that enable this. This research argues that providing flexible support relies on these aspects, and LAs and schools may struggle to accurately assess INA students' needs, as much of the understanding to adapt support emerges from the interconnectedness of best practices and understandings of positive transition aforementioned in RQ1 and RQ2.

Likewise, family involvement is recognised in the NAEP guidance as necessary for transition success; however, this risks becoming a superficial policy goal rather than an integrated practice when the relational aspects of how to do this and both the individuals providing the support and the culture of the organisation take a broader perspective considering how to build this trust alongside considering wellbeing needs, how to be culturally sensitive and also recognising the value of the partnership. This suggests that the NAEP guidance (DSCF, 2007) underestimates the central role of relational engagement and the additional aspects that strengthen the staff support such as reflecting and being vulnerable themselves, therefore assuming that personalised support can simply be enacted through institutional planning rather than through ongoing, human-centred interactions as recognised in this research.

This study suggests that best practice is not just about what professionals do (interventions, strategies) but how they do it (relationships, emotional engagement, reflexivity). By highlighting these nuanced, human-centred aspects, this research extends beyond existing policy frameworks and suggests that future practice should align with a more holistic, emotionally aware, and reflexivity-focused approach to INA transitions. This section will now consider these key interconnections between the research questions and discuss recommendations for future practice.

5.3.3 Recommendations for future practice
5.3.3.1 Fostering relational and culturally competent support

Relational approaches and culturally competent support are crucial for positive transition support, which requires both emotional attunement and cultural curiosity and responsiveness. As identified in this research, educational professionals must invest personally in their connection with INA students to support fostering trust and belonging for the young person. Without cultural awareness, relational practices risk being superficial and fail to meet INA students' holistic needs.

Regarding future practice, educational professionals' training should prioritise developing and understanding relational skills and cultural responsiveness within their roles (Hughes and Beirens, 2007; Manzoni and Rolfe, 2019). For example, training focusing on active listening, recognising non-verbal cues, empathy, and culturally responsive strategies should be integrated into training programs for all educational professionals to support inclusion, and most necessary for professionals whose work specifically supports INA students. To ensure consistency for all professionals supporting INA students, LAs should offer this training, thus targeted for both LA-based and school-based staff, which explicitly states the purpose of relational practice and the links with cultural competence so they can embed these strategies into their support. Additionally, time should be allocated within the transition process for building relationships between professionals and INA students, as connections are foundational to fostering trust, emotional security, and a sense of belonging (Roffey, 2012). Schools can achieve this through a key-adult approach (McFadden, 2023), where a designated staff member forms a consistent, supportive relationship with the student.

A concern is that some roles mean these professionals are involved with INA students for a limited time during the transition process, which can hinder the development of meaningful relationships. While targeted training and time for key adult relationships are essential, fostering relational and culturally competent support should not be limited to specific professionals working directly with INA students. Instead, schools and LAs should adopt whole-organisation approaches by ensuring that all staff have a foundational understanding of culturally responsive and relational practice, which is embedded through INA-specific induction training for all staff. Therefore, by prioritising these practices within policies and professional development plans, inclusive practice becomes a shared responsibility.

5.3.3.2 Creating flexible and responsive approaches

The findings recognise that transition support for INA students must be flexible and dynamic for the evolving needs of the young people and their families. A holistic, whole-person approach was identified as best practice, focusing on identifying and thus supporting academic and emotional wellbeing needs. Family involvement was seen as crucial, with participants noting that close collaboration helps tailor support and intentional approaches strengthen trust within these professional-family relationships.

As recognised in the NAEP (DCSF, 2007), schools, in particular, should recognise that transition support is not linear and should create structures that allow for ongoing adaptation. One way to do so is to strengthen professional-family partnerships to deepen holistic and cultural understanding. This ensures that support for INA students extends beyond the classroom or school environment. 

Mazoni and Rolfe (2019) suggest that professionals should prioritise building trust with families early in the process by clearly communicating processes and explaining the purpose of their support (adapted to their language requirements). In addition, McFadden (2023) suggests the benefit of professionals connecting with local refugee organisations and migrant support charities to make links with the communities’ families are situated within. This allows for the development of potential collaborations, such as enrolment or open days (McFadden, 2023). 

5.3.3.3 Encouraging reflective practice and staff vulnerability

The connection between reflecting on past experiences and staff vulnerability underscores the importance of continuous professional learning and space to reflect in effectively supporting INA students. Reflective practice, as described by the educational professionals, allowed them to critically examine their support experiences for INA students, and helped them identify areas where they felt support could be strengthened or felt underprepared or uncertain. Rather than viewing vulnerability as a weakness, the findings suggest that acknowledging times of uncertainty and inadequacy in providing the best support can be a strength, prompting professionals to seek professional development from colleagues to improve their approaches and ultimately work towards a more positive transition experience for INAs.

Regarding future practice, educational professionals in schools and LAs should be provided with structured opportunities for self-reflection, such as through peer and group supervision. This provides professionals with the space to reflect on and process their experiences to consider further ways to develop their support for INA students. Encouraging ongoing reflective practice helps professionals recognise and address their own biases (McGregor and Cartwright, 2011), strengthening their ability to connect meaningfully with INA students. Supervision both within teams (e.g. pastoral team in school) and across teams (for example, in the LA - integration and partnerships/virtual school/EP/refugee council) can help identify areas where professionals feel they require additional support and can function as CPD to provide guidance. Having planned reflection and supervision as part of the setting's offer (be that LA or school) fosters an environment where reflection and vulnerability are valued rather than stigmatised; this can empower educational professionals to continuously develop their skills (Schön, 1979), leading to more positive support for INA students.

5.3.3.4 Promoting interdisciplinary collaboration

The findings from RQ1 and RQ2 highlight the necessary role of interdisciplinary collaboration for positive transitions of INA students. Findings suggested that best practice support requires a cross-team effort were professionals work interdependently. While collaboration may be seen as a natural and necessary response recognised in the NAEP guidance (DCSF, 2007), challenges arise when working across different systems (e.g., LA, school-based, trust-based), where role definitions and communication methods signal the need for more structured systems to improve collaboration. 

To address this, interdisciplinary collaboration should be embedded within the culture of schools, trusts, and LAs. One way to achieve this is by formalising networks through dedicated working groups within LAs focused on INA student transition support. Currently, collaboration occurs reactively in response to specific cases. Instead, these teams should have designated time and space for continuous collaboration, ensuring expertise is shared and best practices are embedded across LAs and schools. Establishing formalised groups would also facilitate ongoing cross-departmental discussions, joint training, and shared reflective spaces, making collaboration a sustained priority rather than an occasional effort. Where LAs seek to embed this, they demonstrate that they prioritise support for INA students and their families within their working culture.

5.3.4 An Ecological Approach 
Earlier in section 5.3.1, I introduced an ecological perspective to illustrate how educational professionals’ understandings of positive transition (RQ1) and best practices (RQ2) are interconnected (Figure 4). This framework now extends further to incorporate RQ3, which considers systemic recommendations for future practice.
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Figure 5 - Adapted Ecological Systems theory for understanding and supporting positive transition experiences for INA students into UK secondary schools
The diagram above places 'positive transition for INA students into UK secondary schools' at the centre, emphasising its role as the outcome of support systems operating at multiple levels. While the first two layers (RQ1 and RQ2) demonstrate how educational professionals perceive and implement best practices, the final layer (RQ3) highlights the role of systemic change in shaping and sustaining transition support. For example, narratives around migration can directly and indirectly impact school cultures, resource allocation, and professional confidence in their support for INA students. Thus, while professionals' understanding of positive transition (RQ1) evolves through practice (RQ2), systemic improvements at school, LA, and national policy levels (RQ3) can either facilitate or hinder this process. In turn, stronger institutional support, better facilitation of professional development, and more inclusive policies create conditions that further refine best practices and deepen professional understanding.
These layers are not separate but rather interdependent, continuously influencing one another.
This model suggests key implications for future practice. For example, understanding positive transition (RQ1) as an evolving concept shaped by experience and reflection is critical for arguing the necessity of supervision and reflective spaces for educational professionals who work closely to support INA student transition. This is especially important for those supporting INA transition, and highlights the need to prioritise collaborative teams/working parties within LAs. In addition, as best practices (RQ2) are implemented and refined, they enhance professional understanding, creating a feedback loop that strengthens transition support, therefore advocating for continued professional development, and training to develop knowledge and skills for relational practice, collaborative practice and culturally responsive practice. Crucially, the influence of systemic changes (RQ3) can impact both perception and practice, ensuring transition support remains responsive to INA students' evolving needs.

In line with the aforementioned recommendations for future practice for schools, trusts, and LAs as a collective, this ecological perspective highlights the need for policy to reflect the interconnected nature of transition support. The most recent guidance (DCSF, 2007) presents a simplistic, structured approach that does not consider these dynamic relationships. Moving forward, this model could inform a more responsive framework for policy and practice.

5.4 Implications for Educational Psychology and Research Dissemination

This section will discuss the research findings and implications for future practice, as mentioned earlier, with specific reference to Educational Psychology. Following this, it will discuss how this research will be disseminated.

5.4.1 Implications for Educational Psychology

The role of an EP is being reconstructed frequently due to increased demand on services and evolving needs, thus arguments have been made that in order to be more responsive to the needs of the communities, the EP profession should take a shift towards a community educational psychology model (Gillham, 2022; Makay, 2006). The community psychology vision embraces a wider range of disciplines and utilises concepts from economics, sociology and politics to apply psychology within a community, with the aim of social change (Stringer, Powell and Burton, 2006). Community psychology recognises the multi-levels of influence on communities, thus considers responses and actions across a variety of systems (Makay, 2006) which I feel aligns with the aims and process taken for this research and so will be reflected in the implications suggested.
The sociopolitical context of migration plays a significant role in shaping the experiences of INA students and the professionals who support them. As discussed in Chapter 2, migration remains a politically contentious topic in the UK, with government policies often reflecting broader public anxieties about immigration, coupled with the removal of specific funding for supporting INA students in education as well as a lack of specific policy. All of which can influence school cultures, resource allocation, and attitudes toward INA students as reflected in some research showing INA students experience bullying and discrimination from peers and sometimes staff (O’Shea, 2018; King, 2020). Such socio-political framing may create additional challenges for educational professionals, who must navigate the complexities of supporting students within a system that may be under-resourced or shaped by restrictive policies. EPs, therefore, have a role in helping schools critically reflect on these external influences, ensuring that support for INA students remains strengths-based rather than deficit-focused. Additionally, the BPS (2017) states the importance of psychologists' continued awareness of assumptions based on stereotypes, the history and cultural development of racism in a western society, and to continue to promote inclusivity and challenge negative views in the promotion of social justice. EPs can support whole-school and LA initiatives that embed relational, culturally responsive and reflective practice into policy and staff development, ensuring it becomes part of the organisation's culture rather than an individual effort.
EPs are the only applied psychologists uniquely positioned to work with various educational professionals (Owens-Hughes, 2020). Patel, Tribe and Yule (2018) suggest that LA psychologists should seek to work at a strategic level to ensure that support for INA students is embedded within broader systemic frameworks rather than being addressed through isolated interventions. EP's often work at the intersection of education, health, and social care, making them well-positioned to facilitate cross-sector collaboration for INA student support. In addition, by operating at this level, EP's can influence policy development, guide best practices, and build the capacity of schools and LAs to respond effectively to the needs of INA students; this could include the development of structured working groups within LAs, ensuring transition support is proactive rather than reactive and supporting with the identification of SEND in CYP with cultural and linguistic differences.

In addition, EPs are experienced in supervision, and thus, opportunities to offer support in promoting reflective practice and facilitating reflective spaces for group supervision where professionals can consider their practice, could be relevant moving forward. EPs already promote reflective practice in schools through consultation and sometimes supervision; this could be expanded to structured debriefing sessions for professionals working with INA students. In addition, by advocating for psychologically safe spaces for staff reflection, EPs can help reduce stigma around vulnerability and encourage continuous professional development.

This research was purposefully planned to identify strengths within the systems and support from professionals working for INA students' during transition into UK secondary schools. Thus, when considering the implications, EPs can support a systemic shift in how professionals and educational systems approach the needs of INA students. Rather than viewing migration as something they are unequipped to respond to, EPs can help schools and LAs build confidence in supporting INA students effectively. By identifying and reinforcing what works, EPs can encourage a strengths-based perspective that highlights the strengths that already exist within the support offered by educational professionals. Through this approach, EPs can play a key role in shaping more proactive, inclusive, and empowering support systems that enable professionals to feel better equipped and responsive to the needs of INA students. 

5.4.2 Dissemination of research

Within the LA where this research was conducted, I plan to present my findings to the EP team I am currently working with. As I will not be remaining in the LA after my viva, I won't have the opportunity to directly share this with the relevant teams that the research is intended to inform. However, by presenting it to the EP team, I hope it will be disseminated through discussions, influencing their direct work with schools and any strategic developments related to INA student support.

Beyond the LA, I am part of a UK-wide INA working group of EPs committed to promoting inclusion for INA students. I intend to share my research with this group to share knowledge, hoping to inform practice more widely and contribute to collective discussions on best approaches. Additionally, I plan to explore opportunities to publish aspects of this research to reach a broader audience of educational professionals and policymakers.

5.5 Limitations and Future Research 

This section will critically evaluate the research to consider limitations and opportunities for future research. Specifically, limitations will focus on the research design, including participants, data collection methods, and data analysis and refer to the aforementioned quality considerations of credibility, transparency, usefulness and generalisability, from Chapter 3.

5.5.1 Participants

This research was conducted within one LA, potentially limiting the transferability to other areas despite the findings highlighting valuable insights within the area in which it was conducted. According to the most recent census, approximately 12.4% of the LAs population was born outside of the UK, below the national average of 14% (ONS, 2021). The exact number of INA students in secondary schools within this authority is unknown as data is not held regarding migration status; however, it is possible that the experiences and needs of these students joining schools in this area may not fully reflect the broader transition experiences for INA students joining schools in other parts of the UK. 

The number of migrant individuals in the LA as well as the countries the families were arriving from, may have influenced the types of support available and the overall understanding of what constitutes a positive transition by educational professionals. In areas of the country with higher INA student populations, there may be differences in the challenges and resources available, including staff, meaning that the understanding of positive transition and best practices as identified may not be as relevant in these other areas.
Despite this recognised limitation, the findings provide an in-depth exploration of the topic in line with the research aims, and therefore, the insights recognised could be used to inform policy and practice within this LA recognising the usefulness of the findings. In addition, the findings are likely relevant to LAs with smaller or emerging INA populations and hence could be considered generalisable in this context. To consider the applicability of the findings to LAs with larger INA student populations, future research could repeat this study in other authorities in the UK.

