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Abstract

This two-part small-scale research is positioned within a social constructionist
interpretive epistemology. Both parts of the research used qualitative methods. Part
One explores the perspectives of unaccompanied asylum-seeking children (UASC) in
relation to their educational experiences in the UK. It also considers the experiences,
opportunities and challenges for school and college staff with supporting the
educational needs of UASC in a shire county in England. The methodology employed to
collect the data for Part One consisted of semi-structured interviews with six
professionals and the ‘Talking Stones’ (Wearmouth, 2004) interview technique with six
UASC. For Part Two of the research, a Collaborative Action Research (CAR) approach
was used consisting of one cycle of three group supervision sessions with five
professionals from Part One. Within the group supervision sessions, a Solution Circles
framework was implemented and participants were encouraged to prepare cases to
discuss and collaboratively problem solve. The benefits to supporting the needs of
UASC by introducing professionals to the process of group supervision are also
explored. Braun and Clarke’s (2006) interpretation of Thematic Analysis was employed
across both phases as a method of data analysis. This enabled themes to be identified
which emerged from the data. Two key findings were discovered to play a significant
role in the UASC’s social and emotional wellbeing: the uncertainty of the UASC’s future
in relation to their unresolved asylum status and their acquisition and fluency of
English language. The latter is discussed in relation to how fully the students felt able
to integrate and communicate their needs. Barriers to language also link closely to

students accessing the curriculum and their experience of inclusion within the setting.
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An array of opportunities and challenges of supporting the social and emotional needs
of UASC are outlined by school and college staff. Such findings include: recognising and
identifying the social and emotional needs of UASC, a lack of experience and
opportunities for staff training, challenges with inclusion and integration of UASC
within the educational settings, funding and available resources, developing supportive
and trusting relationships over time and forming social connections. Within the paper,
these findings are explored in relation to Bronfenbrenner’s (1979; 1989) Ecological
Systems Theory. Implications for educational professionals and for educational

psychology practitioners are discussed.

For a pictorial overview of both parts of the research please see Figure 1.



Action Research Framework

The diagram below provides a visual overview of both parts of the research situated

within a Collaborative Action Research Framework.
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Figure 1. Collaborative Action Research Framework



Chapter 1

1 Introduction

This chapter will introduce the background for this research including the global

context and rationale. In doing so, | will outline and explain the following:

Key definitions

e Global context and relevance to research

e National and regional statistics

e The rights of UASC and responsibilities of local authorities and educational
settings.

e The rationale of this research

1.1 Definitions

The 1951 United Nations Convention Relating to the Status of Refugees (Geneva

Convention) defines a refugee as someone who has a:

well-founded fear of being persecuted for reasons of race, religion, nationality,
membership of a particular social group or political opinion, is outside the country
of his nationality and is unable or, owing to such fear, is unwilling to avail himself of

the protection of that country. (UNHCR, 1951, p. 14).

An asylum-seeker is defined as an individual who has crossed an international border

in search of safety and applies to be given refugee status under the 1951 UN



convention (Hek & DfES, 2005). The term ‘unaccompanied asylum-seeking children’
(UASC) refers to anyone who is under the age of 18 years, who has been separated
from both parents and other adult care-givers and who is applying for asylum in his or
her own right (UNHCR, 1994, 2005; Humphris & Sigona, 2016). For the purposes of this
research the term ‘UASC’ will be used to describe all unaccompanied children who
have fled from persecution including those who are applying for refugee status, those
who have been granted temporary leave to remain and those with full refugee status
and those who are not applying for asylum and have not registered with the
authorities. However, it is important to note that among ‘refugee’ students and young
people in a British classroom, there may be a range of immigration statuses (Rutter &
Jones, 1998; Williamson, 1998). The terms ‘children’ and ‘young person’ will also be

used and will refer to those individuals below 18 years of age.

The term used to describe the social and emotional or psychological wellbeing of an
individual can largely depend upon the paradigm of the professional discipline from
which they originate. Weare (2004) suggests that there are a range of terms used to
describe “mental health” including; emotional health and wellbeing, psychological
wellbeing, emotional behaviour difficulties and mental health problems. The National
Institute for Health and Care Excellence (NICE) states that if a young person is
observed as having “emotional wellbeing” they may be described as: “being happy and
confident and not anxious or depressed” (NICE, 2013, p. 2). According to NICE if a child
or young person is described as demonstrating positive “social wellbeing” they have

“good relationships with others” and do not display “behavioural problems” (NICE,
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2013, p. 3). For the purposes of this research, the definitions outlined by NICE for both

social and emotional wellbeing will be observed.

1.2 Global context and relevance to research

The global refugee crisis has meant that in recent years a growing number of
unaccompanied children and young people have been arriving in Europe (Esses,
Hamilton & Gaucher, 2017). According to Esses, Hamilton and Gaucher (2017) the
number of refugees currently across the globe is alarmingly high and is expected to
continue to rise as a result of individuals fleeing war or other forms of violence in their
home country. However, the figures reported represent only a fraction of the total
number of UASC who are outside their country of origin (UNHCR, 2016). This is
because many unaccompanied children do not register with the authorities due to
either feeling afraid or because they have been warned by others to keep on the move
to another destination. Additional numbers of UASC may not be recorded because
they do not apply for asylum or were referred to specialised procedures for child
victims of human trafficking (UNHCR, 2016). In the UK, the number of asylum
applications has increased over recent decades leading to a subsequent increase in the
number of accompanied and unaccompanied asylum-seeking children and young
people in schools (Refugee Council, 2018; Home Office, 2018; Hart, 2009; Rutter,

2003a;).

*The UK has implemented a National Referral Mechanism, a framework for identifying victims of human
trafficking and ensuring that they receive appropriate care. This process was set up in 2009 as part of
the UK’s implementation of the Council of Europe Convention (NSPCC, 2018). For more information on
this process see the NSPCC website: https://www.nspcc.org.uk/preventing-abuse/child-abuse-and-
neglect/child-trafficking/research-resources/national-referral-mechanism-nrm/
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1.3 National and regional statistics

National statistics

The numbers of applications made by UASC has tended to fluctuate over recent years
and it is difficult to determine the exact numbers of these young people entering the
UK each year (Doggett, 2012). As a result, the data which is most relied upon to gather
a clearer picture of the total UASC residing within the UK is the number of asylum
applications made by UASC annually. These records are presented in Table 1 and
indicate approximate numbers of UASC making applications for the period of 2015-
2017 [as reported by the Refugee Council, 2018]. Nonetheless, it is important to note
that total figures recorded are inconsistent across different documents (see Home
Office, 2017; Connolly, Crellin & Parhar, 2017). Thus, these should be assumed as

general as opposed to definite figures.

Table 1

National asylum applications made by UASC in the UK (2015-2017)

Quarter 2015 2016 2017
1 525 693 499
2 575 699 547
3 1,023 722 543
4 1,130 1,176 617
Total 3,253 3,290 2,206

Refugee Council (2018)

In 2017, the countries with the highest percentages of unaccompanied asylum-seeking
applicants included: Sudan (337), Eritrea (320) and Vietnam (268) with 89% of
applicants being male and 93% aged between 14-17 years old, a similar percentage to

previous years (Refugee Council, 2018). The country of origin of UASC varies between
12



years as it tends to reflect the current global context of these countries. As can be seen
by Table 1, during 2016 the numbers of asylum applications from UASC peaked. This
influx may be explained by the destruction of ‘The Jungle’ refugee camp in Calais,
France which was reported as accommodating more than 7,000 refugees (BBC News,
2016). Overall, UASC applications currently represent approximately 10% of all main

applications for asylum (Home Office, 2017).

Local context

This research took place in a shire county in England which had previously had limited
experience of supporting the needs of unaccompanied asylum-seeker children.
Historically, larger numbers of UASC have tended to be identified and placed in London
and Kent (Children’s Legal Centre, 2003). However, since the introduction of the
National Transfer Scheme Protocol (NTSP) in 2016 (recently updated in March 2018,
DfE, 2018), it may be argued that the numbers of UASC placed within smaller local
authorities have increased. The National Transfer Scheme Protocol (NTSP) informs the
basis of a voluntary agreement between local authorities in England to ensure a more
even distribution of UASC across local authorities (DfE, 2018). This protocol is intended
to ensure that any participating LA does not face a disproportionate responsibility in
accommodating and looking after unaccompanied children; it is based on the principle
that no LA should be asked to look after more UASC than 0.07% of its total child
population (DfE, 2018). This percentage was agreed to ensure estimated numbers of
UASC arriving in 2016 onwards could be catered for. Whilst this figure is not a target, it
is used to indicate when a local authority has reached the point where they would not
be expected to receiving any more UASC. This figure continues to be reviewed annually
(DfE, 2018).