As highlighted throughout this thesis, there has been research within the UK that gathers the views of INA students regarding their transition experiences into secondary school, which has helped shape this research by focusing on educational professionals as a valuable source of insight into their support. In addition, educational professionals are in a position to directly advocate for shaping policies and change their support practices, making their insights useful when enacting change. This research could however be strengthened by triangulating the data to include the views of INA young people and their families to provide a more holistic view of how positive transitions are experienced and supported by all stakeholders involved.

5.5.2 Data collection

A recognised limitation of appreciative interviews is that they intentionally explore positive aspects and strengths within a participant's experiences. Although participants were not stopped from talking about negatives, it remains that the research findings may not fully reflect the difficulties in the system with implementing recommendations or addressing challenges related to supporting INA students during transition. Utilising this method was a choice in line with the negative narratives around migration present within numerous educational support systems. Therefore, a key aim for this research was to adopt a strengths-based approach to identify and leverage how educational professionals can best support INA students’ transition into UK secondary schools. It is important to note that although the guiding questions for the interview had a positive focus, participants were not prevented from speaking about negatives and difficulties, and this was present within all the interviews to varying amounts and has been considered within the data analysis and interpretations. 

Whilst acknowledging that this data collection approach may provide a more limited view of educational professionals' perspectives, it is critical to adopt a strengths-based approach when researching a topic often framed in terms of deficits. In considering the implications for future practice, I suggest that building upon recognised strengths will be beneficial for ensuring positive transition experiences for INA students into UK secondary schools. Thus, while the primary aim of this research was to explore the topic through a positive lens, future studies could continue using a strengths-based approach while triangulating data with other methods that allow for a more significant participant sample. For example, focus groups or surveys, could capture a broader range of experiences, including those that may not emerge through appreciative interviews alone.

5.5.3 Data analysis

While subjectivity is often seen as a strength in qualitative research, I brought my personal and professional experiences into the data analysis process through RTA. However, credibility in research refers to the alignment between the participants' perspectives in relation to the research question they are presented with, and the researcher’s portrayal of their experiences (Tobin and Begley, 2004 as cited in Nowell et al, 2017). I hope to have offered readers transparency regarding my influence on the interpretation of the data by outlining my positionality in both Chapter 1 and Chapter 2, and also including reflexive notes throughout the analysis presented in Chapter 4.


Chapter 6 - Concluding Remarks
6.0 Conclusion 

This research took an appreciative approach, particularly suited for exploring strengths within migration-related educational practice and offered an alternative to deficit-based narratives. Six participants, working across one LA and secondary schools in a variety of roles, including teachers, support staff, and local authority officers, engaged in appreciative interviews reflecting on what they perceived as a positive experience of supporting the transition of INA students. The data were analysed using reflexive thematic analysis (Braun and Clarke, 2022), generating four overarching themes and eleven interrelated sub-themes. 
Educational professionals in this study understood positive transition as a process that is fundamentally relational, holistic, and responsive to evolving needs. Participants also perceived best practices for supporting the transition of INA students as multifaceted whereby relational and cultural groundings are key, as well as recognising the importance of professional reflectivity, collaboration, and staff vulnerability. I introduced an ecological perspective to illustrate how educational professionals’ understandings of positive transition (RQ1) and best practices (RQ2) are interconnected and considered systemic recommendations for future practice. Implications for Educational Psychology were considered, as well as how future research could build upon what has been recognised here whilst limitations within the study were acknowledged.
From a personal perspective, this research came about from my time as a secondary school teacher where I saw firsthand the complexities of transition faced by INA students who joined partway through the academic year. As such I became acutely aware of how critical transition support was in shaping their sense of belonging, emotional wellbeing, and educational engagement. Recognising the complex and layered nature of these transitions deepened my interest in understanding how educational professionals perceive positive transitions and what they view as best practice in this area. Stemming from my values of promoting inclusion and social justice, while recognising the negative narratives surrounding migration and the need for updated policies to provide consistent support for INA students, through the completion and dissemination of this research, I hope to contribute positively both to the field of research supporting INA students and to the recognition of the potential within systems that aim to help them.
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Appendix VIII – Transcript of Interview 1 (Integration and Partnerships)  

Researcher: It’s recording now.

Integration and Partnerships coordinator: Okay.

Researcher: So this is the question erm. So it says, can you describe a time when you feel you're positively supported an international new arrival young person during a transitional period. Erm, give as much sort of background context about the involvement as you feel comfortable. Obviously the young person you should be thinking about or the work with their family, they were aged eleven to sixteen, they'd been in the country for less than three years, your support was through em' or indirectly through work with others.

Integration and Partnerships coordinator: Mm hmm mm hmm.

Researcher: Erm, and a transitional period means that you were involved either when they had just joined the country or as they were joining a school or when they were in the school. 

Integration and Partnerships coordinator: Mm hmm.

Researcher: Does all of that make sense? 

Integration and Partnerships coordinator: Yeah, yeah, yeah.

Researcher: Yeah? Fab. So just feel free to sort of go through speaking erm about whatever feels relevant about your experience, with relation to those points. Ok?.

Integration and Partnerships coordinator: OK erm,  I mean generally, so yeah, the, the, the biggest one, so I've I've been involved in two, two sections. So the biggest one is when a member of the family's here, usually the father, they apply for family reunion. Erm, the wife and children, sometimes it's the other way around husband and children arrive erm through family reunion and then obviously the children are there and one of the things we do erm is help em' get into school. So that, that's a very big part of our job. And the second part I've been really, really involved is when we have the Afghan women's development football team arrive at the (Identifying factor removed) hotel so we had a hundred twenty people arrive all in one go. And I can't remember the figures for secondary school, but I think there was seventy kids involved in that in that first cohort, all needing schools. And that was a really I'll tell on that one. That was a really positive thing 'cause we knew they were all coming and where they were gonna to be located, we got a really good relationship with (Identifying factor removed) school. Erm, and basically all the students went to that school, even though the school was probably full, they agreed to take em' as a cohort to make it easier, other than em' being sent to all different schools. So that did work really well.

Researcher: Mm.

Integration and Partnerships coordinator: They basically arrived in November and they were all in school within a matter of weeks.

Researcher: Mhmm.

Integration and Partnerships coordinator: Erm, all going to the same school as well, so I think that was important. Obviously they could support each other. They weren't, weren’t a single person going into a school of five hundred people feeling isolated, you know, all the, all the, you know, all the people they knew were going to that school as well. Erm, that went really well 'cause obviously, education were involved, admissions, it was, we knew what was happening, there was a process and everyone got together and it worked really well. Erm, and then obviously we we supported the children throughout that admission process.
We helped em' with school uniform and stuff like that so that that one did work really well. The difficult, so the other ones we do is we have a lot used to have a lot of em', now I'm on a manager's roles I'm not as involved with the process as I used to be, but when I was doing the support worker role so yeah, people arrived to family reunion erm and we're part of the thing we do the school application.

Researcher: Mm hmm.

Integration and Partnerships coordinator: Erm, got a really good relationship with admissions at the time. Did everything from doing the parent portal application to taking em’ to the school on the on the viewing days, meeting the, meeting the staff, the teachers being shown and stuff like that. Did that really really well.

Researcher: Mm.

Integration and Partnerships coordinator: Erm, one of the difficulties is with new arrivals on family reunion they're usually placed in emergency accommodation or temporary accommodation. This can be anywhere in (Identifying factor removed) and not where they're going to settle. So one of the issues is we get em' into school and then six months later they're moving into other accommodation, which is a completely different part of the city.

Researcher: Mm.

Integration and Partnerships coordinator: Erm, and then you're having to do all the transfers and stuff like that and it takes time and this person might be in going to school in (Identifying factor removed) and now living in (Identifying factor removed) or something like that, you know, just an example and the the difficulties of maintaining that school while applying for the new school erm.

Researcher: Mm hmm.

Integration and Partnerships coordinator: So yeah, I mean, a few schools have had really positive experiences with a uh couple of schools. I'll give one instance of a school, (Identifying factor removed) so we had a family. So a guy was living in the country. His wife and two kids got visas to come over we managed to get em' accommodation in (Identifying factor removed) and supported accommodation. So we got there. So got the schools were applied for (Identifying factor removed) and basically they were saying they’d not had a foreign student before in that thing and they were a bit scared of taking it 'cause this person was, you know, very new to the country, very little English. They were worried about how they were going to cope at school. So it took a long. The school were very good. We had meetings, we went for a look, you know showed round. They had a student liaison officer for the year who was very proactive, but then the admission took ages 'cause the school was saying they couldn't support.

Researcher: Mmm.

Integration and Partnerships coordinator: The student with em' 'cause of a lack of English, so I was liaising with em' with the bilingual support team in (Identifying factor removed) Council, but 'cause they weren’t on a resettlement scheme, there was no funding for the bilingual support going in, but they were saying the school gets paid a pocket of money every year for this, so they should be providing this anyway. The school was saying no, it's not something we've ever done. We don't, you know. And it just took and for all this, there was this poor student waiting to start school.

Researcher: Mm hmm.

Integration and Partnerships coordinator: Erm and not getting an education for, you know, it was a good few months in the end. Before it finally got sorted, but it did get sorted erm in the end. It took a lot of uh to and fro and not arguing but people taking responsibilities so erm. Yeah, but I think I think they, yeah. So generally the process works quite well. I've done a lot of school admissions, have been admitted school, the other. The other thing, it's not a school thing is the when they say the full and then your first choice, second choice, third choice, they're all full and then the student gets offered the next closest school which.

Researcher: Mm hmm.

Integration and Partnerships coordinator: Can be two bus journeys away erm, uh. And it's just difficult if it, you know logistics again two hour bus journey sometimes just to get school in the morning erm, but you know, not just that but the time to get to a bus stop to get some bus, then catch another bus in the waiting in between. So that's a big thing. And then parents saying they can't, you know, most parents don’t have transport in this situation 'cause again they're new to the country so it's not like you just drop em' off in the car or whatever.

Researcher: Mhmm. 

Integration and Partnerships coordinator: Erm, yeah.

Researcher: I'm, I'm interested in sort of the first situation that you were talking about with erm when you spoke about your work with a large group of of families coming over and and you feel like that was quite a positive situation 'cause you sort of had, you knew where they were going in terms of housing erm and in terms of schools. And I'm just wondering sort of what, what did you feel supported in that situation? Cause you said that was quite a positive one. How did that feel for you?

Integration and Partnerships coordinator: I mean it was good. I mean the the reason why I was support 'cause they're on the resettlement scheme, (Identifying factor removed) council got a lot of funding for that. So it is a difference to the other refugee schemes 'cause we got we got erm paid per person per day that was staying in that hotel. If you imagine a hundred twenty people, that's quite a large sum of money. So we were able to do things a lot more than we would people coming from the normal asylum and refugee routes. So but that yeah. I mean, it was great seeing, you know, they were arriving in the country in November.

Researcher: Mm hmm.

Integration and Partnerships coordinator: It wasn't. I can't remember exactly the timescape. It wasn't long before they were all at school and and learning and that just there was nothing worse than, you know, being in the hotel and having seventy kids running around all day with nothing, you know, there was a play room for the younger kids, but for the for this age group eleven, sixteen, yeah, bored, boredom. You know, they're in hotels, there's no, you know, you haven't got games playing and stuff like that and learning. So it was. It's really good to get that sorted quickly. And there's the multi agency approach from the council was really good on that one.

Researcher: Yeah. And I'm just thinking in terms of how like the young people would have felt about the situation.

Integration and Partnerships coordinator: Yeah.

Researcher: How do you think that they would have felt with how sort of quickly and smoothly everything went?

Integration and Partnerships coordinator: Yeah, really good. One of the things you know, they're all saying is we want to get back into education. You know, we've, we've we've fled the Taliban, we've been like in hiding and managed to get to Pakistan and this, you know, for this like three or four months without any education. So they all just wanted to learn erm and, you know, improve their English and get back to stuff they were doing over in Afghanistan. So yeah erm.

Researcher: Yeah, that's yeah, that's that's such a lovely situation to hear. But I also definitely sort of resonate with the more trickier situations that you've mentioned.

Integration and Partnerships coordinator: Mmm.

Researcher: I'm just thinking you've mentioned quite a lot that you feel like the positive experiences were able to be that way 'cause of the multi agency approach. What, what has been good about the multi agency approach?

Integration and Partnerships coordinator: Mm hmm. I think just everybody working together that again like I say that it was, we knew what was happening, we didn't get much notice, we got like oh, you know, we found out like the week before this was happening erm so we've pulled everyone together, and yeah, I think all the stops are pulled out 'cause of the situation at the time. It was a national thing. People are aware that, yeah, you know what happened over there and there was a lot of help offered so erm yeah, and together, you know, I could say to get everyone in the same school is just. Yeah, it's unheard of, really. And there was a lot of people, so erm kudos to schools and admissions for making it happen yeah.

Researcher: Yeah, definitely. What else do you think really helped that situation? So you've mentioned a multi agency approach and sort of the communication. What else do you think made it so successful and positive?

Integration and Partnerships coordinator: Probably the funding, like yeah, cause erm yeah we were able to sort things out quickly 'cause there was money there to do it and that’s not always the case.

Researcher: Mm hmm.

Integration and Partnerships coordinator: Yeah.

Researcher: What skills do you think came from sort of the people who were involved to make it such a good experience?

Integration and Partnerships coordinator: Erm just everyone had the, everyone had to do everyone was focused on on getting it sorted quickly and you know for the benefit of these people erm and they just yeah when everyone's focused on the same thing, it works really well.

Researcher: Mmm. Yeah, I agree with that from sort of my experiences and just thinking in terms of reflecting on how erm how you could make a situation like that happen in such a successful way again. What strengths do you think that people could draw on?

Integration and Partnerships coordinator: Erm I think having erm, we had a central point of contact for everybody. So pretty much, yeah, I was. I was like (Identifying factor removed) you're going to be going to this hotel and we've got a hundred twenty people arriving and you're going to coordinate everything that happens with these people and. Yeah. So it was about meeting everybody up and having regular regular meetings and feedback and just getting all sorted. And yeah, preparing the best we could and knowing what will come in and the limited time we had.

Researcher: I'm just interested from your role, sort of. Who? Who's your communication with? How do you get this information?

Integration and Partnerships coordinator: Basically the Home Office told I don't know, the whoever high up in (Identifying factor removed) council that they sorted the hotel and just said that the Afghan women's football team will be arriving in in a week then.

Researcher: Yeah.

Integration and Partnerships coordinator: So then it was filtered down and it rolled, kinda went into panic mode. Like what we're going to do with this and then obviously my role at the time was supporting erm, I was the only support worker for refugees in the Council at the time so it's like almost you’re the most experienced person for the for the job. So you're going to take a lead on it, even though I was only a grade seven at the time or whatever it is, I didn’t have that much experience for what was really necessary.

Researcher: Mm hmm. Yeah.