13



Table 2 illustrates the number of UASC placed within a shire county in England where

this research took place during the period of 2013-2018.
Table 2

The number of unaccompanied asylum-seeking children arriving within a shire county

in England during the period of 1% September 2013- 30™ April 2018

UASCin LA 2013-2014 2014-2015 2015-2016 2016-2017 2017-2018

Numbers of 0 0 10 20 11
UASC arriving

Total no. of
UASC ‘looked Records Records Records Records 60
after’ by the LA unavailable unavailable unavailable  unavailable

Note: Statistics taken on the 3™ May 2018

Table 2 illustrates how the numbers of UASC arriving within this shire county in
England has considerably increased since September 2015, with the arrival of 20
students during the period of 2016-2017. The total number of UASC ‘looked after’ by
this LA current stands at 60 students. Five of these students have been reported as
‘missing’ and are assumed by the LA to have been human trafficked. Thirteen of these
young people have arrived via the NTSP. The countries of origin of the UASC are varied
and include: Afghanistan, Albania, China, Eritrea, Ethiopia, Iran, Irag, Sudan and

Vietnam.
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1.4 Rights and responsibilities: Implications for practice from legislation

The rights of unaccompanied children are preserved in both international and
domestic legislation and these are further operationalized in policies and guidelines in
the UK. This section will briefly outline the legal frameworks which set out the rights of
UASC and the associated responsibilities of the Local Authorities within the UK

(UNHCR, 2016; Humphris & Sigona, 2016).

The UN Convention on the Rights of the Child (UN, 1989; UNHCR, 2005) is significant
for protecting the rights of UASC. It states that all asylum-seeking children should be
treated principally as children, without discrimination, and recognised as young people
who have been temporarily deprived of their supportive family environment and are
entitled to special protection and assistance (UN, 1989; UNHCR, 2005, 2016). This
notion is echoed in the ‘Every Child Matters’ UK Green Paper (DfES, 2003; Crawley,
2006) which asserts that UASC should be treated as children first and as asylum
seekers, second. This guidance alongside more recent documentation recognises that

some of the children in greatest need are UASC (see DfE, 2004, 2014a, 2017a, 2017b).

Local Authority (LA) support

By definition, UASC are under the age of 18 years old and arrive to the UK with no
appropriate adult to care for them, thus the responsibility of their care lies with the
social services departments of the LA in which they reside (DoH, 1989; Immigration
Act, 2016; Children’s Legal Centre, 2017). On arrival in the UK and following an initial
assessment, UASC are automatically treated as children ‘in need’ under section 17 of

the Children Act by the LA in which they are placed (DoH, 1989). This section imposes a
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duty on local authorities to safeguard and promote the welfare of all children within
their area who are in need, including UASC (Children’s Legal Centre, 2017). At this
stage, the relevant social services department has a gateway duty® to assess UASC
under Section 17, and then, the presumption is that these young people will become
formally ‘looked after’ by a LA under Section 20 of the Children Act, 1989 (DfE, 2017b;
Children’s Legal Centre, 2017). This is unless the needs assessment results in another
response being considered more appropriate. The term ‘Looked after Children’ (LAC)
refers to children and young people who are provided with LA care or social services
accommodation for over 24 hours (Dent & Cameron, 2003). Wade, Sirriyeh, Kohli and
Simmonds (2012) found that the vast majority of UASC within their research were
being formally ‘looked after’ by their local authorities. They noted that this was a
significant change from that which was frequent several years prior to their research
where most UASC were supported by local authorities as children ‘in need’ (Section

17).

There are significant statutory benefits for UASC with receiving a formally ‘looked
after’ status. According to Wade et al. (2012) these advantages include: guaranteed
access to a social worker, care planning and review procedures and pathway planning
and aftercare support. Children’s Legal Centre (2017) states that there are seven
dimensions to a child’s developmental needs, to which the LA must have regard and
for which they must plan for ‘looked after children’. These are as follows: health,

education and training including the ‘personal education plan’ (PEP); emotional and

3 Gateway is a social work service for children and families and is the first point of contact for people
who are concerned about a young person not already known to social services. Gateway is responsible
for ensuring that all new referrals are responded to promptly and for assessing CYP’s needs and
identifying appropriate support services (South Eastern Health and Social Care Trust, 2018).
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behavioural development; identity, with particular regard to religious persuasion,
racial origin and cultural and linguistic background; family and social relationships;
social presentation and; self-care skills. However, Wade et al. (2012) suggested that
only younger UASC tend to access foster care and for UASC who are aged over sixteen,
the majority are placed in private sector housing with or without support. A further
barrier for UASC accessing appropriate housing, support and educational placements is
linked to disputes regarding their age. For instance, Crawley (2006) suggests that
professionals have noted a significant increase in the number of children who state
that they are under 18 years of age when they come into contact with immigration
authorities but were not accepted as such. Disputes over age can have extremely
significant implications for an individual’s ability to access services and support,
including housing, education and welfare and to be protected against abuse by others
(Crawley, 2006). Such disputes may also have significant impacts upon their social and
emotional wellbeing (see Ehntholt et al., 2018). In an effort to safeguard and promote
the wellbeing of UASC, several recent documents including statutory guidance have
been published for local authorities for supporting UASC (see DfE, 2014a, 20173,

2017b).

Education settings: Rights and responsibilities

Article 28 of The UN Convention on the Rights of the Child (UN, 1989; UNHCR, 2005)
outlines the right to education for UASC, stressing the importance of free primary
education, the availability of secondary education and the accessibility of higher
education based upon a young person’s ability to benefit from it. Article 29 also sets

out the goals of education as developing each child’s personality, talents and abilities
17



(UN, 1989). As ‘looked after children’, UASC will have access to the same entitlements
and support; including support from Virtual School Heads who promote the
educational achievement of looked after children in England (DfE, 2017b).
Furthermore, all schools and colleges are required to have a designated teacher for
looked after children (DfE, 2009). These professionals attend meetings and regularly
review the young person’s Personal Education Plans (PEP). All UASC should have a
personal education plan and it is the responsibility of the designated teacher to ensure
that looked after children receive coordinated support in school and to act as a focal

point for outside agencies (DfE, 2009).

1.5 Rationale for this research

The numbers of children seeking asylum alone without a parent or guardian have
increased across a number of European countries, including the UK, as a consequence
of the global refugee crisis (Vervliet, Vanobbergen, Broekaert & Derluyn, 2015;
Refugee Council, 2016). Historically, larger numbers of UASC have been identified and
placed in London and Kent (Children’s Legal Centre, 2003); however, with the
introduction of The National Transfer Scheme Protocol (NTSP), smaller local authorities
are beginning to accommodate larger numbers of UASC. This increase in the number of
UASC in smaller rural local authorities has implications for school and college staff. For
instance, with little experience of working with UASC for many professionals, teachers
have begun to express concerns regarding how to best support these children and

young people (CYP) (Arnot & Pinson, 2005; Hart, 2009).

Historically, it has been argued that certain individuals and groups are at a higher risk

of developing mental health difficulties, particularly those who have experienced loss
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or separation, life changes and traumatic events (DfES, 2001). Subsequently, UASC are
presented within the literature and policy as being a highly vulnerable group of young
people frequently traumatised by their past experiences and are sometimes referred
to as children ‘at risk’ (Rutter, 2006). By definition, UASC are without parents or
appropriate adults to meet their social and emotional needs, thus, all of these young
people have experienced loss. All UASC have experienced significant life changes as a
consequence of being required to leave their countries of origins for a multiplicity of
reasons; some of which will be outlined within the literature review on p. 22. Research
on both refugee experiences generally and on children’s mental health and emotional
needs indicate that UASC are likely to experience significant psychological stress and
threat to their emotional wellbeing (Morris, 2005). As a consequence, it could be
argued that UASC are some of the most vulnerable children attending UK schools and
colleges. In line with legislation and guidance that emphasises the role and
responsibilities of educational staff for promoting the social and emotional wellbeing
of young people (see DfE, 2015, 2014a, 2014b; DoH and NHS England, 2015), this
research focuses on eliciting both the views of UASC and the professionals supporting

the social and emotional needs of UASC in educational provisions.
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Chapter 2

2 Literature Review

This chapter will provide a critical account of the literature surrounding the social and
emotional needs of UASC in school and college settings and school staff experiences of

supporting UASC in educational provisions.

Recent research conducted has examined the emotional impact of the asylum process
on UASC including the methods in which they manage the uncertainty of their future
(Jakobsen, DeMott, Wentzel-Larsen & Heir, 2017; Kohli & Kaukko, 2017) and the social
care needs of UASC (Horgan & Ni Raghallaigh, 2017). However, literature which has
focussed upon the educational experiences of unaccompanied asylum seeking young
people, their presenting social and emotional needs whilst attending their educational
provision and the experiences of school staff supporting UASC, continues to be narrow
in scope. Moreover, the existing literature on education for refugees rarely
distinguishes between UASC and other refugee children; this is argued to be
particularly problematic given the surplus of asylum applications by UASC in recent
years (Bitzi & Landolt, 2017). Given the limited research within the area of
unaccompanied young people specifically with reference to educational settings,
consideration will also be given to the literature and debates surrounding the
experiences of UASC more broadly and prior to their arrival into education in the UK
including their pre-flight experiences (from their country of origin), during flight and

post flight experiences (on arrival to their host country).
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This review reflects my judgement of the most current, pertinent and representative
literature. For the purposes of this literature review, the research considered will focus
principally on UK studies with UASC. However, as a result of the dearth of more
specific UASC focussed research findings, it is necessary to include research findings
from a wider population of refugee and asylum seeker young people in addition to
research findings from other countries. The following literature review is organised
into four main sections. The first establishes the ‘risk’ associated with UASC’s
experiences and their presenting needs on arrival in the UK, whilst the second section
considers the protective factors, which can help to counteract these effects. The third
considers the needs of UASC within schools, focussing upon the social and emotional
needs in which UASC present. The final section focusses upon educational provision for
supporting UASC’s social and emotional wellbeing. The literature review summarises
and synthesises information taken from a number of wide topic areas and outlines the
links to the aims, objectives and questions of this research. Search terminology and

strategies for obtaining recent literature can be found in Appendix 1.

2.1 Risk factors

UASC are at an increased risk of adverse developmental outcomes including social,
emotional and behavioural problems, psychiatric disorders and an increased risk of
academic underachievement (Sourander, 1998; Kohli & Mather, 2003; Anderson, 2004;
DfES, 2004; Bean, Eurelings-Bontekoe, & Spinhoven, 2007; Hodes, Jagdev, Chandra &
Cunniff, 2008). Although some argue that refugee children are amongst the ‘high

achievers’ within schools due to their increased motivation (Refugee Council, 2005;
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DfES, 2004; Pirouet, 2001) there is a lack of research which has examined high
achievement for UASC. Others argue that UASC are amidst those groups who are
underachieving and it is suggested that this may be due to the lack of parental
guidance and support that families may offer (DfES, 2003). An extensive body of
research has documented the extreme trauma and upheaval to which many UASC
have been subjected before fleeing their home countries, during flight, or after they
arrive in their host countries (see Thomas, Thomas, Nafees & Bhugra, 2004; Bean et al.,
2007; Hopkins & Hill, 2008; Hjern, Brendler-Lindqgvist & Norredam, 2011; Kohli &
Kaukko, 2017; Jakobsen et al., 2017). The literature suggests that these adverse
experiences can enhance the vulnerability of unaccompanied children seeking asylum
(Fazel & Stein, 2002; DfES, 2004; Thomas et al., 2004, Hart, 2009; Chase, 2010). The
term ‘UASC’ will be used to describe all unaccompanied children and young people

who are seeking asylum in their host country.

2.1.1 Pre-flight experiences

Previous research has examined pre-flight experiences of UASC and the reasons for the
departure of their home countries. Thomas et al. (2004) conducted a case file audit of
one hundred UASC in London to identify their pre-flight experiences and found that
actual or perceived threats to themselves or their family members figured
prominently. In descending order, UASC's reasons for flight included the death or
persecution of family members or themselves, forced recruitment, experience of war,
being trafficked or leaving for educational reasons when schools had closed down. It
was found that most children had experienced physical or sexual violence or had

witnessed the death of family members. These findings of traumatic events
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experienced by UASC is consistent with other research findings, for instance, Hodes et
al. (2008) found that UASC had experienced higher levels of losses and trauma when
compared to an accompanied child group, furthermore, over half of the UASC group
were found to be at risk of PTSD and symptoms were far higher compared to the

accompanied children.

A strength of this research is that the recommendations made from the research
emerged from data that was elicited directly from the UASC. As a result, there are
suggestions that can be followed for supporting the wellbeing of UASC. For instance, it
is important for child welfare agencies and school settings to be aware of the increased
vulnerability of UASC so skilled professionals can be equipped to support the arising
needs of these young people on arrival (Bean et al., 2007). However, it has been
heavily debated as to the extent that UASC are able to talk openly about their
experiences. The literature suggests that many UASC refrain from disclosing
information when recalling experiences about their flight (Kohli, 2001). These
behaviours may be a result of concerns about their safety when talking to others
and/or their early life narratives of physical abuse from those in positions of power
such as teachers or their family, although these issues have not specifically been
documented by the literature as a reason for flight, they may affect the extent to
which UASC feel safe with disclosing such information (Hek, 2005; Wade, Mitchell &

Baylis, 2005; Kohli, 2006b; Skardalsmo Bjorgo & Jensen, 2015).
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Similarly, Chase (2010) argues that it is unlikely that all pre-flight experiences are
identified due to UASC disclosing limited information as to why they are seeking
asylum alone. She suggests that UASC’s decision regarding how much of their lives
they share with others is complex. Choosing not to disclose information could be a
form of ‘agency’, providing children with a mechanism to cope through looking
forward and retaining some control over their lives. Although Thomas et al. (2004)
have reasoned that it is necessary to obtain a detailed picture of UASC’s experiences, it
is worth questioning whether it is necessary for practitioners to know details regarding
pre-flight experiences of UASC, especially when those working closely with UASC have
begun to understand their silence and have devised ways in which to be practically
supportive without knowing the detailed ‘truth’ about their past (Kohli, 2006a; 2006b).
The arena which may be more useful to explore is their current experiences, including
an exploration of their experiences within school settings. Therefore the next section

of this review will focus on UASC’s flight and post-flight experiences.

2.1.2 During and post-flight experiences

Hart (2009) argues that refugees’ experiences of trauma are rarely limited to
experiences of loss, violence or persecution. Rather, there are multiple experiences
during migration and on arrival in their host country that are likely to have adverse
effects upon a young person’s development. This has been evidenced by Hopkins and
Hill (2008) who found traumatic experiences of the migration process included: Sexual
abuse by agents and enforced power over UASC, uncertainty around knowing where
they were and experiences of human trafficking. The adversity associated with

migration has been found consistently across the literature with experiences including:
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separation from parents whilst on route, vulnerability to violence including rape, long
journeys (ranging from two weeks to 42 months), long periods spent in refugee camps
(ranging from two to 36 months) and uncertainty as to whether and where they will

arrive (Sourander, 1998; Thomas et al., 2004).

On arrival in their host countries, UASC are required to deal with a set of disorienting
contexts and circumstances including; a loss of control, on-going uncertainty over their
legal status, poor living conditions including material deprivation, frequent moves,
bullying, hostility and discrimination, fear of deportation, social isolation, adjustment
to a different culture, language barriers and being with people who do not understand
their experiences (Coelho, 1994; Sourander, 1998; Kohli & Mather, 2003; DfES, 2003;
Thomas et al., 2004; Ehntholt & Yule, 2006; Bean et al., 2007; Hodes et al., 2008; Ryan,
Benson & Dooley, 2008; Hart, 2009; Hopkins & Hill, 2010; Ni Raghallaigh & Gilligan,
2010). It is argued that post-migration experiences place UASC at an equal, if not
greater, risk than pre-flight factors (Ryan et al., 2008). Other theorists contend that
one of the most significant stresses experienced for UASC is the asylum-seeking
process; the fear of deportation and the lack of control or certainty over their future
(Thomas et al., 2004; Ehntholt & Yule, 2006; Kohli & Kaukko, 2017). For instance,
unresolved asylum status is associated with higher PTSD and depressive symptoms and
higher levels of psychological distress (Heptinstall, Sethna, & Taylor 2004; Jakobsen et
al., 2017). UASC who are 16-18 years old are deemed particularly vulnerable as many
arrive in the UK without documentation and will be required to undertake an age
assessment (Hjern et al., 2011; Fazel, Reed, Panter-Brick & Stein, 2012; DfE, 2014a).

Whilst these findings can have important implications for policy makers and
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professionals working with UASC, it must be emphasised that UASC should not be seen
as a homogenous group; originating from many different countries, cultures and
religions, all UASC have independent needs and experiences and it is likely that post-
flight factors will be experienced and responded to differently (see Hek & DfES, 2005).
The next section of this review will consider the protective processes exercised by

UASC in the face of adversity.

2.2 Resilience and protective processes

Given the surplus of challenges and the tendency of researchers to focus on the
difficulties that are experienced by UASC, they are frequently depicted as vulnerable
individuals who are ‘at-risk’ (e.g. Sourander, 1998; Bean et al., 2007; Hodes et al.,
2008). Whilst it is clear that UASC face a number of stressful circumstances not all
experience adverse outcomes. More recently, there has been a shift from emphasising
difficulty towards identifying UASC strengths and resilience (Kohli & Mather, 2003;
Rutter, 2006; Hulusi & Oland, 2010). Resilience has been described by Rutter (1987) as
the process of overcoming rather than succumbing to the effects of exposure to risks
during an individual’s life. Thus, UASC who have encountered high-risk situations might
show resilience because they draw on sufficient protective factors to buffer them
against adversity (Fazel, Jones, Panter-Brick & Stein, 2012). Betancourt and Khan
(2008) discuss an understanding of resilience as a dynamic process as opposed to a
personal trait and define dynamic processes which foster resilient outcomes as

‘protective processes’. According to Betancourt and Khan (2008) there are a number of
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protective processes which contribute to resilient mental health outcomes in children

when considered through the lens of the young person’s social ecology.