Integration and Partnerships coordinator: Yeah, thrusting thrust into this thing. And yeah, they used the experience of that, the wider team, you know erm what we were doing anyway, with asylum seekers 'cause we use that experience to make it work for this arrival 'cause of the stuff we've been doing for other people, I mean.

Researcher: Mm. Yeah. So I guess within within your role then were you having much contact with sort of the young people?

Integration and Partnerships coordinator: Yeah. Yeah. Well, I mean, we were at the hotel and they were there every day. So we'd we we had a we we took a room in the hotel, a big room. I don't know what it was before, but that we had to date and then people just used to come to the office every day with. So I mean, it wasn't just scores. I was talking, you know, we had obviously we had a hundred twenty GP registrations to do, we had a hundred twenty benefit claims that everyone they need to make universal credit claims. So it was like a full on first few weeks of getting we had a plan like you know the most important things and we just work through it and obviously schools for kids was.

Researcher: Yeah.

Integration and Partnerships coordinator: On the list. But we yeah, we had a plan and there was, you know we got picked a few staff from different teams and we all went in there for first couple of months and yeah just work through it bit by bit.

Researcher: Yeah. Yeah, I think that it's. I think it's so rewarding to work in a job like that isn't there? But I can definitely sort of hear the challenges that you're saying.

Integration and Partnerships coordinator: Hmm hmm.

Researcher: Erm, I'm just interested in kind of what do you think best practice looks like and for kind of like you and your role when you're supporting new arrivals?

Integration and Partnerships coordinator: Yeah, erm I think it's it's about obviously just looking at a family arriving, it's again, you know, it's not just school when we get a case of a guy and his wife and four kids have arrived erm obviously accommodation is the number one priority erm 'cause most of the people who are living here already are in single person accommodation or shared accommodation. So the wife and kid, they can't stop there for a couple of nights you know, it's it's presented as homeless pretty much erm so there's this housing's number one priority. And then, I think I mentioned, yeah, so that at the moment they'll put, they'll put in a hotel for four to six weeks before they get temporary accommodation. That hotel is most likely at the moment to be outside of (Identifying factor removed) so you've just you can't start planning for schools 'cause you can make an application for a school, but you have no idea where they're going to be when they move back to (Identifying factor removed). So yeah, it's it's that's I know I'm not answering the question you asked, but that's the frustrating part.

Researcher: Yeah.

Integration and Partnerships coordinator: But yeah, getting obviously the the parent portal for me is a really straightforward tool to use to get people registered for school you know, just to get em' on in the time and then you can start doing applications a bit later down. The important thing is registering straight away so they're on there. I've got a really good relationship with admissions, so if I've got any issues I can, you know, instead of going through the general admissions thing, I just go straight to join taking a look at this. They’ve been really supportive of this of this client, especially with the hotel.

Researcher: Mm hmm.

Integration and Partnerships coordinator: Yeah.

Researcher: I feel like you've mentioned parents quite a lot. And I guess that what, what do you feel like your role is when supporting a young person? And and then obviously you know that that the parents there too.

Integration and Partnerships coordinator: Mm hmm. So it's it's about obviously again, you know, the parents, the the one who's just arrived has probably got no comprehension of the English language or very little and the person who's here, you know, a lot of the time they've got basic English, but any forms, erm application, stuff like that they, you know, they don't understand how to do so it's it's about supporting the whole family through all that through that thing. And then, then when you start school it's it's like school uniforms and things like that, they're roughly on very low, probably waiting for the first first benefit payment so it's about supporting em' through the the various things. So yeah, it's it's, I don't know, it's just and then, you know, their parents can get frustrated at the time things take when you know they come over and the kids are out of education for two to three months. So it's about supporting em' to do stuff at home as well. You know, we we erm, we get the early early help team involved sometimes and to give em' stuff to do at home.

Researcher: Mhmm.

Integration and Partnerships coordinator: Just so yeah, things that things are taking along.

Researcher: Yeah. And I guess it sounds like a lot of a lot of your work is making sure that you're sort of speaking with other services and liaising that way.

Integration and Partnerships coordinator: Mm hmm. Mm hmm. Yeah, yeah.

Researcher: How do you sort of find that aspect in supporting new arrivals?

Integration and Partnerships coordinator: Yeah, mixed. I mean some some we get, you know really good response, some other parts of the Council agencies, it's like banging head against all the time but that's the that's the thing, but one positive for me with kids starting school is they they pick up the English language a lot quicker than the parents 'cause they're they're mixing with kids every day and erm they're learning it every day and we often find that you know further down the line they're helping you to put their parents with the with the translation and understanding things and letters and stuff like that. So I think that that's really important part of integration 'cause obviously the parents who've got their you know what they do and then the children.

Researcher: Mm.

Integration and Partnerships coordinator: Learning language faster than em' and and supporting em' as well, so that that was well.

Researcher: Yeah. That's really nice and it's kind of like that whole family approach, isn't it? That you know, positive support comes through being able to support everyone around the young person and no, definitely I think I think that's really key. So I'm just like sort of the final question is thinking about how. How sort of positively support new arrivals may look in the future? What do you think would be needed for that to happen?

Integration and Partnerships coordinator: Mm hmm mm hmm. Yeah. Erm, I think just, I think school in general, not just for refugees, it's difficult. Now all schools tend to say they are full when you do an application it's it's very rare you get your first first choice of where you want to go and then. So I mean that's just erm, that's just the general population as such, when we're adding larger amounts of people coming from the refugee and asylum process, obviously adding to the the stress of the schools at the moment, I'm aware of one that someone was accepted but as a school they're saying they just haven't got the staff to do this, haven't got the staff at the school to do that. 

Researcher: Hmm.

Integration and Partnerships coordinator: I think obviously there's a the bigger picture needs sorting out regarding education anyway but when it's when it when it works, it works well, but I think there's the issue of places and stuff in for the schools.

Researcher: Mm.

Integration and Partnerships coordinator: That that need sorting out for it to work smoothly.

Researcher: Yeah. So what to you? What does it look like when it is working?

Integration and Partnerships coordinator: Yeah. I mean, it's like I said, the parent portal's really straightforward to use, doing an application, the staff getting the letter saying you know your place has been accepted. It's it's it's it's a straightforward process when it works well and if the space is and yeah it goes through this smoothly and then the admittance to support. I find a lot of schools are very supportive of the new arrivals and they put things extra things in place to support people who are English isn't the first language.

Researcher: Mm.

Integration and Partnerships coordinator: Like I said, the yeah, the closer to the city centre type schools, obviously a lot more aware of it and you go a bit further out and then you know you've got your own or two. So I think that's where schools struggle, erm but definitely around this area all across (Identifying factor removed) the diversity of the schools, they're just it's just second nature to em' now, do any new arrivals with English not as a first language and they’ve got that support in place. So everything's there, you know, the bilingual support.

Researcher: Mm hmm, that's really reassuring to hear and and I've had quite a lot of positive things about some of those schools, especially so that's that's really lovely to hear, fab. And I think that's probably all for me. I've got so much from this, which is really, really lovely and hopefully with everybody else that I interview should hopefully build like a really nice picture about what, what the positive support looks like when it's going well.

Integration and Partnerships coordinator: Yeah, yeah, yes. Yeah.

Researcher: And so yeah, thank you. I'm just going to stop the recording.

Researcher: Stopped recording 
                                             
Appendix IX – Transcript of Interview 2 (SENCo) 

Researcher: Started recording

Researcher: It’s recording now.

SENCo: Okay.

Researcher: So, can you describe a time when you feel you're positively supported an international new arrival young person during a transitional period.

SENCo: A few years ago we we had an actual EAL coordinator because we had a lot of students that came in and there was, English wasn't their first language but then we we didn't feel the need for that purely because a lot of it was sort of third generational then and actually English was really, really good. Erm, staff adapted really, really well and then obviously when erm, the, the Afghan situation arose we had in the January, I think we took around. Around eighteen students that came to us across the, the well across the five year groups, potentially six year groups. Erm, so we've got erm, I think we had about seven at key stage three and the rest of them were at key stage four, maybe one or two in Key Stage five.

Researcher: Mm hmm mm.

SENCo: And I think. Without, without sounding awful that came a bit of a shock to all of us because obviously their English was very, very limited and we, if I'm honest, we we didn't know what we were doing initially. So we had really big induction meetings with where they all came in together with the Refugee Council, with as many people as as possible. Erm. Actually, determining how old they actually were was a big issue because none of them had a passport. Anything like that with an actual date of birth on. So we've got some, I I don't know if this is what you want, but we've got some, it looked as if they they could be married with children and it was like, no, they're thirteen, it was like, no, I'm not sure that we are. So we that that side of things took quite a long time to to determine which year groups we needed to put people in.

Researcher: Mm hmm.

SENCo: Erm, At the time, one of our members of staff was just about to retire.
And she actually agreed to stay on until the July, so key stage four. We, because it was GCSE year for a lot of them and even the the year tens at that point we kept together with the year eleven and I think there was one year twelve. Erm, I could be wrong, but I think there was one that was a little bit older, but they they wanted to be them all to be together rather than sending one to college and on their own for a little bit. So, so we kept them all together and they had just a bespoke timetable. Erm, one of the ladies just literally delivered, she was there sort of socially, emotionally and and to academically get them some basic English.
Erm so, she she was English based so she literally just delivered English and Maths to them.
Erm, for maybe five or six months erm because none of them were entered for the GCSE, so it was just building that and and looking at what the next pathways would be doing. Doing trips to college for the year elevens erm, getting the year tens enough sort of English to be able to access some Maths and English the following year to just sit the the Maths in English, so the year tens that came, did actually do GCSEs the following year. Erm alongside that, we'd got erm from the EMTAS team, we’d got people coming in and and doing bespoke work as well. So we we worked really closely with them and we tended to use those more for the the students down at lower school, so they didn't get that bespoke package as such. That was more for the upper school to get them sort of that conversational language ready for post sixteen or or year eleven.

Researcher: Mm hmm.

SENCo: Erm, at lower school we we, we put them into our lower ability groups with, rightly or wrongly there I suppose, with erm where we knew the TA support would be. Erm and we had them in lessons just sort of immersed into the language as much as possible, really. Erm initially there was no, no work had to be completed it was just being in there listening, communicating with the other students. Erm quite quickly, it became apparent that a few of them, actually their their English was was better than so we could actually move them into higher higher ability sets not not sort of too high but they soon started completing work and we're able to to access that a lot with erm Google Translate use of Twinkl because I think we could sort of translate PowerPoints and things erm there with them, but that's where we use the EMTAS team as well, because they would come in and and I think each year group had two or three hours of of actual specialist support as well, sort of based on working on their English skills and and things there. Erm so the two, the two key stages were very, very different in the support that they had.

Researcher: Mm hmm mm.

SENCo: Erm and I think I think it definitely worked because to be fair, we've still got. We’ve still got a lot of these students, the ones that were at lower school, are still working their way through when we've got sort of some year ten, we've had two girls literally just complete their GCSEs and have done quite well. We had two erm last year that did their GCSEs and were quite successful so I think that that time at upper school where we didn't put that pressure on, we just used it to to learn the language I think worked for them really, really well and at lower school, we’re not needing now, the the language that they've got and the ability that they're at, we're not needing to sort of withdraw and and do those additional English lessons there. They're now just in lessons and doing amazing, to be fair, they're they've done really, really well. Sadly, a couple have moved on because they've they've now been housed and it's not within the area and which is a real shame because some of them you, you just knew because they got that language, they were going to be highly intelligent and they were going to sort of fly in and a couple of those have gone, which it would have been really nice to just see how how they actually achieved because it it would have been good.

Researcher: Yeah.

SENCo:  But I think since then. We've not. We've had an odd couple of students, but again, I think because they've been in primary for a year or two, they've come in and gone into sort of mainstream mainstream straight away we've not had to have that sort of integration in there, they, they've, they've just gone straight in and and have coped with that in a achieving quite well. But I think that was our biggest cohort where initially
we we did kind of go into panic. Staff were incredibly worried. What, what am I doing?
We've kind of put little things together we've we've made like an EAL handbook erm.
That just talks about the, using the Bell Foundation quite a lot of it, so the levels erm of language acquisition, acquisition and things like that erm and we've kind of not necessarily assessed as such, but we've we can identify where the students were. So they all the staff have got handbooks to use for strategies we've done as much training as we can possibly do erm with staff and and I think we've we've kind of taken it under the SEN, although none of us are specialists at all. So initially when people were like, oh, what do I do for this? We've we've kind of gone down a bit of an SEN route as well think think of your weakest students and how you break down your tasks and you scaffold the work and and do that but where possible use Google Translate just have odd words keywords translated on your, on your PowerPoint. And it seems to have worked. It seems to have come together and and the students seem happy enough and those that are at upper school are achieving and and are coming out with something at the end really.

Researcher: I find it really interesting. 'cause, you've said that obviously it was a really tricky situation when all these new students arrived, but actually you're now saying that this actually ended up being or you feel like it was positive and quite successful. So I'm just wondering what what is it that you feel tells you that this was a successful situation?

SENCo: I think, the, particularly at upper school that first year, when they when we got to July erm. Just the difference in the students. So when they came in at in the January, they would all be sort of just together all the time they'd they'd be talking erm in their own language and communicating and interacting with us but I think because we gave them just one key person. By the end of that time they the relationship was there, they were chatting, they were speaking English. Erm, they were, I mean, they were so polite that they tried really hard initially, even the key stage three, they they come in and be like morning. So they picked up the odd things, but they really struggled to to get their point across. But by the end of it, just it was just you could just see from facial expressions just the way that they're presented they were much happier, much more confident erm they were, they would give English a go even if it was a topic they were a little bit unsure of of. They'd really have a go and they just they embraced everything. Erm they wanted additional work to do when they got home and it was like, no, you, you're doing like, absolutely brilliantly and enough (laughs), but they just they really just engaged with our school community as well and they they made friends, they had peers that would come in and so we still got them into sort of the practical things so they still went to PE, they still went into technology, they still went in those lessons where we we wouldn't be sort of expecting them to sit at GCSE but they made friends and they they, they just seemed happier it you could just tell really.

Researcher: Yeah, I guess. What do you think it was specifically that you guys did that made that so positive for them?

SENCo: I just think they were just included. They were just welcomed into the school community and it wasn't erm. They they weren't. I know they weren't in upper school they had that specific work to get them, sort of conversational and to be able to move on when they left us. But, they were they were included in everything erm. They went and sat in assembly, even though they obviously wouldn't have known they they went on the school trips with with their year group and they were just welcomed and everybody just really tried hard with them and and wanted to talk to them and I think they just felt as if they fit in.

Researcher: Yeah, definitely. And I think you also, you talked about that staff member who agreed to sort of stay on. And I'm just thinking from your point of view, what do you think the values were that the staff had that made this so successful?