2.2.1 Resilience in the context of Bronfenbrenner’s Ecological Systems
Theory
Resilience can be associated as operating at different systemic levels and has the
potential to decrease the likelihood of negative outcomes. Bronfenbrenner (1979;
1989) argues that resilience arises from interaction across individual, group and
environmental systems and his Ecological Systems Theory (Bronfenbrenner, 1979;
1989) provides a platform for considering how protective processes can play a role in
supporting UASC to overcome adversity. The theory has contributed to the study of
resilience as it has encouraged a move towards recognising the interplay between the
individuals and their environments (Berger, 2005; Betancourt & Khan, 2008). Within
this view, there is a consensus that psychosocial factors are transactional and that
certain individual and environmental factors mediate psychological outcomes, some of
these factors can play a protective part in an individual’s ability to overcome adversity
(Maegusuku-Hewett Dunkerely, Scourfield and Smalley, 2007). Thus it is stressed that
protective processes operate at all levels of a child’s social ecology, from the
interaction with individual traits to the family, school and extended community
environment (the microsystem and mesosystem) to the social, cultural and historical
context (the exosystem), to the larger cultural context for example, the beliefs,
customs and political processes (the macrosystem) (Bronfenbrenner, 1979; 1989;

Betancourt & Khan, 2008).
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At the individual level, Ni Raghallaigh and Gilligan (2010) identified coping strategies in
their research with UASC including: adopting a positive outlook, suppressing emotions
and maintaining continuity. The strategy of suppressing emotions and seeking
distraction for UASC has been found across the literature (see Goodman, 2004; Kohli,
2006b). In agreement, Maegusuku-Hewett et al. (2007) identified a range of individual
factors conducive to coping for both unaccompanied and accompanied refugee
children in Wales. These included attributes of optimism, patience, confidence and
hope. Conversely, Ni Raghallaigh and Gilligan (2010) found that the belief systems of
the UASC, more specifically their religious beliefs as opposed to their individual traits,
played a central role in their coping strategies. Yet, Mohamad and Thomas (2017)
found that both religious beliefs and individual traits such as optimism were significant
coping mechanisms. Despite this, the findings of Maegusuku-Hewett et al. (2007) fail
to distinguish between the coping mechanisms used for unaccompanied and
accompanied children. It is likely that the circumstances and needs of unaccompanied
and accompanied refugees differ significantly, for example, Hodes et al. (2008) found
that UASC had been affected by greater war trauma and losses and had elevated
posttraumatic stress symptoms compared to a group of accompanied children. Yet,
there is limited recent research into the specific coping mechanisms used by UASC or

indeed how resilience can be promoted.

At the group level, Bronfenbrenner (1979; 1989) discusses the microsystem and the
mesosystem. At the microsystem, the interactions between the child and their school
or home environment and connections and interactions between elements in the

microsystem (the mesosystem) are discussed. For instance, Wade et al. (2005)
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emphasised the importance of education for UASC in the resettlement process as it
helps them to learn the native language, establish the everyday rhythms of ordinary
life, experience a sense of purpose and reconstruct their peer network. Arguably, not
all of the literature supports the idea that the development of a peer network can lead
to positive results. For instance, a national survey of mental health in Sweden found
alarmingly high rates of bullying and associated depressive symptoms in
unaccompanied minors in schools that do not have many other children with a non-
Swedish background (Hjern, 2012). Previously, Williamson (1998) stressed the
importance of social support and social networks for UASC in developing resilience.
She suggested that close relationships with carers and the development of
relationships in school is central to supporting the emotional needs of UASC. More
recent research has supported this claim. For example, it has been found that good
parental or carer support reduces the risk of developing psychiatric disorders and
emotional support fosters a sense of being valued for UASC (Derluyn & Broekaert,

2007; Oppedal Seglem & Jensen, 2009; Eide, 2012).

In agreement, Smyth, Shannon and Dolan (2015) found that UASC attributed education
as the singularly most important factor in enabling on going access to social support
and enhancing resilience. Their findings suggest that social support and the presence
of a supportive adult who ensured their primary needs were met being was essential
to general wellbeing and had a particularly stress buffering effect on their mental
health. These conclusions are in agreement with previous and recent literature (Rutter,
2003a; Hek & DfES, 2005; Kia-Keating & Ellis, 2007; Mohammad & Thomas, 2017)

which suggested that a positive experience in school and a positive and welcoming
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school ethos has the potential to promote resilience in refugee children by being the
focal point for social and emotional development. Similar conclusions regarding the
importance of social support for resilience with UASC have been drawn by Mels,
Derluyn and Broekaert (2008) who examined the social support networks of a group of
male UASC in Belgium and concluded that bolstering the amount of social support
could directly enhance wellbeing through buffering effects (e.g. increased ability to
cope). However, there appears to be limited research which has considered the
importance of communication between elements in the microsystem (the
mesosystem), for instance, the interplay between home and school in supporting the

social and emotional needs of UASC.

At the environmental level, societal structures within the exosystem such as
government, economic and cultural processes can be important when considering the
development of resilience. Rutter (2006) states that for young refugees, having access
to permanent housing and a reasonable standard of living can promote resilience,
although she does not make this statement explicit to the needs of UASC and there is
limited research in this arena. However, it has been found that high-support living
arrangements for UASC reduced psychological symptoms and that placement in a low-
support facility was associated with higher levels of psychological distress (Derluyn &
Broekaert, 2007; Hodes et al. 2008; Jakobsen et al., 2017). The final system, the
macrosystem, considers the larger cultural context, for example, historical and political
processes affecting the resilience of UASC. For instance, access to a good education
(Hek & DfES, 2005; Smyth et al., 2015) and experiencing a sense of future linked to

having their asylum seeking status granted has been found to help alleviate negative
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outcomes linked to post-migration adversity (Thomas et al., 2004; Bean et al., 2007;

Jakobsen et al., 2017).

To date, much of the literature around resilience uses the term ‘refugee children’ and
fails to distinguish between the specific needs and coping strategies for accompanied
and unaccompanied refugee and asylum seeker children (see Rutter 2003a; Beiser and
Wickrama, 2004; Hek & DfES, 2005; Hek, 2005; Kia-Keating & Elis, 2007) or only
considers the risk factors, protective factors and needs of accompanied refugee
children (see Mohammad & Thomas, 2017). Likewise, much of the literature looks at
reducing psychological distress as opposed to focussing on how resilience can be
fostered for UASC. Current research also tends to look at ‘risk’ factors and ‘protective’
factors in isolation. It may be argued that creating a dichotomy whereby
unaccompanied refugees are either seen as ‘vulnerable’ or ‘resilient’ is over-simplistic
as it is likely that symptoms of stress and coping strategies exist side by side as
opposed to as separate entities (Ni Raghallaigh & Gilligan, 2010). The next section of
this review will focus specifically on identifying the needs of UASC in school settings

including their social and emotional needs and requirements for support.

2.3 Identifying the social and emotional needs of UASC

Literature that has focussed on supporting the language needs of both accompanied
and unaccompanied asylum seeking and refugee children in the last fifteen years has

grown considerably (Brown, Miller & Mitchell, 2006; Woods, 2009; Cranitch, 2010).
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Similarly, there has been a significant emphasis within the literature examining the
experiences of UASC and the mental health difficulties that some experience on arrival
in their host country (Goodman, 2004; Derluyn, Mels & Broekaert, 2009; Groark Sclare
& Raval, 2011). However, there has been insufficient examination within the literature
of how UASC’s social and emotional needs are identified and supported within
educational provisions. For this reason, it is perhaps useful to consider Maslow’s
(1970) hierarchy of needs. For instance, when an unaccompanied child arrives in a new
country without their family and with few possessions, their needs are likely to run the
full range of Maslow’s hierarchy: physiological needs, safety needs, social needs,
esteem, knowledge and understanding, and finally, self-actualisation (Hopkins & Hill,

2010).

Maslow (1970) postulated that ‘basic’ needs have to be met before ‘higher’ needs can
be met or achieved. Thus learning, according to Maslow (1970), will be affected in
those children whose basic needs are not met. He argued that there is a hierarchy of
human needs, the most important are basic and survival needs: Water, food and
shelter. Basic safety needs to follow the sufficient security to permit the satisfaction of
the ‘higher order’ needs of love, belonging and ultimately, esteem and self-
actualisation. Although there does not appear to have been research that has
considered Maslow’s (1970) hierarchy in relation to the needs of UASC, if such notions
are to be generalised to the needs of UASC in educational settings, a high level of
support and a structured routine may be required particularly in relation to their
emotional wellbeing before they are able to access the learning on offer to them. For

instance, Allsopp, Chase and Mitchell (2015) observed that establishing a routine and
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finding a valued role in life gave unaccompanied children a sense of ‘ontological
security’, which acted as an important counterweight to the pervasive sense of living in

limbo whilst awaiting for news on their asylum status application.

2.3.1 Post-traumatic stress disorder, Anxiety and Depression

UASC who have experienced war-related trauma and multiple related stressors have
been found to be at risk of developing mental health difficulties. For instance, it is
estimated that 40% of young refugees may have psychiatric disorders, mainly,
depression, post-traumatic stress disorder (PTSD) and other anxiety-related difficulties
(Hodes, 2000; Fazel, Wheeler & Danesh, 2005; Ehntholt & Yule, 2006). The literature
also suggests that the number and nature of traumatic events experienced in the
country of origin is related to higher symptoms of PTSD, whereas the experiences and
current stressors in the host country is linked to depressive symptoms (Heptinstall,
Sethna & Taylor, 2004; Mels, Deluyn, & Broekaert, 2008). Whilst the lack of a caregiver
to support a child through complex social and legal systems and to meet their physical
and emotional needs serves to compound this risk (Groark et al., 2011). However,
German (2004) has argued that there is debate regarding the applicability of the label
‘PTSD’ to people from different cultures. She notes that PTSD is classified in Western
psychiatric diagnostics schemes as an anxiety condition yet it cannot be assumed that
Western definitions of anxiety are applicable to all cultures. Summerfield (2000)
concurs suggesting that there is a tendency in the literature to ‘pathologise’ refugees
and assume that they have experienced a high degree of trauma. Both Summerfield
(2000) and Rutter (2006) argue that the tendency to ‘pathologise’ those with refugee

status can reduce complex and still evolving experiences to a single category of
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‘trauma’ and mask the importance of attending to post-migration experiences such as

poverty, racism and social isolation.