SENCo: Yeah. She she would. She's one of these. That would have gone above and beyond regardless, but she she became a little bit of a. I don't want to say a mum figure because not a mum figure but she was they they would. She didn't just teach them. She didn't just teach them English. She was there when they had problems. She was the one sorting the problems out when they came and they've not got uniform and things like that. She was the one running and getting them the uniform, or erm if parents wanted something she was the one ringing the the council, the Refugee Council. She she just took them under her wing and wasn't like a teacher. She was just there to support anything, really, any, any sort of area they needed support with, they would. She she just helped with everything. There were some really difficult times. There were some students that really did struggle mental health wise.

Researcher: Mm hmm.

SENCo: Some of them were here alone or well, just with an older sibling.
Erm really really struggled with their mental health and we did need to have CAMHS. We did need to have a lot of support for those erm, but again, she was just a consistent person that was there throughout the whole thing, there was never a time that she she wasn't available to them, erm so she supported a lot of that with external agencies and and just just helping because yeah, some a couple of them. One boy in particular really, really sort of low at times because they they still had contact with home.

Researcher: 
Mm hmm.

SENCo: Erm but it's not the same is it they. And it was just an older sibling. And yeah, it just it was. It was upsetting for them really. But she she was just, like, consistent person. That was there sort of for that six months or so that just I think was what they needed at that time.

Researcher: Absolutely. Yeah, definitely. And I think the fact that she chose to stay to do that says a lot about her as a person. I'm interested. You mentioned about the induction meetings that you that you guys did at the beginning. What can you tell me a little bit about sort of what that looked like, who would be involved, what was the purpose?

SENCo: Yeah. Yeah. It was the head teacher and one of the assistants heads for inclusion. Erm, they came in with like representatives from EMTAS as well erm, older siblings, parents. Everyone was invited to come along so we could see, tell them what, what we were going to do, where they were. Where they are going to be which because we're a split site school. So which site they would be coming to. It was a chance for us to fit them up with uniform. It was a chance to we everybody got a laptop, so they'd got sort of access to to Google Translate constantly and and have that time. It was I think a bit like an admissions process where we we tried to get as much information as we possibly could erm. But that that was difficult because date of births were a little bit sort of they they kind of say it's it's this and then they fill something in and in school and it were like oh that's not what we had before (laughs) and we'd have to work with the Refugee Council then to just for them to just do a little bit of investigating.

Researcher: It sounds good that you kind of had those those links with other services that we're able to come in and I think support you guys as much as they're supporting the family.

SENCo: Yeah, yeah.

Researcher: So that you can work collaboratively and get all of that. I'm just thinking if sort of in the future. If you were to get like another large group of new arrival students, what do you think would make it possible for you to have such a successful time again?

SENCo: I think if we if we did have an another arrival, we would need to as much as immersing key stage three into those lessons was was good because they they they've now got that I think I think they need the basics first like what we offered at upper school and working together and that wasn't easy because that lady didn't speak any other languages or anything. So a lot of the communication was sort of through actions and and translate, but I think I think even just a short time, even if it's just four, six weeks that is focusing solely on language and conversational language so that they can at least ask for things that they need, express that sort of needs and their wants and things like that. Just just so that they, when they're in lesson, they can just communicate because there was a couple that didn't pick up the language there. There was a couple erm and of course, they've they've moved on now. So there was a couple where there would have been an SEN need in their own language as well, so we we we struggled there a little bit because how do we assess what the need is because how do we see what level they're at because we didn't have anyone we we used EMTAS to ask and some people came in.

Researcher: Yeah.

SENCo: One of them, it was, it was quite. Not clear, but we we did sort of start GDA pathway. Erm, we weren't sure how successful we were going to be with that because we weren't sure whether they'd be in sort of the (Identifying factor removed) area to see the whole process out erm, and unfortunately that students not with us so I don't know how how far that went, but. Parents were very keen erm through the Refugee Council to to have sort of these investigations because they they've got their concerns as well erm. But I think even though some some of them over there had done English, spoke English, had their little bit of language, I think just having that time initially to just sort of get that conversational language more than anything just so that they could sort of start on a positive rather than going in and and it just being like Oh my God, what what is going on in in this classroom because of lower school, a couple of them did feel that way they they really did struggle. But then seeing them now having just left and just literally completed the GCSEs it it's a massive transformation of where they started to, to where they've left us so.

Researcher: Yeah, and it's so lovely when you sort of feel like you've got the a success story 'cause it. It must be so overwhelming for them. And I, I guess sort of what, what do you think that these young people felt about your support?

SENCo: Yeah. Erm that first year, when they were all together, I think it was very, very positive. Erm, that second, the second year when there there was no one Afghan boy and one Ukrainian girl went into year eleven. And I think had that the Ukrainian girl absolutely thrived, she went on and had she been able to have another year with us, I think she would have absolutely smashed her GCSEs because she was highly intelligent it was just that barrier, the other boy erm. And and the girls have just done GCSEs, I think to some extent felt a little bit little bit let down in a way, because when it came to exams, all we could put in was the dictionary and initially the ten percent extra time and and the the they'd say can you can you sit with me can you can you read it to me can you do? And it was like no we we we can't. Erm and I think had we been able to sit with a couple of students in a room and and just. Not not giving them information, but personalising it and just. Sitting and maybe doing each question at at once, which I know we can't do, I think, then again they would have had completely different experience of GCSEs because they. They didn't know how to use a dictionary and in the time that we've got actually showing them how to use a dictionary was but they didn't have the English and to to look and they they couldn't in their own language sort of comprehend what the English word. Was it the right one at the at the sort of got the right words that they needed? Erm and I think. For me, I think that's the bit where we're not supporting when we're expecting them to do exams and and we're only literally giving them, it did increase to twenty five percent extra time this year. But again, that extra time, if you've not got the language, isn't going to make a difference. And I think they got upset with that. Just the fact that I can't do it, I don't know what the words mean. And I read the questions and and obviously at GCSE the language is is for someone with quite a good grasp of English and and they just. Yeah, I think that that was their biggest upset I would say that the they knew what they want to say but they just couldn't get it down.

Researcher: Mm hmm. And I think, but it actually sounds like they're really valued all of the other bits that you could do for them. And then this sort of I guess, systemic barrier because it is a sort of a national thing that that you couldn't alter but when you could personalise and alter the other things, they really valued that.

SENCo: Yeah, yeah, definitely, definitely. And they, they were just typical teenagers as well they did sort of they would come to the hub because we've got a hub on both sites, it's just like our safe space really. They'd come to the hub and they'd be sat and it would be like, what lesson should you be in? Oh, I'm. I'm not going to that one like no, you are (laughs). It's like it doesn't matter, you've still got to go (laughs). So they they still did just what sort of our students would be doing, i'll just try and get out of this if I can (laughs). Initially as well, I don't think they they understood the the timings as such, they knew they'd got to be in school at half past eight, but I don't think they realised just how important that would be because driving to work or if we're driving between sites, you'd see them just sauntering down as and it could be like ten o'clock and they were just walking in as if, yeah, I'm up now, I'm. I'm coming, and it was like, no, you've you've got to be here. And uniform, it's like we've given you the uniform and we we bought, like shoes. They weren't the trendiest of shoes. They were just like, go to Asda and get the size that they needed, and they were just like, I'm not wearing those (laughs) and it was like, are you going to have to. And they'd come in and like, really bright coloured things, and it was like, no, you you can't wear those. So they did, but they were just looking at that no, we don't like that and it's no you're going to have to wear it, this is sort of our school policy and it's what we do. And it that took a little while because they would just get up when they got up and and come in and and think that it was OK to just turn up whenever they wanted to, but they soon adapted and they soon sort of.

Researcher: Mm.

SENCo: But some of them didn't have sort of that parent figure that was.
But then you see the others where parents were here and and clearly because they've been, they've been doctors and things over there, though those parents and those students or were immaculately turned out on time every day really valued, sort of the education, but they they were really appreciative at the end of every day they would try and sort of say bye and have a nice night and thank you and they they really did just you could just tell they appreciate what they were just so happy that there was somewhere safe and they were getting an education, I think.

Researcher: And that's huge, isn't it? Absolutely huge that I think the safety part, the education and the Community part like you're you're interacting with the families and supporting so many other aspects is is really important.

SENCo: And that's something we never asked about. We we never talked about any experiences, but there was one of the boys that was was older. I think he was the year twelve and he used to do a lot of the translating so if if there was anything for any of the other students, particularly the upper school ones, he would translate. Erm and he he actually sat with, the lady that took them in and he he just explained everything to her. He was really open and and sort of and I think. That was because of that trust in that relationship, because it it wouldn't have happened and things like that. But he was older as well, and I guess he could process a little bit more where the lower school never there was no conversation whatsoever, but he he just sat one day, I think after school and stayed for about an hour and just sort of told her everything. And she was like and then she was thanking him then like for trusting in her and being able to sort of confide. And and little things. So again that just showed. What that relationship was like, I think up there there.

Researcher: And I think there's something quite big in that in that she was also learning from him. And that is so essential in understanding their community. Their experiences. Yeah, that that's incredible. I'm really glad that you've shared that with me because I think that was so.

SENCo: Yeah. Is that the kind of thing you wanted?

Researcher: Yeah, exactly. Let me just stop recording.

Researcher: Stopped recording
                                                         

Appendix X – Transcript of Interview 3 (Senior and Virtual School EP)    
Researcher: started recording

Researcher: So just start off. So can you describe a time when you feel you're positively supported a new arrival young person during a transitional period? And just sort of share as much as you want in as much detail and I can just sort of jump in along the way.

Senior Educational Psychologist: Yeah, that's fine. So this happened a few years ago. I I think about four years ago and it wasn’t my school but they ring me because the young person was from Spain and they had just arrived to the country I think uh the week before. She was erm, already attending school, but her behaviour was very erratic to school’s understanding, she was running around, she was shouting, she was moving her arms very erratically and they just didn't understand what was going on, so she didn't speak any English as well, and her dad didn't speak any English, so they called me to support as a translator and an EP with the school EP, the family and school, because even school hadn't really had the chance to have a good conversation with the parents. And uh it was really meaningful for me because not even though I wasn't, I wasn't really the main EP in that conversation, I felt I was also a cultural support for that family. When the child saw that I was speaking Spanish, she came, she hugged me, she was crying, and I could only imagine how lonely they must have felt during those couple of weeks that they didn't speak any English. So I helped them understand what school wanted, their concerns, what the EP was there for and we had a really good conversation about the whole history of the young person, even when she was in Spain and also how she had moved to the UK and it resulted that the situation at home was very difficult. They were essentially homeless. They were living in a hotel provided by the local authority and dad was working as a delivery person all day, even at night, and he would take the young person with him. So she she was sleeping in her dad's van all night, and it was a really unhealthy situation. And uh thanks to that we were able to have a more holistic approach to understand the young person's behaviour and we were able to work out that she needed some emotional support. She also needed to have some bilingual support in terms of having perhaps the school routine written in English and Spanish and the activities in both languages and some opportunities to do activities in her own language so that she she could feel that at some point she was given sort of a break because obviously she didn't understand anything of what was happening in lesson. So when when we reached the conclusion that she was displaying that behaviour because she was just too anxious and she didn't want to stay in the classroom and after a couple of months I saw my colleague and she told me how this young person had made such a significant change after we've had that consultation and we, we'd worked out a plan to support her. And it was really meaningful for me because not only because obviously it was positive, but also because there was a strong focus on the young person's emotional well-being and how holistic the approach had been to support her. It wasn’t just about this person needs to learn English it was also about making her feel good at school, making sure that her needs at home were appropriately met.

Researcher: Mmm yeah, that was a lovely story. Erm, I'm just wondering from your point of view, what do you think made all of that possible like you're saying it was, you know, a lovely outcome at the end and you feel like she, you know, got the support that she needed. What do you think made it possible, I guess, from from your work?

Senior Educational Psychologist: Yeah, I think it wasn't necessarily my work I feel it was more the expectations from school, I think they were very good at being flexible and understanding that at that point the priority for this young person wasn't to learn Maths or Science or even to learn English, they just wanted this young person to make her feel comfortable at school and to have a good life at home, you know, to have her basic needs met. And then we were able to work from there, I think. If I need to pick something that I did well in that situation, I think it was just the the emotional support I was able to provide to the child and and the parent in Spanish in in a familiar language to them, and also a bit of the cultural translation helping them understand how schools work here and the sort of expectations and routines they have.

Researcher: Yeah, I think something that it also kind of like kind of sounded like you were saying was just being human.

Senior Educational Psychologist: Yeah.

Researcher: Actually just that sort of human element of of recognising sort of the emotions. And, so what other people did you work with specifically I guess?

Senior Educational Psychologist: Yeah. It was just the educational psychologist, the school senco and the head teacher, and I imagine that if things went well it was because probably the senco and the head teacher were able to communicate the message very well to the rest of the team.

Researcher: Mm hmm. Yeah. What do you think that the young person in the family felt about your involvement?

Senior Educational Psychologist: I think they felt relieved about having me there and I, I forget I forgot to mention that the move was very traumatic to the child. They took her at night, they drove all the way from Spain to the UK. They didn't tell her where she was going, what was happening because her dad was so anxious that he needed money and he needed to find a way to survive that, I, I think he must have had, like, an impulse and he just drove her there in the UK. So I I think the fact that I was able to tell the child about the things that she could do here in the UK and give her some ideas of games she could play with children and things like that was very reassuring for her.

Researcher: Yeah, and once again, just coming back to, you know, this is a young person whose experienced a lot and needs a lot of sort of emotional support. I think is key to what you're kind of saying. I'm just thinking what values do you think made this a positive experience? So your values that sort of drew this?

Senior Educational Psychologist: I think the main values were wanting to work holistically, so understanding that there is a child having a home life as well and having a past life before arriving to school. I think that was very important because sorry I forgot to mention something else so this child's mum had passed away the year before so on the top of everything that was happening there was potentially a bereavement process going on so.
Having that understanding that all these things have had happened and could have an impact on the child's well-being and was really important and also I think another value, I'm not sure how to word it though or if this is a value but just listening or trying to understand. So the fact that school were able to understand that they needed somebody to translate but also they needed to listen to their family, I think that was key.

Researcher: Mm hmm. Yeah, I think it's it's value in their experience as well, isn't it.

Senior Educational Psychologist: Yeah.

Researcher: So if you were to sort of come across erm, a similar case or work with with young people who have, you know, been on these sort of journeys and experienced all of this change from a different country. What do you think would make it possible for it to be as good again?

Senior Educational Psychologist: I think having an initial meeting as soon as possible with the young person's family, but also the young person if they are able to participate, it's really important because it allows you to have that open dialogue that makes sure that you can explain how things are working here and also understand what they are coming from, what they expect, what they need.

Researcher: Mm hmm, yeah. What about from other teams? What do you think other teams would need to do to make it positive again in the future?