2.3.2 Loss, loneliness and guilt

All unaccompanied children will share experiences of ‘loss’. Some UASC have been
reported discussing a loss of home, belongings, family, friends, school, cultural
identity, values and habits, control over their lives, certainty and safety (Berman, 2001;
Groark et al., 2011). A loss of a sense of identity and sense of belonging is also viewed
as being characteristic of UASC experience (Kohli & Mather, 2003; Hastings, 2012; Bitzi
& Landolt, 2017). As a consequence, UASC are likely to be grieving the loss of their
close family, home and material belongings and their familiar surroundings (Rutter,
2003a). However, some UASC have described an inner turmoil in not knowing whether
family members or friends are still alive or safe (Chase & Statham, 2013). Others have
described experiencing survivor guilt; having survived when others have not and
experiencing guilt about what they should have done to helps others (Yule, 1998;

Goodman, 2004).

Whilst the psychological consequences of loss and trauma are frequently reported
within the literature, Dyregrov (2004) suggests that the educational consequences of
such experiences are less studied. It may seem reasonable to assume that such affects
will have a negative impact upon both the wellbeing and academic attainment of
UASC; however, there is research that proposes otherwise. Within their research,

Chase and Statham (2013) reported that UASC living in London felt that learning and
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education had helped them to re-establish order, structure and routine to their lives
and cope with the significant adversity to which they had experienced whilst offering

‘a way forward’.

2.3.3 Social and emotional support

The social needs of UASC are commonly entangled with their emotional needs
(Doggett, 2012) and the relationship between social and emotional needs commonly
experienced by UASC can be compounded by the social isolation and lack of emotional
support that they experience on arrival in their host country (Howard & Hodes, 2000).
Stanley (2001) found that few refugees reported receiving emotional support and
some identified that others whom they lived with had their own emotional issues that
further impacted on their own wellbeing. However, It has been found that social
support can enhance the wellbeing of UASC and act a protective mechanism through
providing social companionship as distractive coping strategies and enhancing the self-
esteem of UASC (Mels, Derluyn & Broekaert, 2008; O'Toole Thommessen, Corcoran,
Todd, 2015). Similarly, Oppedal and Idsoe (2015) found that social support had direct
effects on depression and indirect effects by increasing culture competence that may
aid UASC in dealing with discrimination. However, Wells (2011) argues that it is not
necessarily the social connection and relationships themselves that supports UASC, but
the social ties which are effective in connecting young refugees to a range of material

and cultural resources such as legal advice, housing and emotional support.
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The factors discussed are especially important for UASC who have recently arrived
without parents or caregivers, as they have an increased chance of becoming socially
isolated and have been found to be less likely to seek support if they feel isolated
(Chapman & Calder, 2003; Doyle & McCorriston, 2008). UASC have also been depicted
as facing difficulties with trusting unfamiliar adults and experiencing the feeling of
being mistrusted by others on arrival in the host country. As a consequence, authors
have described UASC as maintaining silence regarding their past lives (Kohli, 2006b; Ni
Raghallaigh & Gilligan, 2010; Ni Raghallaigh, 2013). Further compounding these
difficulties is the fact that as asylum seekers, unaccompanied children are often
marginalised as they can experience institutional and direct prejudice, racism and
xenophobia (Melzak, 1999). Groark et al. (2011) found that UASC can experience a
sense of evaluation as a group. Within their study some of the UASC's felt that they
were evaluated negatively, ‘singled out’ and viewed as ‘an asylum-seeker’. Although
for some, their identity as an ‘asylum seeker’ enabled them to feel helped and
acknowledged, for others, they felt stigmatised. This identity was experienced as
impacting their ability to develop relationships and it meant they remained isolated.
These findings emphasise the positive and negative impact that being given a ‘label’
had upon the social and emotional wellbeing of the UASC. In some instances, being
labelled as an ‘asylum seeker’ aided the UASC with accessing support, whilst in other
instances, this led to the young people feeling isolated and marginalised. Such
experiences are likely to have an impact upon the self-esteem of UASC and upon the
extent to which they feel able to develop new trusting relationships (Groark et al.,
2011). The next section of this review will consider the importance of educational

provision for UASC in supporting their social and emotional needs.
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2.4 Educational provision

The close relationship between the provision of education for refugees and their

emotional wellbeing has been discussed, for example, Richman (1998) points out that:

It is no exaggeration to say that refugee children’s wellbeing depends to a major
degree on their school experiences, successes and failures... Failure in school can
have a disastrous impact on children who are trying to reconstruct their lives and
their self-esteem, and develop hope for the future. Educational progress and

emotional wellbeing are mutually dependent (p. 65).

The importance and value of education for all refugee children’s wellbeing is
emphasised within the quote above. Recently, there has been an emphasis within the
literature on educational provision for young people with refugee status (Staples,
2015). Schools have been identified as being a significant factor in promoting the
overall wellbeing and achievement of refugee children and helping provide them with
a sense of belonging whilst promoting their social and emotional development (Rutter,
2003a; Kia-Keating & Ellis, 2007; Doyle & McCorriston 2008; Bitzi & Landolt, 2017).
More specifically, schools plays a significant role for UASC as they are not only a place
to learn but are also a place to be, to establish friendships and build new social
networks whilst providing a safe and stable environment (Pastoor, 2013). Similarly,
Luster, Qin, Bates, Rana & Ah Lee, (2010) suggest that successful adaptation for UASC
is linked with educational focus and school performance as well as balancing life
adaptation in the host country with maintaining connections with their country of

origin.
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However, accessing the school curriculum for UASC can be difficult for a number of
reasons. In addition to the risk of bullying and challenges of social inclusion it was
found that refugees who had attended school in their country of origin found the
approach to teaching in England very different and struggled due to their lack of
English language proficiency (Children’s Legal Centre, 2003; Rutter, 2003a; Ryan et al.,
2008; Doyle & McCorriston, 2008). It is also thought that refugees may have gaps in
their learning due to a disrupted education, a long period out of education or not
having ever attended an educational provision in their home country (Appa, 2005;
Rutter, 2003a). After arriving in the UK and often waiting a long period of time in
obtaining a school place, UASC have described being put into English for speakers of
other languages (ESOL) classes which focus on their acquisition of English without
assessment of their abilities, needs or their current level of spoken English (Appa,
2005; Doyle & McCorriston, 2008). Research has also suggested that trauma and loss
can have a significant impact on a child’s ability to function at school including issues
surrounding; learning and attainment, attendance, and maintain effective relationships
(Dyregrov, 2004). It has also been found that memory and concentration can be
negatively affected by the experiences of trauma and loss (Yule, 1998; Streeck-Fischer
& Van Der Kolk, 2000; Dyregrov, 2004). The next section will consider school-based

interventions for supporting the social and emotional needs of UASC.

2.4.1 Supporting UASC in education settings

A growing body of research describes specific school based interventions aimed at

supporting the mental health needs of refugees. These include: group cognitive
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behavioural therapy, teacher delivered interventions aimed to enhance resilience and
narrative exposure therapy (Ehntholt, Smith & Yule, 2005; Ruf, Schauer, Neuner,
Catani, Schauer & Elbert, 2010; Berger, Gelkopf & Heineberg, 2012). However, this
research has mostly used quantitative measures to assess their success. Such
interventions have shown the potential for a range of school-based and teacher
delivered interventions, informed by different psychological models which may have
helpful psychological outcomes for refugee children. Conversely, they have not
differentiated between unaccompanied and accompanied refugees, or shown the
individual reasons for the challenges experienced by the refugee children and/or the
teachers. They have also not explored what the children themselves have reported as

the elements of the programmes that were helpful to them.

Fazel (2015) suggests that school settings are often the best places to support the
social and emotional needs of refugees as the young people are not only able to
develop academically but also within social and emotional areas. Within the literature
and legislation, there has been a reflection on good practice for supporting refugee
children in schools and offers guidelines for practitioners to follow (see Richman, 1998;
Ofsted, 2003; DfES, 2004; Doyle & McCorriston, 2008). Amongst other facets,
guidelines and literature have highlighted the importance of good induction
procedures in schools and the importance of increasing the skills and understanding of
the teachers working with refugee children through further in-service training in
relation to: the experiences of UASC’s including potential psychological outcomes of
these experiences; reducing negative stereotyping and low expectations; appropriate

actions and sanctions against racist bullying; and expertise for inclusive teaching
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strategies (Ofsted, 2003; Rutter, 2003b; Hamilton & Moore, 2004; Anderson, Claridge,
Dorling & Hall, 2008). In particular, researchers and legislative guidance have identified
the particular skill shortages amongst school-based staff in relation to providing

emotional support to refugee children (Jones & Rutter, 1998; DfES, 2003; DfES, 2004).

It has been stressed that schools can also make a difference with supporting refugees
through providing structure, routine and promoting a sense of belonging (Rutter,
2003a; Hek, 2005; Smyth et al., 2015; Bitzi & Landolt, 2017). Such support has
included: ensuring a caring and supportive adult with whom a child can develop a
trusting relationship with is available; programmes to develop self-esteem and social
skills; teaching the host language to help to develop social networks and ensuring
teachers are aware of children’s needs and using mentoring buddying systems to
facilitate the development of friendships and aid children with understanding how the
school system works (Rutter, 2003a; Moscardini, Condie, Grieve, Mitchell, & Bourne,
2008; Deveci, 2012; Mohammad & Thomas, 2017). Literature that has characterised
the experiences of refugees in secondary schools has suggested that whole-school
welcoming attitudes and being able to feel confident to identify themselves as
refugees is vital for refugees social and emotional wellbeing (Hek & Sales, 2002; Hek,
2005; Franks, 2006; Rutter, 2006; Doyle & McCorriston, 2008; Hastings, 2012; Taylor &
Kaur Sidhu, 2012; Fazel, 2015). However, there currently does not appear to be
research that focusses specifically on strategies and approaches for supporting the
needs of UASC in schools or on eliciting UASC’s views directly in relation to their needs.
The final part of this review will discuss teachers perceptions of the opportunities and
challenges presented when working with UASC.
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2.4.2 Teachers’ perceptions of UASC: The opportunities and challenges

Despite research eliciting the views of some ‘front line’ professionals working with
children seeking asylum including health services and social workers (Dunkerley,
Scourfield, Maegusuku-Hewett & Smalley, 2005; Farmbrough, 2014) in addition to
foster carers (Farmbrough, 2014), teachers’ perspectives on the opportunities and
challenges for asylum seekers and refugees (ASR) and UASC have been relatively
ignored (Bailey, 2011). Research has focussed upon eliciting the experiences of
refugees in understanding what constitutes good teaching practice as opposed to
eliciting teacher views (Hek, 2005; Bailey, 2011). There also appears to be limited
research that has considered teachers perceptions around the opportunities and
challenges with supporting the social and emotional wellbeing of refugees. This may be
deemed surprising, especially as teachers have been considered to be well placed to
identify issues concerning students’ social and emotional wellbeing (Graham, Phelps,
Maddison & Fitzgerland, 2011). Although challenges for schools supporting refugees
have been identified, these views have originated from local education authority
officers, headteachers and Ethnic Minority and Achievement (EMAS) teachers as
opposed to mainstream teachers and school staff (Arnot & Pinson, 2005). Alternatively
they have considered school staff challenges of integration and inclusive teaching in

non-UK educational systems (see Cassity & Gow, 2006; Taylor, 2008).

The limited research that has focussed upon the perceptions and experiences for
teachers working with refugees has found several challenges including: difficulties with

providing language support; inadequate resources for teachers to provide support for

41



ASR; and a lack of opportunities to meet other teachers in a similar situation (Bhatti &
McEachron, 2005; Appa, 2005; Taylor, 2008). Similarly, Popov and Sturesson (2015)
found student teachers felt they lacked practical intercultural competence to meet the
needs of UASC and felt that teachers required more support and training on how to
support needs of UASC. However, there may be differences between the opportunities
and challenges experienced by primary and secondary teachers when working with
ASR and UASC. This has been implied by Appa (2005) who found that refugee children
experienced secondary schools as less nurturing, having poorer staff-pupil

relationships and being more daunting environments compared to primary schools.

Significant findings for this research derive from Pastoor (2015) who explored the
psychosocial role of secondary schools in Norway. This research used data from
gualitative semi-structured interviews with twenty-five Norwegian teachers, school
counsellors and heads of department and forty individual interviews with
unaccompanied students. Pastoor (2015) found that teachers did not feel that they
had sufficient knowledge or competence for supporting the emotional needs of the
unaccompanied children. She states that the social and emotional challenges for UASC
upon resettlement need to be taken seriously and followed up by providing adequate
support within school but not necessary in the form of large-scale therapeutic
interventions. Pastoor’s (2015) recommendations include enhancing the supportive
role of teachers and training them on the psychosocial effects that war and trauma
may have on some UASC. A significant strength of this research is that the clear
recommendations made have important implications for both supporting UASC in

secondary schools and for wider policy. Conversely, this research focusses upon the
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educational setting and three psychosocial transitions more generally as opposed to
stipulating specific post-migration psychosocial factors, which may affect the UASC
within school, for instance specific opportunities and/or challenges experienced for

UASC or for teachers when supporting the social and emotional needs of UASC.

The role of the teachers in supporting UASC may be challenging due to the required
academic, social and emotional support (Pastoor, 2015), however, the arrival of
refugees within schools can also be viewed positively due to the positive psychological
impact they can have on teachers (Whiteman, 2005; Arnot, Pinson & Candappa, 2009).
Arnot et al. (2009) discuss the humanism of teachers and the role compassion plays
within their daily practice and as part of their professional identity. Teachers can be
seen to develop emotional attachments to individual pupils which may result in them
becoming passionate advocates for asylum seeker and refugee children. These findings
are consistent with research by Bailey (2011) who aimed to gain the perceptions of

teachers working with ASR pupils.

Table 3 presents a summary of Bailey’s (2011) findings of teacher’s accounts when

working with asylum seekers and refugees and has been framed within the context of

‘opportunities’ and ‘challenges’ when working with this group of young people.
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Table 3

Opportunities and challenges for school teachers working with asylum seeker and

refugee students.

Opportunities

Challenges

Encourages empathy and understanding.

Creates an experience of ‘humanism’ and a
changed outlook on life.

Opportunity to develop an emotional
attachment.
Changes the way teachers see ASR, from

‘vulnerable’ to ‘resilient’.

Positive impact of peer support from non-ASR
children in supporting the inclusion of ASR.

Potential for school context to be a venue for
bringing communities together.

Note. Adapted from Bailey’s (2011) findings.

Requires a high level of time and energy.

A lack of background information regarding the
histories of the refugee children, for example,
language acquisition and academic ability.

Some negative attitudes from other teaching
staff towards refugees.

Increased workloads pressures of
accommodating for refugees within the
classroom.

Internal and external pressures in school
including unexpected arrival of refugees and
Ofsted inspections. Teachers having to meet
targets for refugee students.

Academic support for refugees is not always in
place. Requires having an experienced staff
member within the school setting.

As can be seen by Table 3, there appears to be a range of opportunities and challenges

for teachers working with asylum seeker and refugee children. On the one hand, there

are opportunities for teachers to experience a changed outlook on life, which may

impact upon the way they see the world. Yet, the lack of additional time and resource

for supporting the individual needs of refugee and asylum seeker children may have

adverse effects upon their ability to meet targets and support the other needs of the

children within the classroom. These findings were specifically framed within the

context of ‘opportunities’ and ‘challenges’ despite this not being an aim of Bailey’s



research and are problematic for this research as they solely focus on ASR as opposed
to UASC children. Currently within the literature there does not appear to be any
research that has identified the opportunities and challenges for teachers supporting

the social and emotional needs of UASC.

2.5 Summary and rationale

The purpose of this review has been to examine literature that has identified: the past
and present experiences, social and emotional needs and support for UASC in school
settings, as well as examining research which has obtained the views of school staff
working with UASC. There appears to be a wealth of less recent literature which has
focussed upon the adverse experiences of refugee children and how these factors can
lead to UASC being ‘at risk’ of poor emotional outcomes (Bean et al., 2007) yet this
portrayal of UASC has tended to lead authors to view UASC as ‘passive victims’ as
opposed to ‘active survivors’ (Summerfield, 2000, p.7). More recently, authors have
encouraged a shift away from a deficit model towards viewing the strength and

resiliency of ASR (Rutter, 2006).

An important area of need for UASC is their social and emotional development. It has
been estimated that a significant number of young refugees have psychiatric disorders,
(Hodes, 2000; Jakobsen, Demott & Heir, 2014; Jakobsen et al., 2017). Research that
has considered the individual needs and experiences of UASC within education settings

has found both positive and negative effects of school. As UASC have experienced loss
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there can be educational difficulties for UASC within the classroom (Groark et al.,
2011) and UASC'’s can be marginalised within schools (Melzak, 1999). However, there
can also be opportunities for UASC through attending school, for instance, with re-
establishing order, structure and routine to their lives and coping with the adversity, to

which they may have experienced (Chase and Statham, 2013).

There is a paucity of literature which has elicited views of teaching professionals in
relation to the opportunities and challenges when supporting the social and emotional
wellbeing of UASC. Despite some research eliciting the individual views of UASC (see
Doggett, 2012; Farmbrough, 2014) there does not appear to be research which has
specifically examined UASC'’s experiences within UK schools. This research aims to
address the gaps within the literature by exploring the views and experiences of
UASC’s and their teachers with the view to identify ways in which practical support can

be facilitated in promoting the social and emotional development of UASC in schools.
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Chapter 3

3 Aims, Research Questions and Methodological Position

This chapter will describe the orientation and approach, aims, research questions,
ontology and epistemology for this research. Within this chapter, ‘action research’ as a
methodological research design across both parts of the research will also be outlined
including; what is ‘action research’ and why action research is appropriate for this

research.

3.1 Specific research aims for both parts of the research

The Literature review has shown that there is a need to explore:

e What are school and college staff experiences of supporting UASC?

e What are the challenges and opportunities for school and college staff with
supporting the needs of UASC?

e What are the educational needs of UASC and how can these needs be met?

e What are UASC’s experiences of attending school and college in the UK?