Senior Educational Psychologist: Well, ideally, if this conversations could take place with as many professionals as possible, if relevant. So, for example, social social care in this situation, or even employment support for dad also in in in that interview and then health because we don't really know if the child may be experiencing some sort of pain or maybe they can help with the anxiety.

Researcher: Like a multi agency approach. Yeah, no, absolutely.

Senior Educational Psychologist: Yeah, yeah.

Researcher: I don't think I've got anything else that I would want to sort of chat about in this case, but do you feel is anything else that is important to mention?

Senior Educational Psychologist: Yeah, I I think maybe I'm. I'm again thinking from this case, I think it was important the fact that school could understand that this person didn't speak any English and she would need some specific targeted support to learn English because I feel in most of my case work with EAL pupils, I think they are expected to learn English from just being there in the classroom. And that has an impact on their well-being so.
That this school was able to understand that and to change their expectations was really important.

Researcher: Yeah, I think that's absolutely key. It's about, you know, taking a young person for what they are and what they need as an individual. Definitely. Perfect. Thank you for that. 

Researcher: stopped recording.    
                                             
Appendix XI – Transcript of Interview 4 (Admissions and Attendance)           

Researcher: started Recording

Researcher: Okay, I think this is recording now. So the question is, can you please describe a time when you feel you've positively supported an international new arrival student during a transitional period, just give as much background or context as you can without giving any identifying factors. 

Admissions and attendance officer: Yep, that's fine. So obviously in my role as an attendance and admissions officer, I come across a lot of new arrival students and their families kind of in my day-to-day job. I would say that the number of students that we've had definitely increased. From lots of different places really. I guess we've had a lot of new students under the Afghan Resettlement scheme. I guess this situation, I'm thinking of more specifically was a couple of years ago and there was a family, a young girl with her, two older siblings and then Mum and Dad, So the younger girl was going to be joining in year eight and the two older siblings into Year eleven. And I guess that. This one really sticks in mind for me because the parents, they couldn't really speak English and the older siblings in Year eleven had an okay understanding of English. So, in the meeting. So they’d obviously applied online through the council, so we like email or ring them and plan a meeting for them to come in to the school, and what we do is they have an initial transition meeting, so that meeting it would be me from admissions, and sometimes a head of year, but just because of stuff, and that doesn't always happen. So it tends to just be me. 

Researcher: Mm hmm mm.

Admissions and attendance officer: And this family they’d, they arrived and obviously, in the initial meeting, the plan is to sort of. Just get them in and get the information that we need. Get them on the system. It's usually a little bit more but I guess, but this situation really stuck with it in my mind with me because of the sort of fulfillment that I felt. So like I said, the mum and dad didn't really speak much English and the oldest siblings in Year eleven. They were kind of the sort of translators for the family and obviously, for the little one in year eight, who would be going into a year group by themselves. And kind of didn't have the spoken language themselves that they knew that their two siblings did in year eleven. I could sense that that was quite an anxiety inducing time for them. 

Researcher: Mm hmm mm.

Admissions and attendance officer: So in this meeting a lot of my communication was going through the older siblings. And I guess that I felt a little bit tricky with that, you're the one’s who's joining the school, you're the students, and they were really having to do sort of, sort of an adult's job and you could just tell how grateful but also kind of deflated the parents were that, that they were in a situation where they could have the older kids doing that. But also I guess they kind of gave a little bit of a sense of not wanting to give too much away in that they were struggling because they were going through the older siblings, they didn't know exactly what was being translated. And so obviously, we just start off with getting understanding of kind of their ages and like where they live and getting all the admin details you know. But the more that kind of we were speaking you could sense that the mum and dad were finding it really tricky that they didn't know what was going on and that the siblings were being and sort of used as translators. And I myself found that a little bit uncomfortable because I sort of reflected on how some of my meetings usually go with the parents sharing the information and the kids usually just sat there listening. And I was like, I was thinking of how different this is for them, and already that kind of feeling for the kids like, you've really got the advocate on behalf of everyone and even the parents wanting to do more and feeling a bit stuck. So, I sort of asked if we could just sort of pause for a minute, I spoke with someone from the leadership team and said, can we get someone to translate. And we're really lucky here, we have got a really good leadership team who were willing to sort it straight away, and pay the money and get the translator. Because it’s not free you know? 

Researcher: Yeah!

Admissions and attendance officer: You don't get the translators for free unless the families or children are coming over through a refugee scheme or resettlement scheme. So because of that, we had to pay. And so I try to explain to the Year, eleven students who are helping to translate that. And they were really sort of. Sort of grateful, I guess that we recognised there may be some support needed, and that kind of felt like, this is, the basics but I can really sense even with the language barrier sort of the relief from the Mum and Dad that obviously they were conscious that there was a lot put on to the oldest siblings and the youngest sibling feeling probably really out of it. Perhaps, I'm not sure, thats just what I thought. 

Researcher: Mmhmm. You’ve very reflective and I just wonder at this point, what you think the strengths were or best practice in how you supported in the situation up to this point.

Admissions and attendance officer: Yeah. So, I guess a strength really that I was. I guess for me, using my sort of empathetic skills and recognising body language, sort of how someone feels. You know I do these sorts of meetings frequently, I’ve been in this role for almost seven years, so I know when thing feel a bit different. I think also then the communication with the language support team within the council, in this situation they were incredible and sort of within twenty minutes, there was someone virtually who's able to translate. It was kind of like everybody pulled together and that sort of that understanding of none of us will get it but we get it. If that makes sense?

Researcher: Mmhmm, yeah.

Admissions and attendance officer: We'll never get how that situation feels because I haven't been in that situation but we get that this is something that is really important as a family approach and to not put additional onto the young people and so, it was a nice situation to be in when you have all of these services who sort of pull together already. Yeah. Shall I give some more information about what happened?

Researcher: Yeah absolutely, yeah. Thanks.

 Admissions and attendance officer: So when we got the translator, Mum and Dad they started to share a little bit about I guess where they had migrated from and what support they had accessed since arriving in the UK. They weren’t immediately open enough with the fact that they needed, additional things, in terms of financial help with school uniform. But I think that because we showed just being genuine, like the fact their voice was valued and also needed, they began to open up a little bit more and we were able to ask those questions about what they need and stuff like that. And so it's just a really sort of heart warming situation.

Researcher: Yeah.

Admissions and attendance officer: And I think why this one stood out to me is because, like, I sort of then communicate with staff about what any new starters need and helps to inform classes and stuff. So I was there for when they came back to start and sort of transition to the school and to see the kids joining their year groups and begin to make friends and enjoy school really. The younger sibling, you know the one in year eight, she did seem to have a more difficult time in the beginning with I guess feeling comfortable in school and beginning to make friends. And, and teachers were concerned about her wellbeing but because we had that time with the family initially, it really helped with knowing how to approach parents to share some information around that to support her and them.

Researcher: That sounds like there was really good communication between staff too that helped to make this a more positive experience for the them. What values do you feel were important in making this a positive experience?

Admissions and attendance officer: I think that being able to take that approach to support the family and to then communicate with the family. I don't think that could have happened, without a sort of family approach. I think because we were able to have that family communication so early on, and really show that beyond the school building, as an school we want our students to be happy and safe and that comes from home too. But really, this is just inclusion right? I wouldn’t say that because we required support to have this communication with the family that the values are different to what I would take with any child or family that comes in for admissions meetings. It maybe just looked different and possibly felt different, because there was that element of being more culturally aware and adapting to the situation. 

Researcher: Yeah, definitely. And I think you've obviously mentioned that a multi agency approach What do you think it was about the Multi agency approach that was so supportive in this situation?

Admissions and attendance officer: I think that people responded quickly, and I know that, that kind of might be the bare minimum of the situation, but it was almost like. I guess that people just sort of, valued that we recognize that someone's struggling or family is struggling and this isn't something. Perhaps that can wait. If that makes sense? But this definitely couldn't have happened without that multi agency approach. I think that we would have continued in that kind of stuck situation of wanting to do more but not knowing how.
Researcher: What do you think the family thought about your involvement? 

Admissions and attendance officer: I think that they were, I guess relieved that. Even without being able to communicate it verbally initially. I'd recognise that they needed the support, The communication, perhaps wasn't. There, but just a feeling. I guess it's just those values of, wanting to work holistically for someone and seeing The child is part of the family and like I said, I do these all the time. For. English speaking children who are just coming from the local area or across the area. Recognizing that there was more to this than the three children that I guess enroll. It was what's the impact on the family here? what might they be feeling and How can we make this process better for the long term because obviously, we didn't just want to get the basic information. I'll names, etc get them on the system and then there's no communication with the family again because, that isn't The way that we like to work. But especially in this situation that we would have ended up that being the case. There hadn't been of the multi agency approach And so the Slt who are on board, and we are very lucky in this school that they wear.
Researcher: Mhmm. What did you do, feel, or tell yourself that made this a positive experience?
Admissions and attendance officer: Yeah, I think experience really helped me in this situation because like I said, I had all of these other admissions meetings to reflect on and I know that when I've spoken to, to the teachers and say, we've got new student coming to your class and the new country and there's some new English. It just tends to be a panic and I get it because. You want to do the best by everyone and you want to ensure that students feel, supported and happy and they're able to learn. And when you don't have that experience in that, I can understand why that's quite stressful situation because you don't let people down. And I guess that I had the experience of knowing what it felt like for me with how these admission meetings usually go I would feel quite smoothly, child arrives, you know, we discuss, their previous school and experiences, what subjects they’ve done and stuff. And I knew how kind of straightforward those can be. And this one didn't feel like that. So I think that sort of experience really helped me. I think that allowed me to be so empathetic. And also, obviously to have the connections and the links to be able to say, right, I need to go and get this language support and I knew that that was there, which I guess that in other situations, like I was mentioned with the teachers, they don't always have those resources that access or to know to do that. So, I think that that made it quite a positive situation for me to be able to reflect on. Like when things have felt good and why this one perhaps didn't and why I needed to change something because I could sense that the family needed some more support. 

Researcher: Mmm. Yeah. That's great. Thank you. So obviously this was a really positive situation for you and I'm just wondering, what do you think? Could make situations like this happen again in the future. So obviously support and transitions positively for new arrivals. What do you think would be the key things to be?

Admissions and attendance officer: I think trainings, obviously a huge thing, like I said, my feelings that we needed to get other people involved was that I had experienced, what I felt were quite simple, straightforward positive, transition, meetings, and then seeing the student go through into school, make the friends, make these links etc. But I, Knew that because I'd experienced it. And I think that I said if you're a teacher in a classroom who is used to sort of a certain way of doing things and then you get a student who doesn't speak English and needs some additional support and, they're just into the culture and they find it difficult to meet friends, you would probably need a little bit more training and thinking about, how do I support them to integrate, beyond just. Beyond just my classroom. I think it is a whole school approach, isn't it? But I definitely say training would be something key and for all parties involved, because if I wasn't there that day personally, normally, does it there would have been somebody else who would have done it and that would have just been, sort of anyone because we have, a process of we collect this information. We tell them to start date, we found out what they like, etc and then they just go in and I think that's really tricky. So to make it positive in the future. I think also would be maybe like meeting with parents separately in these cases, did all those conversations need to happen with the children there? In some cases the parents I guess especially ones who are coming over as as Asylum seekers, they might have experienced some really traumatic and difficult things that they don't want to keep talking about in front of their children, I guess the parental voices are really key in understanding the situation for the family so that we can support wider and how that will then impact within school. Because like I said, in this case, the Year, eight student was really struggling understandably but thankfully we had made that connection with home to be able to have that sort of dialogue with the parents and to be able to build that trust with the parent to say, an we talk to you about Some additional support for your child. And I don't think that. I don't think that that's an easy situation to do. I think that the parental voice is really key because ultimately when that child leaves school, they go home and they speak to the parent about the day. In some cases, they might not. And then they'll be coming in every day. Then they're not able to communicate with people about how that feels, but if we were able to have that relationship with home and it's just such a community approach. I feel like because, in a lot of other admission and transition meetings. The community approach is just naturally there, because the kids are usually from the local community, I live in the community and a lot of students who we enroll are from the local, area. But in the cases of new arrivals, that dialogue isn't already naturally there and that understanding of experiences. And so, actually, taking a community approach is really key. So, yeah, obviously, sorry, training. Erm a community approach And obviously the Multi Agency side of things is going to be key to everything. I would say. Yeah.

Researcher: I think it's really lovely, that you've noticed that the parental voice actually is quite key and in making that community practice

Admissions and attendance officer: Yeah, so we naturally have that when the majority of the students are from the local area. But when they're not I think it's so important that we make that priority and. Because ultimately the times when I've seen what feels like a successful transition for new arrivals, and especially in this case, when I'm talking about, these students in particular, it was when we'd really taken time to understand What the family needs. I guess on a wider level what is essential for them to be safe and comfortable. That sort of back and forth. It feels necessary and I guess that It's something that we could miss in some transition situations I guess if they’re not well planned and thought out pr just not having the necessary training with the right people. 

Researcher: I feel like that was a really lovely way to end this and thank you for everything that you said. It's very insightful. Is there anything else that we've not talked about that you feel like you'd like to add on?

Admissions and attendance officer: No. No, I think that's everything. Thank you. 

Researcher: Perfect. I'll stop the recording here then.

Researcher: stopped recording. 
                                          
Appendix XII – Transcript of Interview 5 (Head of Outreach)             
Researcher: started Recording

Researcher: It’s recording now.

Head of Outreach: Mhmm.

Researcher: So, can you describe a time when you feel you're positively supported an international new arrival young person during a transitional period. Erm, give as much sort of background context about the involvement as you feel comfortable. 

Head of Outreach: So when they come through admissions and obviously if if there's a language barrier, something like that, they, they ask me to come round and and and support uh and if we notice that you know they they don't speak English then any communication, any communication home goes through me and also if we recognise that the child is new to to the country then put them in a new to English classroom where they learn ESOL. I mean like English all day kind of thing 

Researcher: Yeah.

Head of Outreach: And then that's like a twelve week programme. And if they if they, if the teacher feels that they are, they've learned enough to go into the mainstream classroom, then they transition. If not, then. They complete another twelve week programme. 

Researcher: I find that really interesting that you've kind of you've got like a good structure in place. I'm just wondering from your point of view. So is there any sort of student or family that comes to mind that you kind of think it was a really positive well planned transition, for them from sort of the admissions route, I guess being integrated.

Head of Outreach: Yeah, we had. We had a child who came through. She was in in new to English for about two years. I don't know if this is positive or not (laughs) but uh. And then when I when I started working here, she came into my classroom and and I taught a little bit and I noticed that there was some some uh SEN need there. So obviously because of a language barrier that wasn't noticed before because she was in new to English, they just assumed that she she's she needs to learn the language first but obviously I noticed that there was an SEN, so we made a lot of referrals, speech and language, you know. CAMHS and everywhere else and and now she's getting a lot of support and and she's transitioned to like our SEN class.