As a result, the research seeks to address the following aims:
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Part One

The purpose of Part One was to generate new understandings into educational
professionals’ experiences with UASC. A second aim intended to examine both
the opportunities and challenges for secondary and college school staff in
relation to supporting the educational needs of unaccompanied asylum seeker
young people when supporting them within their provision.

The final aim sought to obtain the voices of the unaccompanied asylum seeker
young people in relation to their own school experiences and views on

attending school in a shire county in England.

Part Two

Part Two aimed to explore the ways in which educational professionals could
incorporate continuous reflections with colleagues to inform and enhance their
practice through the process of group supervision.

A secondary aim was to identify what strategies and approaches could be used
by professionals to support the educational needs of UASC within secondary

and college provisions.
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3.2 Research questions

In order to explore the understandings and experiences of school staff and the
unaccompanied asylum seeking and refugee children, my research addressed the

following research questions.

Part One

e RQ1: What are school and college staff experiences and understandings of
UASC and their educational needs in school/college?

e RQ2: What opportunities and challenges are there for school and college staff
with supporting the educational needs of UASC?

e RQ3: What are the experiences and views of UASC in UK schools?

Part Two

e RQ2: What opportunities and challenges are there for school and college staff
with supporting the educational needs of UASC?

e RQ4: What strategies and/or approaches do school and college staff use to
support the educational needs of UASC?

e RQ5: What are the benefits to introducing the process of group supervision for

school and college staff when supporting UASC?

It is worth emphasising that one of the research questions, RQ2, was used for both
Part One and Two of this research. The rationale behind this was to the triangulate
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data through using both semi-structured questionnaires and through group
supervision sessions in order to enhance the validity and creditability of this research

(McGhee, 2001; Flick, 2006; Willig, 2008; Myers, 2013).

The next section of this chapter discusses my approach to knowledge including my
ontological and epistemological assumptions and how these have extended to all

aspects of this research.

3.3 Philosophical assumptions

This research is based upon an interpretivist approach. Interpretivism assumes that
knowledge is constructed and centres on understanding the experiences of a sample of
a wider population but is not focussed upon the replicability and reliability of findings
(Thomas, 2013). An interpretive approach is considered appropriate for this research
as it aims to develop an understanding of the experiences and perceptions of a small
sample of school staff and unaccompanied asylum seeker children and young people
from one LA and does not aim to generalise their experiences to all teachers or all
unaccompanied children (Thomas, 2013). Ontological and epistemological assumptions
underpin the differences between positivist and interpretivist paradigms. For example,
positivist research assumes that there is one objective reality and that research is
capable of discerning undisputable, objective truths about that reality (Inoue, 2015),

whilst interpretivist research tends to assume a constructionist ontological position
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which suggests that there is no objective reality (Thomas, 2013). The ontological and

epistemological assumptions for this research will now be discussed.

3.3.1 Ontological and epistemological assumptions

The ontological position, taken in this research, is in agreement with interpretivist
assumptions; that no objective reality exists and instead, reality is constructed by each
of us in different ways. In the case of this research, through interactions between co-
inquirers (the school and college staff and the interactions between the
unaccompanied children) rather than having a separate existence (Robson &
McCartan, 2016). Whilst, epistemology is concerned with knowledge and the claims
one can make about knowledge (Thomas, 2013). Consequently, epistemology
considers the relationship between the ‘knower’ (the research participant) and the
‘would-be knower’ (the researcher) (Ponterotto, 2005). Interpretivists advocate a
transactional and subjectivist stance that holds that reality is socially constructed, thus,
Myers (2013) argues that the premise of interpretive researchers is that access to
reality is only through social constructions such as consciousness, language and shared
meanings. In line with the ontological approach adopted, in the current research,
construction of knowledge and understanding occurred through the interactions and
discussions between the school staff and through collaborating with the researcher
which is consistent with a social constructionist approach. Social constructionist

stances will now be discussed and compared with social constructivist stances.
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3.3.2 ‘Social Constructionism’ vs ‘Social Constructivism’

The core idea of social constructionism is that the way we understand the world and
ourselves is the result of the processes of interaction between groups of people, thus,
knowledge is constructed through interactions between people as opposed to having a
separate existence or having been created (Andrews, 2012; Robson & McCartan,
2016). The terms ‘social constructionism’ and ‘social constructivism’ tend to be used
interchangeably and subsumed under the generic term ‘constructivism’ (Andrews,
2012). Although similar in that ‘social constructivism’ and ‘social constructionism’ both
suggest that knowledge is socially constructed; they differ in that constructivism
proposes that each individual mentally constructs the world of experience through
cognitive processes whilst social constructionism has a social as opposed to an
individual focus (Young & Collin, 2004; Robson & McCartan, 2016). The theoretical
principles of social constructionist theory draw attention to the critical importance of
learning opportunities which are characterised by joint activities in which collaboration
and the creation of shared meaning is socially constructed and communicated (Moran,

2007).

In accordance with this research and the ontological assumption stated above, the
epistemological approach adopted in this research is that of social constructionism.
The rationale behind a social constructionist as opposed to a social constructivist
position is linked to the nature of this research. For instance, the views and
experiences of the school and college staff will be constructed and influenced by the

interactions that they have with their colleagues, peers and the unaccompanied
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children themselves both prior to and during the research process. Similarly, the views
and experiences of the unaccompanied asylum seeker young people are likely to be
constructed and influenced by the interactions they have with their school and college
staff and with their peers. The notion of constructing knowledge and understanding
through interactions with others will be particularly explicit during Part Two where
there will be an environment and platform for school and college staff to
collaboratively problem-solve particular issues that are highlighted during Part One

and discussed during group supervision sessions.

3.4 Whatis ‘action research’?

Action research (AR) is commonly associated with education and refers to research
that is undertaken by practitioners for the purpose of helping to develop their own

practice (Thomas, 2013). Reason and Bradbury (2013) define action research as:

A participatory process concerned with developing practical knowing in the pursuit
of worthwhile human purposes. It seeks to bring together action and reflection,
theory and practice, in participation with others, in the pursuit of practical solutions
to issues of pressing concern to people, and more generally the flourishing of

individual persons and their communities (p. 4).

Reason and Bradbury (2013) argue that AR tends to be closely related to constructivist
ontological stances and advise that the fundamental purpose of AR is to produce

practical knowledge that can be useful to individuals in the everyday conduct of their
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lives. Whilst traditionally AR advocated participation, power was often held tightly by
the researchers. More recent developments of AR emphasises the importance of full
integration of action and reflection and on increased collaboration between all those
involved within the inquiry project with knowledge developed in the inquiry project
being directly relevant to the issues being studied (Reason & McArdle, 2004). As a
consequence, more recent AR is conducted by, with, and for people, rather than
research on people (Reason & McArdle, 2004, p. 1). AR is also a methodology which
typically involves creating spaces in which co-enquirers are able to engage together
and strive to foster participative communities engaged in multiple cycles and parts of

reflection and of action (McNiff & Whitehead, 2011; Inoue, 2015).

Action research can be carried out as an individual as well as in a group and at times
can be in collaboration with a facilitator (Thomas, 2013). My rationales behind using
AR for the second part of this research was firstly to acknowledge that to bring about
change within systemic organisations it is imperative to work collaboratively and
reflectively (Fullan, 2003). Secondly, due to an AR approach being a malleable
methodology which can be shaped by the co-enquirers involved to match their specific
requirements (Inoue, 2015). This second rationale was especially important given the

individual and subjective nature of the co-inquirers views and experiences.
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3.4.1 Why use action research?

The purposes of AR include the development of professional understanding, political
and professional and empowerment and personal growth through opportunities for
reflection (Noffke, 1997; Reason & Bradbury, 2013; Inoue, 2015). As a result, the

decision to use AR for this research was taken for the following three grounds:

Firstly, an extensive review of the literature suggested that there has been no
published research which has used an action research methodology in the arena of
supporting UASC in educational provisions. As a consequence, there is limited available
understanding of the social and emotional needs of UASC and what strategies and
approaches are best placed to support these needs in school and college provisions.
The purposes of AR were particularly pertinent for Part Two as the research aimed to
generate understandings of what could be learned and gained in relation to supporting
UASC by introducing school and college staff to the process of group supervision.
Through using the process of group supervision, a further aim was for the participants
to identify strategies and approaches, thus practical knowledge, which could be used
to support the social and emotional wellbeing of unaccompanied asylum seeking
young people. The second rationale for using action research is illustrated by Robson

(2011):

A possible stance is to say that the researcher’s responsibility stops with achieving
some understanding of what is going on...An alternative is to say that it is part of the

researcher’s job to use this understanding to suggest ways in which desirable
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change might take place and perhaps to monitor the effectiveness of these

attempts. (p. 17).

AR is described as an empowering process which encourages teachers and school staff
to overcome challenges and improve their educational practice (Inoue, 2015). These
notions are particularly prominent in recent times whereby associations have been
drawn between perceptions of reduced teacher autonomy and empowerment and
decreased job satisfaction and increased stress (see Moore, 2012; Bogler & Nir, 2012).
In part, my own personal experiences as a secondary teacher influenced my desire to
implement research which sought to provide support to the educational staff. For this
research, it was hoped that through using an action research methodology,
participants would be able to work collaboratively to discuss areas of opportunity and
challenge that were arising for them when supporting UASC whilst jointly problem
solving difficulties with other secondary school and college staff during a series of

group supervision sessions.