Researcher: Mm hmm.

Head of Outreach: Erm which is also great that we have because not every school has it and she's doing she's doing well. Now she's able to communicate on her own with like the professionals that she's got all of good relationships because she was very withdrawn uh before because she didn't get any learning, she just felt that she was, like, very different from everyone but now she's opening up and. And obviously I communicate a lot with the families, make appointments for them and and things like that. So I think this is this is the positive.

Researcher: I think that's really lovely and I think that your involvement with the family is quite key. And I'm just wondering what do you think made it positive for them?

Head of Outreach: It's just the fact that they have someone who understands them, you know, because if you don't know anything about the culture, the language or the ways, it's hard to misinterpret a lot of things that that are happening. You know and, and because I come from the background, I kind of understood why they having these difficulties and I was able to find the right approach to to like almost help them integrate, you know with with the new like laws and rules and the ways you know in England because it's all all new to them and because they live with their little community, they never actually integrated properly and and. Like. Adapted to the way you know. Of of of British ways kind of thing.

Researcher: Yeah. So it kind of sounds like you used your own experiences in order to support them. What did you feel about that experience that told you it was a good one or a positive one?

Head of Outreach: Erm, I think the fact that he would she would be lost in the system for a lot longer. And potentially get permanently suspended because she was because she couldn't understand the learning she chose to truant and around school and and cause trouble and people didn't understand that was down to obviously her needs.

Researcher: Mm hmm.

Head of Outreach: Erm, so when I when she came into my class, I actually taught in her own language as well. So I spoke English most of the time. But, if if I noted that she didn't understand what was happening, I explained it in in her own language and and she didn't understand either, you know. So basically I picked up a lot from that.

Researcher: I'm just wondering from that what your involvement was with maybe like all the stuff in the school to help them to understand a bit about her?

Head of Outreach: Yeah. So I did. I did a little CPD for all our new, our new like trainee teachers. Just to teach them about Roma children specifically, why they misbehaving, how to manage their behaviour, why they behaving in the way they behave in, you know, little background on the history and and their whole life and how that's impacting their behaviour. Erm, and they found it very useful because it helped them kind of develop a relationship with the children because they really struggle with following rules and expectations because of their home life is very different, is not very structured, there's no discipline in in anything that they're doing pretty much. So obviously they struggle to adapt in school. So I kind of showed them a way around to get them on side too, so they're able to follow and not just, you know, come and fail and. And go home. 

Researcher: I think it also sounds like you're saying relationships are key to what makes the experience, I guess good for the staff and the young person.

Head of Outreach: Yeah, that's that's it's just it's cultural for them. Erm, and I suspect it's it's it's same for all disadvantaged families because they they go through similar experiences, so they they need to feel that the other person is kind and that they can trust them. Because if you just give them an instruction, they'll just refuse because it might not be comfortable for them or they just don't want to do it and that's it. They won't do it. But if if they have a relationship with you, they don't do it just because they like you and they'll do it for you kind of thing, so I think this is like a neutral approach to all disadvantage. 

Researcher: Yeah, Definitely. I'm intrigued about the sort of admissions process that you were talking about. So what does that look like? And I guess, what did that look like for the young person that you were talking about?

Head of Outreach: So I'm I'm normally called to admissions when when there's a language barrier (laughs) because these are run by somebody else. But if if I speak five and half languages.

Researcher: Oh wow (laughs).

Head of Outreach: So when when they struggle, they call me and if I can speak language or it's like go through the admissions and I find out well everything I need to know about the child and then I make a decision if they're going to go to the SEN or, you know, the new to English or if they go to their mainstream classrooms. 

Researcher: OK, so you're able to sort of once again draw upon your skills and your experience to support. What do you think is the best practise within the work that you do?

Head of Outreach: I mean, it's probably the languages is one of the main things she's been able to speak the language, because without that it's it's hard for them if they, if you don't understand the rules and the ways and then the expectations is hard to meet it. So if I'm able to explain in the in the home language, obviously it's just easier for them to follow it.
But their best practise will probably just be to be understanding in patient. We do a lot of work in the community. We go out, we help them with appointments. You know, we'll register with dentist and.And helping with housing and, you know, early help referrals and food banks and and all that is is obviously from from the behaviour perspective, that's my job really to manage behaviour. So to fix that I go into into depth of helping the family overall to to fix that behaviour because I can see that it's coming from from home, you know. And then if home is not established and stable, then obviously the child will not behave in school. So I think every school should have. You know like this this outreach sector where families can get help and advice and help them like with the. Don't know, like I don't know, just to adapt. 

Researcher: Mm hmm.Yeah, I know. I think having worked in in schools with a lot of new arrival students, I definitely agree with that. I'm thinking about if we think back to the the young person that you were talking about, what values do you think were important that you brought to that situation?

Head of Outreach: I think safety, really. 

Researcher: Yeah.

Head of Outreach: She was. She just felt safe and. And a lot of lot of children just feel safe when they're talking to me. Almost knowing that I'm going to do the right thing for them, they don't trust other people. Because also he's because with my job I have, I can give them my time, I speak to them. I know a lot about them. They know a lot about me. 'cause I tell them about my experiences. So I think they just it's it's the trust I think is the main thing.

Researcher: I think that trust in the two way thing, you know, you're asking a lot of them to be open about their experiences. And then you're also given that back. I think that it takes a lot to just open up and tell yourself to people.

Head of Outreach: But I think this is a practise that every person can adopt. You know they doesn't doesn't have to be an outreach worker to to have this approach. Obviously, every every school demands discipline and everything else, and I agree with that. That has to be up there, but also that the times that we offer children needs to be needs to we need to give them more time. Umm. And just work on those relationships because with our relationships nothing will work as it should.

Researcher: Absolutely. And if we think about that situation again with that young person, what do you think would make that possible to happen again in such a positive way? What do you think was needed to make that go so well?

Head of Outreach: It's again, I think it was the the relationship working on the relationship with parents as well. Mainly actually because. Parents, a lot of the times refused, you know, help. We offered our help. They weren't sure what that was. They refused. They refused a lot of other services, you know, like. This specific girl went through a lot of trauma and they DRASACS, they refused, you know, CAMHS and didn't turn up to appointments because of of their worries you know, so. I had to almost like take them that, you know, book an book, an appointment, rearrange and then, you know, remind them on the day or even just give them a lift and, you know. So I think it was that relationship. And now if if something is needed, if I say right, I think, you know, we need a referral to, I don't know speech and language and they’ll say what is this? And then I explained, you're like, OK. Yeah. And so I think it’s that. The relationship with trust that was important with. Yeah. And I think something important is that that they didn't know what it was. So why would you agree to something when you don't know what that is? Because that's scary. Isn't scary, isn't it? And I imagine if this is explained to them in English, you know by somebody they don't know and don't don't trust. I suspect a lot of lot of families who refuse help like that. 

Researcher: Mm hmm. Definitely. I would agree with that. I don’t have any more questions, is there anything else you’d like to add before I stop recording?

Head of Outreach: No I think that’s everything thanks.

Researcher: stopped recording.
                                         
Appendix XIII – Transcript of Interview 6 (Teacher and Head of Year)    

Researcher: OK, fab. So that's recording. So yeah, just start off with describing a time when you feel you possibly supported an international new arrival young person during a transitional period.

Head of Year and Teacher: So there was a young girl, aged fifteen and she came to our school from Afghanistan. She had to flee because of her country. At the time, while is still in war and the specifically the talent she was in, she was and her family was in a really dangerous situation. So she had to to flee. It was her mum and her sister that came with her, so she was really emotional as well about having to leave that that time but. When she did leave, and she eventually came to our school. She walked through a long journey. She arrived at our school. It was the start of year eleven to late October, so just a month or so into year eleven, and obviously she was expected to still sit the GCSE. So I think that was a very kind of short time frame, but it was a really positive one by the end of it, although very intense due to the various things that we put in place. So. I obviously was there as a pastoral support as well as having her for intervention once every week for an hour. Not a lot of time. And then her English teacher, I worked closely with her to support her as well as her just other general teachers, and knowing her friend group, she'd come to us at the office in terms of lunch times as well, and by the end of it, despite the, you know, the turbulence that had gone through her emotionally kind of. The sad stories that she'd experienced and told us about, which were heartbreaking, to say the least. She left. Feeling, really, I suppose, like she'd found her feet almost in (Identifying factor removed) and she did have a sense of belonging and A and a home there, which was really lovely to see. And she, you know, she painted a lovely picture for her English teacher, which was of Afghanistan. And she she drawn like herself and her English teacher and a few of us on it. And I know that meant a lot to an English teacher and stuff because she was in tears about it. And obviously she was really proud at all points as well to talk about her country. And worked really hard. So I think by the end of it. When it came to, well, may. Start of her exams and we had our last few intervention sessions before actual exams. She was really kind of getting to grips with what she had to do when, you know, thinking about, you know, learning a whole, you know, system of exams and a new school system and the way that she had to do things, it was, it was a lot for her. But she was really, you could see in herself in a confidence in at the work ethic she was putting across. That she she knew she could do it and that she knew she could come to me or or whoever the support system she had that she was a number of us around her. She was confident to come up to us and say, oh, can you help me do that or what do I do? And obviously, with an English background myself it was. Given those intervention sessions for her specifically, her English at GCSEs, I found a great pride. In the work that she produced in our little in our sessions a week and she was like a sponge, she just wanted to do the best for her and and for her family. She was saying, like, I want to, I'm going to do this. I want to make my mom proud. I want to, you know, I want to go and do do good in the world. So yeah, that's why I'd say that's a quick one.

Researcher: What do you think was best practise in your work in this situation? So you're talking about your sort of interventions with her. What do you think it it was that was coming across as sort of that was best practise that made that possible?

Head of Year and Teacher: So it was, I suppose, a very multifaceted approach. So she had an intervention session with me. Her English teacher. Should the session that she was placed in and the the setting she was placed in. So that culture of that, it was her English class as a whole, as a very EAL based. Class, so the support the scaffolding, the specific focus of her GCSE for English. Were enabling her to get the best progress for her. She was also on a separate course for an AQA. It's called Unit award scheme. Which again other pupils were on it and it allows them to again just achieve successes and gain qualifications which are helping them be prepared for after high school. So almost creating like an employment portfolio, so things as well as employment, but also life skills. So for instance, how does financing work in the UK? How can you go and complete ACV? What would an interview look like you have to complete a mock interview and you have to be essentially deemed passable. Does that make sense? How would you go and have to deal with a rental situation so these different she achieved about twenty or so unit award scheme certificates, which is no easy feat considering obviously each one sometimes had from five objectives to some of them eight or twelve. So and she was dedicated to do that. So she had that kind of support system or English support system. Obviously with our interventions that we were doing it ahead of year on the other side of it as well. So there was not only me, but there was, there's a whole head of year, I suppose, faculty, so she knew she didn't just have me. She had year ten. She had year nine. Because they are very close knit, her friends in year ten. And so we're saying I'll come and speak to you. Come and speak to other people. So she knew it was a very open situation in school, which I think as well the general culture of the school. Allows for. A sense of belonging to be created with straight away in terms of the first few days she's there. She's buddied up, and then we're making sure we're constantly checking in. On the walls as well. I know it sounds simple, as simple as that but. The walls of corridors, specifically the English one, has poems from every language. So every language in the school is represented. So again, it's just things like that that I think do constitute best practise to ensure that it's it's not. Feeling not creating a a feeling of. Other or difference it's inclusion and it's it's belonging and it's feeling OK. And. You've been, you know, acknowledging that difficulty that they've been through all that. Some of the stories that you hear through various pupils are traumatic. And, you know, they they have got PTSD. They have got trauma in terms of what they've been through and that they're then that it exposes, you know, behaviours or how they handle things and how they react. So I think we're very good in our school at creating a culture that is. Flexible to the needs of the every pupil, whilst also allowing them to access a curriculum and understanding that their access it's about equity rather than I think equality at points.

Researcher: So I'm just thinking like what values do you think were important in in this situations? 'cause you're talking about like whole school culture. So what these made this a positive experience?

Head of Year and Teacher: Yeah. And. Empathy. Emotional intelligence.

Researcher: Hmm.

Head of Year and Teacher: A kindness, I suppose. They come under an umbrella of all three there. Really, but. As well as respect for the differences in the culture.

Researcher: Hmm.

Head of Year and Teacher: And in that respect comes that understanding and and a curiosity wanting to learn, you know, it's it's a two way street isn't it? So I think. Every pupil who I've ever taught and who I know generally across the school. It was only the other day, and another English teacher. She had a young year eight boys who's come in and he's just been the country a month. He can't speak any English, so she was speaking and you know, translating. But then he finds great joy in her trying to learn Arabic. And I've done that myself. I remember, you know, years ago there was over the years. So I can, I can say few words in Arabic and it just brings them a sense of, oh, right. You know, it's you want to learn about my culture as well and it is that connection it's about you know the value of. Human connection and. Relationships and I think that's completely how you can build a sense of belonging and then in turn that could be creates progress and that creates success. So when they do leave us in year eleven like this student has now has after what seven months of being with us, she felt able actually to go and be like OK, yeah, I can, I can go out and have communion, you know, have conversations and.

Researcher: Mm.

Head of Year and Teacher: Tackle things head on without being as nervous as she was at the start.

Researcher: Mm hmm. And what? What do you feel for yourself made? There's a positive experience of. Why have you chosen this one? What could you feel?

Head of Year and Teacher: This student I’m speaking about was, I mean, she was a beautiful soul it generally. But she really she really tried in those. I'm talking, I suppose from my intervention sessions. She was so hard working. She wanted to do the best for herself and the best for her family, and I think that she could see as well that. She wasn't on her own, so she was constantly, you know? Oh, thank you for that, miss or, you know, all the different resources or she knew that I was doing things or, you know, or whoever she was, she could see she was part of the team and I think. For instance, just one of the intervents. Well, various intervention sessions we had to do on creative writing, prepping for a GCSEs, and then they get marked really highly on word choice. So I was working a lot on vocabulary verb specifically. And we'd worked all previously on adjectives, but she she's retained it so well and you could see the pride that she had in her work when she was creating, you know, her  word was inky. So, for instance, for instance, she'd say. The Inky night sky was. Spotted with stars and that seems quite simple, but for her that was monumental. And honestly, even thinking right now like it gets me so like proud and almost emotional about it. So yeah, I think it made a really positive impact for me because I, I mean it was very, I feel like emotional at that point because she was she as us as a person, was very emotional and you had that connection with her and she was so proud of it. She was, she would work very hard and come and show you as well. She'd go away and come and show you the work she'd done at that night, let alone, you know, over the weekend. And and she was embedding everything that she'd learned. She's like a sponge. That girl, she was brilliant.

Researcher: Oh, I think you just described such like a lovely scenario and just thinking in the future, what do you think would make it possible to achieve such? I guess a positive situation again for another international new arrival.

Head of Year and Teacher: I think again, like I'm gonna probably sound like I'm repeating myself here, but it is just about the the small things of connection and getting to know them, seeing them, you know, as a person and and seeing them as an individual.
Somebody who has, you know, a family and a background in a home country and not seeing them as just another student who is just, you know, walking in the door along with others, you know, the other however many kids. I think. I always do try and make it my mission at the start of my year academic year, but generally, especially when people are coming in throughout the year. When they are maybe alone or feeling a little bit more reticent because they've joined late or they've joined at a certain point of the year to make sure you you speak to them and and make them feel welcome and then you can introduce them because when you know them, then you can like, oh, have you done this or have you met this person and then that makes that connection almost around them. So you kind of almost making.
A map for them so you know whether it's clubs or whether it's things they can go to in the community or whether it's people that they can be friends with in school.
If you kind of put them in the middle and then you can almost create this web from them which they can go to as well. So it is. It's just I think that that's how it it works and that's how I try and do it myself. For every pupil I meet.

Researcher: Mm hmm.

Head of Year and Teacher: Yeah, I think it's just making them feel like they're part of.
The web of our culture.

Researcher: I really like that analogy. I've not heard that before. That's a really nice analogy, and I think that's the end of anything that I'd want to ask. Is there anything important that you'd want to add on?

Head of Year and Teacher: Mm hmm. I think I suppose just over the years now, but I think I've met an awful lot of students over that time. Probably well, thousands now by now.
But I'd say the ones, obviously there's a certain handful that stick in your mind, and I'd say my proudest moments of teaching so far have all been in some way related to EAL pupils. But again I think it's because of the connections because of the hard work we put in.
I just think over the years you you build those connections with those kids and they can see that you want the best for them like they want the best for you. And I don't think that is maybe the same for all students specific. I mean obviously working in certain areas, you have different cohorts of children and you can, I think tell from. Pupils who have navigated difficulty and navigated. Maybe a path that is not as easily laid out for others. They are very grateful and very determined to make their path smoother, if that makes sense. The metaphor there that I'm going to give. And I think that there's a strength there that I admire.
And that's what I would say.

Researcher: What a lovely way to end. If you don’t have anything else to add onto that then I’ll stop the recording here if that’s ok?

Head of Year and Teacher: Yeah that’s fine.

Researcher: stopped recording.
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Team name

Summary of team role in relation to supporting INA students

Integration and

Provides support to individuals who have arrived in the local authority after fleeing war and oppression

Partnerships (individuals classified as refugee and asylum seekers), helping them gain access to housing, education,
employment and become self-reliant.

Educational Collaborates with schools to support students at any point in their educational journey, this could be INA

Psychology students during their transition. EPS support may include providing training to school staff, engaging

Service directly with students, and meeting with their families to better understand and respond to their individual

needs.

Language Support

Offers targeted support to help schools enhance their provision for all ethnic minority pupils, including
INA students. The team works directly with individual students and pupil groups, supporting schools and
settings in raising the achievement of ethnic minority groups. Services include interpreting and translation
in over 27 languages, access to a multicultural resource library, and 1:1 work with students to support them
with developing their understanding of English.

Virtual School

Supports who are recognised as refugees or asylum seekers. The team works with schools from the point of
arrival to advise on assessment, placement, and tailored support, while also offering staff training and
promoting inclusive practices.

School admissions

Ensures INA students are placed in suitable schools promptly. They consider age, prior education, and
location when allocating places. They will liaise with families and young people as well as work closely
with services such as the local schools and virtual school to ensure appropriate support is in place from the
start.
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Hi [NAME],

1 am emailing you with regards to research | am undertaking as part of my training to become a
qualified Educational Psychologist via the University of Sheffield.

1 am carrying out some research exploring the perspectives of individuals who have worked in any
capacity, to support the transition of International New Arrival students into a UK Secondary School.

1 am aware from speaking with colleagues that staff within your team may fit my inclusion criteria to
take part. The criteria being that within their current job role, they have you worked with a:

® Young person / Family of a young person, who arrived in the country in the past 3 years.

o The young person has not previously been educated within a school in the Local Authority.

o At the point of their involvement, the young person was joining (pre-arrival) or had joined
(arrival) a Secondary School.

The research will involve a 45 minute virtual interview with anyone who fits the criteria and wishes
to take part. | will work around the working schedule of the participants. By sending this document to
your team, that would confirm that you are happy for them to take part in this interview for 45
minutes during their working day.

1 would appreciate it if you could share the research summary document attached, to anyone within
your team who you feel may fit the criteria.

Best wishes,

Lottie.
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Research Summary.

Exploring Educational professionals perspectives of support for International New Arrival
‘Students'during their transition to UK Secondary Schools.

Hi, I'm Lottie.

I'ma Trainee Educational Psychologist currently working within XXX Council and as part of my.
training to become a qualified Educational Psychologist | am studying via the University of
Sheffield.

A part of my training, | am carrying out some ressarch exploring the perspectives of individuals
Who have worked in any capaciy, o support the trnsition of International New Arival students
into a UK Secondary School.

1Would like to invite you 1o take part in my research, but before you decide itis important that
you know more about the research. | have tried to answer any questions that you might have in
thisinformation sheet. |am happy to answer any further questions should you have any, please.
‘email me at: cuburgess2@sheffield ac.uk.

"Reading this document does not imply any commitment to participate, and formal consent
would be needed at a later stage, if and when your wish to participate is known.

Whatis this research about?

Iknow from talking with colleagues within the local authority, that there are a number of teams.
working to support International New Arrval students throughout their pre-arrival and arrival
into UK a Secondary School. | am using the term International New Arriva to describe a person
Who has arrived in the UK from another country in the past 3 years (Hulusi and Oland, 2010).

Iwould ke to take some time to speak with people from these teams, who have worked to
‘support this transition period for migrant young people, whether directly with the young person
o thiough supporting the family as a whole. | would ike us to dentity existing strengths and
successful practices but also explore changes to the process that might help further improve:
the transition support provided for this group of young people.

Do fitthe criteria to be involved?
Within your current job role you must have worked with a:

 Youngperson / Family of a young person who have arrived in the country n the past 3
years.
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+ The young person you have worked to support, has not previously been educated within
‘aprimary school i the Local Authority.

 Atthe pointof your involvement, the young person was joiing (pre-arriva) or had joined
(arival) a Secondary School within the Local Authority.

Why would 1 be involved?

The aim of the project s toinform future development of transition support planing for
International New Arrival students joining UK Secondary Schools.

Participation offers the opportunity to talk about positive aspects of your practice and
‘experience of working with migrant young people.

What would be involved if choose to participate?

You il be asked to participate in vitual nterview, this will be 1:1 with myselt (Lottie). Tne:
interview wil take around 45 minutes and can be organised with the researcher at a time of your

The interview will explore positive experiences of supporting the transition of International New.
Artival students and consider what we can learn from this n order to identiy strengths and
potential for improvement.

You il be asked to talk about a positive experience of a time within your role, that you worked
to support an International New Arrival young person, who was of secondary age. You will be
‘asked to reflect on and speak about the situations or people involved anonymously.

What happens next?

Ifyou are interested in inding out more about this research and potentialy taking part, please
‘email or teams message me at: cubugess2@sheffield ac ik

Thanks again for taking the time to read and consider being partof this research.
Bestwishes,

Lottie Burgess, Trainee Educational Psychologist
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pant information sheet

Exploring Educational professionals perspectives of support for International New Arrival
Students’during their transition to UK Secondary Schools.

What is the research about?

1 know from talking with colleagues within the local authority, that there are a number of teams
‘working to support International New Arrival students throughout their pre-arrival and arrival
into UK a Secondary School. | am using the term International New Arrival to describe a person
‘who has arrived in the UK from another country in the past 3 years (Hulusi and Oland, 2010).

Iwould like to take some time to speak with people from these teams, who have worked to
support this transition period for migrant young people, whether directly with the young person
or through supporting the family as a whole. The planned research will utilise a collaborative
approach to explore and discuss transition support practice. | would like us to identify existing
strengths and successful practices but also explore changes to the process that might help
further improve the transition support provided for this group of young people.

‘The aim of the project s to inform future development of transition support planning for
International New Arrival students joining UK Secondary Schools.

Why have | been chosen?
You have identified that within your current job role, have you worked with a:

« Young person / Family of a young person who have arrived in the country in the past 3
years.

« The young person you have worked to support, has not previously been educated within
a primary school in the Local Authority.

« Atthe point of your involvement, the young person was joining (pre-arrival) or had joined
(arrival) a Secondary School within the Local Authority.
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What would | have to do?

You will be asked to participate in a virtual interview, this will be 1:1with the researcher. The.
interview will take around 45 minutes and can be organised with the researcher at a time of your
convenience.

‘The interview will explore positive experiences of supporting the transition of International New
Arrival students and consider what we can learn from this in order to identify strengths and
potential for improvement.

You will be asked to talk about a positive experience of a time within your role, that you worked
to support an International New Arrival young person, who was of secondary age. You will be
asked to reflect on and speak about the situations or people involved anonymously.

What are the benefits of taking part in the research?

Yourinvolvement could contribute to research considering how organisations and profes
can leverage strengths to support the transition of International New Arrival students.
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What are the disadvantages of taking part in the research?
There are no foreseen dangers or risks of participating in this study.

Ifthe questions | ask generate uncomfortable memories of working with young people who have
experienced traumatic events in their lives and you feel you need further support around this,
you will have access to adebrief sheet that will signpost you to relevant organisations for
support.

In addition, if any unexpected discomforts or risks arise during the research, please let me know
immediately.

Will my confidentiality be maintained?

Al the information that | collect during this research will be anonymised. You will not be
identified in any reports or publications for any reason.

All data (the interview recording and the written version of the interview (transcript) will be kept
securely on a password protected google drive only accessible by the researcher and
supervisor. Following completion of the research project the interviews and transcripts will be
destroyed.

This will be with the exception of the unlikely event that indications of malpractice are spoken of
during the interviews. These would not be kept confidential and would be followed up within the
‘appropriate procedures set out by the school and Children’s Services.

What will happen to the data collected?

The interview will be audio recorded. The recordings made during this research will be used only
for analysis and will only be heard by myself. Anonymised excerpts will be used in
presentations, and potentially academic publications.

The recordings and transcriptions will be saved on a password protected google drive. Once the
‘audio recordings have been transcribed, they will be destroyed.
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Who is the Data Controller?

The University of Sheffield will act as the Data Controller for this study. This means that the
University is responsible for looking after your information and using it properly.

What s the legal basis for using my personal data?
Please note that by your child choosing to participate in this research, this will not create a
legally binding agreement.

In order to collect, use and process your personal information as part of this research project,
there must be a basis in law to do so. This research is serving "a task in the public interest” and
“processingis necessary for the performance of a task carried outin the public interest” (Article
6(1)(e)). This is the basis on which | am conducting the research.

The results from the research will be made available s a final thesis and a copy will be made
available to you. You will not be identified in any reports o future publications as pseudonyms
will be used to protect your anonymity. Your employer will be anonymised.

Whatif | consent to participation and then change my mind after being involved?
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Ifyou are happy to participate in the research, it is important that you sign the informed
consent form.

Project contact details for further information:

Researcher/ Trainee Educational Psychologist
Charlotte Burgess
cvburgess2@sheffield.ac.uk

Ifyou would like to raise a concern about the proposed research please contact the
researcher and/or the research supervisor.

Research Supervisor

Dr Sahaja Davis

School of Education, Floor D, The Wave, 2 Whitham Rd, Broomhall, Sheffield $10 2AH
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Ifyou el that any concerns raised have not been handled in a satisfactory way, you can raise
a complaint to:

Head of the Education Department at the University of Sheffield
Professor Rebecca Lawthom

rLlawthom@sheffield.ac.uk
School of Education, Floor D, The Wave, 2 Whitham Rd, Broomhall, Sheffield $10 2AH





image20.png
Participant consent form

Research title: Exploring Educational professionals perspectives of support for Interational New
Arrival Students’ during their transition to UK Secondary Schools.

Please follow the link to the consent for
https://docs.google.com/forms/d/18Q1cIUrVI-RDprERrA9XSQyvxe 8PNcyokfaagl-awSt

Project contact details for further information:

Researcher/ Trainee Educational Psychologist
Charlotte Burgess
cvburgess2@shefield.ac.uk

f you would like to raise a concern about the proposed research please contact the researcher
and/or the research supervisor.

Research Supervisor

Dr Sahaja Davis

tsdavis@sheffield ac.uk

School of Education, Floor D, The Wave, 2 Whitham Rd, Broomhall, Sheffield 10 2AH

f you feel that any concerns raised have not been handled in a satisfactory way, you can raise a
complaint to:

Head of the Education Department at the University of Sheffield
Professor Rebecca Lawthom

tlawthom@sheffield.ac.uk

School of Education, Floor D, The Wave, 2 Whitham Rd, Broomhall, Sheffield 510 24H
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Research study consent form
Exploring Educational Practitioners perspectives of support for International New Arrival
Students'uring ther ransition nto UK Secondry Schools.

* Indicates required question

Ihave read and understood the project information sheet OR the project has been *
fully explained to me. (If you answer No o this question, please do not proceed
with tis consent form until you are ully aware of what your participation in the
project will mean)

O ves
O

Ihave been given the opportunity fo ask questions about the project. | understand *
and agree that taking part in the project will include a virtual interview that will e
audio recorded.

O ves
O

Iagree to being audio recorded and for transcripts of these anonymised audio
recordings to be used in the research.

O ves
O

Iunderstand that by choosing to participate as a volunteer in this research, this
Goes not creste a legaly binding agreement nor is it intended to create an
employment relationship with the University of Sheffeld.

O ves
O
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Iunderstand that my taking part s voluntary and that | can withdraw from the
Study before November 2024; 1 do not have to give any reasons for why | no

longer want to take part and there will be no adverse consequences if | choose to
withdraw.

O ves
O

Iunderstand my personal details such as name, place or work and contact details *
provided to the researcher (such as email address) will not be revealed to people.
outsice the project.

O ves
O

Iunderstand and agree that my words may be quoted in publications, reports,
web pages, and other research outputs. | understand that | will ot be named in
these outputs meaning my words will be anonymous.

O ves
O

Iunderstand and agree that other authorised researchers will have access to this
Gata only i they agree to preserve the configentiality of the information as
requested inthis form.

O ves
O

Iunderstand and agree that other authorised researchers may use my datain ~ *
publications, reports, web pages, and other research outputs, only if they agree to
preserve the confidentialty of the information s requested in s form.

O ves
O
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Iunderstand and agree that other authorised researchers may use my datain ~ *
publications, reports, web pages, and other research outputs, only if they agree to
preserve the confidentialty of the information s requested in s form.

O ves
O

Igive permission for the audio recording that | provide to be deposited in  secure *
Google Drive.

O ves
O

Iagree to assign the copyright I hold in any materials generated as partof this ~ *
project to The University of Sheffied.

O ves
O

Please write your full name (FIRST NAME, SURNAME) to confirm that you -
consent to take part in the study and to be contacted (via email) by the.
researcher

Youranswer

—_—n
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Debrief sheet - Past interview
‘Thank you for your time with this research.

Ifyou have found any part of this interview has elicited uncomfortable feelings that you would
like support with. Please find access to support services below:

Hpinind

Website - \urgent help/using-this-

Call- 0300123 3393

‘awell

Website - https://www.qwelLio/

Ifyou have any questions or concerns about this research please contact the relevant people
listed below.

Researcher/ Trainee Educational Psychologist
Charlotte Burgess.
School of Education, Floor D, The Wave, 2 Whitham Rd, Broomhall, Sheffield $10 2AH

evburgess2@sheffield.ac.uk

Research Supervisor
DrSahaja Davis

s.davis@sheffield.ac.uk

School of Education, Floor D, The Wave, 2 Whitham Rd, Broomhall Sheffield S10 24H

Ifyou feel that any concerns raised have not been handled in a satisfactory way, you can raise
a complaint to:

Head of the Education Department at the University of Sheffield
Professor Rebecca Lawthom
rlawthom@sheffield.ac.uk

School of Education, Floor D, The Wave, 2 Whitham Rd, Broomhall, Sheffield $10 2AH
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I will be asking you to reflect on a time within your current role, when you feel you positively supported an
International New Arrival young person, during a transitional period.

The person must have been of Secondary School age (11-16) and a transitional period can be defined as any
change in their life, for the young person your involvement may have been from their arrival in the UK or the
point at which they were joining or had joined a UK school.

The interview hopes to explore positive experiences of supporting new arrival students. The ﬂositive experience
caﬂ relate tlo ygur own feelings about the support, and how you feel the experience was for the young person or
others involved.

The research hopes to consider what we can learn from this in terms of leveraging on strengths in situations as
well as what best practice may look like, within our support for this group of young people.

This doesn’t mean that you need to avoid mentioning difficulties, this is about your experience.

You will be asked to reflect on and speak about the situations or people involved anonymously.

I will ask you questions to draw out information relating to the what you think made the support provided
positive, and why you feel the experience was positive for yourself and or those involved, and what could make
it possible again. The research takes a narrative approach, so please see this as a ‘conversational’ interview with
your opportunity to story tell.
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Question 1:

Can you give your job title and a brief description of your job role.

Question 2:

Can you describe a time when you feel you positively supported an International New Arrival young person,
during a transitional period? (Give as much background context to the involvement as you feel comfortable)

- Young person was aged between 11-16.
- They had been in the country for 3 years or less.
- Your support was through direct work with them or via work with others around them, to indirectly support the young person.

- Transitional period means either following their arrival to the country before they joined a school or after they had joined the school
(Your work could have extended across a period of time, that’s ok).

This doesn’t mean that you need to avoid mentioning difficulties, this is about your experience.
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Phase 1
Data familiarisation

Active listening to the audio on
numerous occasions, making
notes of thoughts, reflections
and broader patterns noticed.
Transcription of the data.
Reading the transcribed data
numerous times for continued

reflection. 1

Phase 2
Systemic data coding

Produce descriptive labels
based on semantics from what
was explicitly stated.
Meaningful labels are given to
form codes.

Continued reflection.

Phase 3
Generating initial themes

Consider relationships and connections
within the data, this should be based off
reflections as well as what is explicitly
stated in the data.

Related codes are grouped together.

1

Phase 4
Developing and reviewing themes

Review the relationships among the data
items and codes that inform each theme and
subtheme.

Categories are generated and reflections are
made based on the what best reflects the
dominant theme in each category.

Phase 5
Refining and naming
themes

Each extract is
interpreted in
relation to its
constitutive theme,
as well as the
broader context of
the research
question.

Names are concise
and informative
rather than
descriptive.

|

Phase 6
Writing the report
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Reflec

ns after complet 18/07/2024)

All the participants wanted to speak and shared how they loved their role in supporting the
young people, families and communities. Passion to help came through. Reminded me of
my role when I was teaching and working in the school. I remember fecling that same
drive, the sense that the work mattered deeply and that every small success was significant.
Listening to the participants reignited that feeling in me, and reminded me why I was
drawn to this field in the first place. It also made me reflect on how vital that passion is, not
just for sustaining ourselves in the work, but for creating environments where young
people and families feel genuinely supported and valued.
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Phase 1 - Data familias
and Partnerships

data set 1(01/08/2024) - Integration

Reflecting on this conversation, I could really pick up on some assumptions and ideas that
were shaping the way he spoke. He talked about people in really relational terms — it was
much more about feclings, emotions, and values than about systems or processes. He spoke
about a recent time when a lot of Afghan familics arrived through the resettlement scheme.
and you could tell he was drawing on a lot of ideas about multi-agency working and
emotional labour.

There was a really strong sense of multi-agency work coming through. He kind of
positioned himself as being right in the middle of it all, one of the first to know. directed by
the Home Office, and the person linking new arrivals, schools, and different services
together. It felt like he was carrying a lot holding the schools’ worries, the families’
experiences, and then also feeling the political pressure from the Home Office and the
council. His experience seemed possible because of where he sits close enough to
everything to feel it all at once.

1did get the sense that he had a bit more of a jaded view compared to some of the other
participants. For him, this isn't just part of his role, it his everyday reality. Hearing about
the difficultics all the time must take its toll, and it came across in the slightly tired tone he
used when reflecting. What stood out, though, was that his idea of things going well wasn’t
really about systems working properly: it was when other people, other services, showed
the same emotion and passion that he and his team feel. For him, a "positive” situation
looked like schools welcoming families openly and not pushing back: it was about shared
values and emotional openness rather than the technicalitics of how things were supposed
to work
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tual School EP

The participant spoke about a Spanish girl who had come to the UK through a really
difficult situation, with her dad secking work. She also shared a bit about her own lived
experience. having moved to the UK herself as an adult, which I think really shaped the
way she spoke. There was a strong focus on the young person's emotional wellbeing —
that seemed to come above everything else.

She placed a lot of importance on supporting the family too, recognising that whatever the
child is going home to cach day will impact how they are at school. It felt like a very
whole-child view, not just thinking about school in isolation.

I noticed how reflective she was and started wondering if that's partly because of her own
experiences of migration, and also because of her role as an Educational Psychologist. She
seemed to carry a real hopefulness about what could be possible more so than some of the
other participants, who at times sounded a bit more stuck. I'm wondering if that's also
linked to the autonomy of her job. As an EP, you're not as tightly controlled by other
services. There's space to have opinions, be a bit innovative, try things out. It’s different to
the integration and partnerships participant I spoke to, who seemed to be carrying a lot of
political pressure and power dynamics.
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Reflections — Racism. Xenophobia and the August Riots

While I've been transcribing my data, the politics around this topic fecls even more front
and centre. The riots happening across the country right now, the blatant racism and
xenophobia being stirred up, it's honestly horrifying. It's hard not to feel like things are
going backwards. T keep thinking about the impact this is going to have on young people,
the views they're going fo be hearing at home, the messages they’ll be surrounded by and
how all of that will inevitably spill over into school communitics too. It feels heavy and

worrying, especially when my rescarch is so much about creating positive, welcoming
spaces.
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Phase 1 - Data familiarisation and transc

SLT

data set 3 (09/08/2024) - S|

‘0 and

The participant spoke about a recent time when 18 Afghan students joined the school
through a resettlement scheme. Straight away, what really stood out was how much "being
human" was at the heart of everything she talked about. There was a real value placed on
social and emotional wellbeing not just as an add-on, but as something central. She spoke
about the role of staff almost being like a parent figure to the students, offering the kind of
support that goes way beyond academics.

Induction mectings sounded like they were about more than just ticking a box they made a
real effort to get as many people around the table as possible, so different voices could be
heard and the school could properly understand what was going on in the community for
this group of young people. It felt like their focus on wellbeing was about trying to kecp
the group connected, to help them fecl less isolated.

Relationships came across as absolutely key. The relationships between the students who
shared similar experiences, the relationships with trusted adults, and even the relationships
between staff creating spaces where they could be open and vulnerable about how they
were feeling about their ability to support. It felt like this really complex web of
relationships, all interconnected. Even relationships with other agencies were seen as
crucial, helping to bring parents into the circle of support too.

What really struck me was how the participant spoke about the group. You could hear it in
her voice and see it in her demeanour she genuinely cared. There was so much empathy,
compassion, and honesty in the way she described things. It reminded me of how I used to
fecl as a teacher, that deep sense of care for new arrivals and minority groups.

She said such thoughtful things describing the students as polite, wonderful, wanting them
to do well and it felt so sincere, not performative at all. Her values really shone through in
the way she spoke.
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Phase 1 - Data familiarisation and transcribing data set 4 (09/08/2024) - Head of
Outreach

The participant spoke about his own lived experience before talking about his role
supporting a number of Roma students. Cultural understanding came across as a big thing
for him as he spoke about the importance of supporting staff to take a holistic view, trying
to really understand why a young person might behave in certain ways instead of just
reacting to it.

I found it really interesting when I listened back because we spoke for well over an hour
candidly chatting. but only about 12 minutes of it was for the interview and so recorded. I
wondered whether he felt he had to “perform” a bit more once the recorder was on, because
when we were just chatting, he was so reflective, honest, and insightful. In the recording,
he came across more systematic and concise. I don’t think it was inauthentic but maybe he
didn’t feel he could be as open once it was being captured formally. It made me think that
maybe his role. and everything he brings to it, isn’t really fully valucd by the school
Maybe that's part of why he came across a bit more formulaic when it was "official

One thing that really stuck with me was how he spoke about the importance of staff
understanding why some students might need a different approach and how the system.
especially in sccondary schools and MATs, often leaves little room for that compassion. He
seemed to be gently pushing for a more holistic and critical approach from staff when
supporting new arrivals.

Tt was clear he’s heavily leancd on for language support, but I couldn't help thinking how
‘much more his culfural understanding could offer if it was properly valued.

He spoke about safety being able to provide a sense of it. | wonder if, decper down, he was
talking about the safety he himsclf can offer, just by being someone who understands. who
sces things from a culfural lens when maybe others don’t. It really brought me back to how
important psychological safety is, and how it’s so often tied to relationships.
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Phase 1 - Data familiarisation and transcribing data set 5 (10/08/2024) - School
& admissi m

There was a real sense of attuning fo the unsaid in the room with this participant. They
spoke about how doing the job for a long time had helped them build up that awarencss,
but it also felt like something they were really actively using all the time, especially when
working with young people and their familics. It wasn’t just experience that made it
happen: it was like a conscious tuning in.

What came through really strongly too was the idea of using your own reflections, the good
and the bad, to actually change and shape the support you offcr. Not just coasting on what
you know, but properly leaming from experience.

The way they spoke about working with families also felt important. It wasn’t just ticking a
box or involving families because you're “supposed” to it was really seen as essential to
any support being successful. That came through really clearly. There was such a genuine
sense of care and thoughtfulness in how they spoke you could feel it in the pace of their
voice, the way they chose their words. It didn’t feel rehearsed or automatic at all. Tt felt like
it mattered.
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ing data set 6 (11/08/2024) - Teacher and

head of year

The care for the young person really came through, you could hear it in the participant's
tone of voice and in the language she used when talking about them. What I found
interesting though was that even though she was describing her involvement through her
rolc as a Head of Year, the teacher’s side really came through strongly. There was a definite
pull towards what needs to happen because of the goals of the school, GCSEs, exams,
outcomes. It felt a bit like being ton, like she had her own sense of how she’d want to
support the student, but at the same time there was a very real pressure to keep the
academic side front and centre because of the wider system.

From my own experience working with new arrival students, I'd say most of them do
really value education and see it as important, it’s not like caring about exams is inherently
a bad thing. But compared to the Head of Outreach and the Educational Psychologist
participants, the focus on getting through the exams felt a lot stronger here. It was just
much more present.

Inclusivity as a whole school culture also came through really clearly. Almost like if you
have everyone on the same page, if the understanding of how to not “other” people is
already there across the school. then you can focus on academics because the belonging
piece is already embedded. T wonder if that's why this participant spoke more about their
role as a teacher rather than focusing heavily on pastoral stuff maybe because being human,
being inclusive, is just part of the way the school breathes. It's already there, it doesn’t
need to be constantly separately named.




image37.png
Phase 2 - Coding and Phase 3 - Generating themes

One of the first things that stands out is the idea of a two-way street in the work being
done. Its not just about people sharing their xperiences with you, but also about how you
use that information. It's about how you allow them to share and make space for it, but also
how you show that you're going to fake that seriously and use it responsibly. It fecls like
there’s a delicate balance between being open, yet also holding the responsibility of what's
shared.

Then there’s this recurring idea of “being human.” It's not just about following rigid
systems or rules, it's about allowing space for flexibility and compassion. The way people
talked about their work, it's clear that it's not just abouf getting the job done: there’s a
human clement to it that allows for more genuine connection and understanding. And I
think there’s something about being vulnerable, too. Being okay with not having all the
answers, being open to learning. and letting others sce that side of you.

The idea of sharing knowledge is another one that stands out. It's not just about giving
information out, but also about being open to receiving it. This came up a lot in the
multi-agency conversations, where everyone brings their own expertise and knowledge.
But it’s also important within the school, too the sharing of knowledge between staff. It
feels like it’s about creating an environment where learning from one another is the norm,
not just something you do when you need to.

Then there’s the idea of connection-making. It’s not just about the students, but about
connecting with their families as well. A lot of the participants spoke about the importance
of emotional availability, being there for the students and their families in a way that
creates trust and support. It’s clear that relationships are key, and that emotional wellbeing
is just as important, if not more so, than the academic side of things. There’s a strong focus
on making sure students feel understood and supported, and that their families are part of
that support network.
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A whole person approach that keeps coming through. It’s not just about the academic side
of things: it’s about looking at the full picture of the student’s social and emotional
wellbeing, their family, their background. It's about personalising the support to meet their
needs in a way that's holistic. It's not just about getting them through exams or fitting them
into a standard system: it’s about considering everything that makes them who they are and
offering support that reflects that.
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Individual: Beliefs, values, culture and views.
Language, English language, wellbeing.

Microsystem: Family, school (staff
relationships, peer relationships),
classroom and school environment for
inclusivity. Charities, religious
organisations.

Meosystem: Interactions between
family, school, local authority
workers, charities, other
organisations.

Exosystem: Media reporting on
migration to the UK, refugee and
asylum seekers. Local government
support and community support.
School policies oninclusion and
EAL provision.

Macrosystem: Immigration
policies, broader cultural context
of societal attitudes towards
migration, UK education policies to
support INA students.