Finally, through using an approach which emphasises the importance of collaboration,
discussion and frequent reflection (O’Hanlon, 2003; Reason & Bradbury, 2013), it was
hoped that an action research design would encourage implicit and explicit reflections
which could provide educational staff with the opportunities for personal and
professional growth. Following the economic recession and resulting financial cuts to
English education budgets introduced in 2010, it could be argued that access to

continuous professional development and training opportunities has been threatened
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due to a lack of support for professional learning, limited funds and high stress and
workload (Pedder, 2006; Darleen Opfer & Pedder, 2010; Mulholland, McKinlay &
Sproule, 2013; Lee & Woods, 2017). Furthermore, with an influx of numbers of UASC
entering the UK and attending British schools and colleges (see Hart, 2009; Cassar &
Siggers, 2016), it may be argued that empowering school and college staff to meet the
needs of these young people is critical and is becoming ever more relevant. The AR

research process for this research is outlined in Figure 2

4 )

Cycle 1
Semi-structured

interviews

Semi- structured interviews
informed understanding of
some of the challenges and /
opportunities for supporting
the social and emotional
needs of UASC

o p

Cyclel
Group supervision
sessions 1,2 & 3

School and college staff

discussed opportunities and
problem-solved challenges Q) !de 1 \
for supporting UASC.

Approaches and strategies Group supervision
for supporting the social and session 3: Evaluation
emotional needs of UASC
were also conversed. Participants evaluated the
\ _- group supervision sessionsin
terms of the benefits for
supportingthe social and
emotional needs of UASC.
This evaluation would have
informed cycle the next cycle

!ﬁ action research. /

Figure 2. The Research Process
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Chapter 4

4 Design and Methodology: Part One

This chapter outlines the design and methodology used for Part One of the research. In
addition to this, further detailed information will be provided on the participants
taking part in the research, the materials used and the procedures undertaken. This
chapter also discusses data analysis procedures employed and the ethical

considerations for both parts of the research.

4.1 Research methodology and design

The methodological approach for Part One of the research was exploratory, as there is
a paucity of literature which explores the individual experiences and views of school
and college staff and unaccompanied asylum seeker children. The data obtained was
then used to inform the formation of the action research framework which was
developed in the second part of the research. A flexible design consistent with an
interpretive approach and a social constructionist philosophy was adopted for the
purposes of the research. An exploratory approach fits well into a constructionist
epistemology, for instance, Thomas (2013) suggests that individuals who experience a
phenomena do so differently, thus it is their unique experiences combined that fully
explain that phenomena. By adopting an interpretive design, | sought to apprehend

the subjective and individual understandings of participants experiences (Mack, 2010).
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Such an approach also allowed for a more flexible, collaborative approach to

qualitative research whilst also taking into account the context.

4.1.1 Semi-structured interviews

Both parts of the research adopted qualitative methods for data collection. For Part
One, this was chosen to enable rich and detailed information of the UASC experiences
of attending school and college in the UK and for the school staff to provide in-depth
accounts of their experiences of the challenges and opportunities for supporting UASC.
Semi-structured interviews were chosen as a method for school and college staff
participants due to their flexibility. This method enabled the researcher to go into
further depth with specific areas which were relevant for individuals whilst not

spending an extended amount of time on areas which were less relevant.

4.1.2 Talking Stones

The interview technique chosen for interviewing the UASC participants was that of the
‘Talking Stones’ (Wearmouth, 2004) technique which originally derived from Personal
Construct Psychology (PCP). The method was designed to support self-advocacy with
individuals whose views are difficult to ascertain. Wearmouth (2004) used the Talking
Stones technique with disaffected students as a means of eliciting their views in an
effort to reduce barriers to engagement with learning. The inspiration for using this

technique derived from Hulusi and Oland’s (2010) and Doggett’s (2012) research who
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both used Talking Stones with newly arrived young people and unaccompanied asylum

seeker children.

For the purposes of this research, the Talking Stones technique was adapted with the
specific aims of encouraging UASC to discuss their experiences of arriving in the UK and
attending an educational provision in the UK, by projecting their views onto the
stones. The six UASC were individually presented with a selection of stones, varying
shapes, sizes and textures. They were asked to choose a stone that represented their
feelings about attending school/college in the UK. The young people were then asked
guestions about what they chose to discuss during the interviews. The next section will
outline the sampling method used and how participants were recruited for both parts

of the research.

4.2 Sampling and participants

An opportunity sample of UASC and school and college staff participants was accessed
from two secondary schools and one Further Education (FE) College from one LA
located in a shire county in England. Schools and colleges were identified through
speaking to the Virtual School Team from the LA as to the numbers of UASC and the
schools and colleges where these young people had been placed. Links were also made
through my educational psychology work and through making contact with an
Educational Welfare Officer from the LA. There were a total of 5 secondary schools and
1 FE College who had placed UASC and out of this total only 2 of these schools and 1

college which expressed interest and were willing to take part in the research. The
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remaining 3 schools did not wish to take part suggesting that they did not have the

capacity due to systemic pressures.

For accessing the provisions which were interested in taking part, | visited the college
with the Educational Welfare Officer and spoke to several members of staff from the
college and explained the aims of my research. As outlined in Chapter 2, UASC are
frequently depicted as vulnerable individuals traumatised by their past and present
experiences. As a result of the vulnerable nature of the young people, | asked the
college staff to explain my role and the nature of the research prior to meeting the
UASC. | carried out the same procedures with the two secondary schools involved with
the research including speaking to two Special Educational Needs Coordinators
(SENCos) and Assistant Head Teachers. For the secondary schools, the Assistant Head
Teachers and SENCos were asked for whole school permission for school staff to
participate in the research and were asked to identify the key members of staff they
felt would be most appropriate to take part. For the college, this request was made to
the Head of Faculty. After these members of school and college staff had been
identified | organised a separate visit to the educational provision where | spoke to
individual educational professionals and the young people verbally regarding the
purposes of the research. | provided the school and college staff, young people and
their carers and social workers with written information and consent letters, inviting

their participation (See Appendix 5 for examples).

Table 4 and 5 provide a summary of the participants who made up the final sample for

Part One of the research.
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Table 4

A summary of the final sample of UASC for Part One of the research.

Part of the Provision, year group and age Gender Total number
research of participants
Part One: UASC 4 UASC attended a further education 66.6% Six UASC, two
students (FE) college — 3 students were eighteen  female students from
years old, 1 student was seventeen 33.3% separate
years old. male secondary
1 UASC attended a rural secondary schools and
school and had been placed in year 10 four students
(out of year group) and was sixteen attending a
years old. college.
1 UASC attended an inner city
secondary school and at the time of the
interview had been incorrectly age
assessed and as a result, placed in year
10, his actual age on re-assessment was
thirteen years old. Since the interview,
this student has moved year groups.
Table 5

A summary of the final sample of school and college staff for Part One of the research.

Part of the Job role Gender Total number
research of participants
Part One: 2 Further Education (FE) college teachers ~ 50% Six
Professionals 3 secondary school teachers (varied Female  professionals,
subjects including English, P.E and and 50% two secondary
Geography) 1 teacher was an assistant male school teachers,

headteacher and SENco.

1 Higher Level Teaching Assistant (HLTA)
and EAL coordinator

Adult participants were from the same
settings as the UASC who took part in the
research.

one secondary
TA and two
college
teachers.
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4.3 Materials and procedures

4.3.1 Semi-structured interviews

To address the research questions and to gain an understanding of the school and
college staff experiences of supporting UASC including both opportunities and
challenges involved with this, semi-structured interviews were offered. An interview
schedule was developed using Tomlinson’s (1989) Hierarchical Focusing approach.
Table 6 and 7 illustrate the process used for developing the semi-structured interview

questions.

Table 6

Tomlinson’s (1989) Hierarchical Focusing approach: Stages in interview schedule

construction
Steps involved in Hierarchical How these steps were met
Focusing (Tomlinson, 1989).
1. Initial analysis of the e A mind map was made of all the themes which
domain had arisen from my literature review in relation to
the experiences and needs of UASC. This also
included all the themes which | wanted to explore
in the research, based on the research questions.
e The mind map was then translated into a
hierarchical concept map.
2. Selection of research e No subdomain was selected at this stage; the
interview domain research at Part One aimed to generate new
understandings into school and college staff
overall experiences with UASC. As a result, it was
appropriate to ask questions across all domains.
3. Construction of the e Each of the areas identified within the mind map
interview agenda and concept map were expanded on up to three

levels. The first level was very general, the second
level was more directed and the third was very
specific. (Examples of levels can be found in Table
7).
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Table 7

Examples of the levels used for the concept map

L1 L2 L3

What information (if any) Where did this information Is there any information

were you provided with come from? you did not have, that
when starting your work would have been helpful
with UASC? for supporting UASC?

The semi-structured interviews were developed using the mind map and concept map
as discussed in Table 6. This was to ensure that the interview schedule addressed RQ1
and 2. The interview schedules were then adapted from the concept map and checked
for clarity ensuring that questions were clear and non-ambiguous. Prior to the
interviews being conducted, the interview schedule was piloted with two adults who
had been acquaintances of mine from a teaching background. Changes were then
made to a couple of the interview questions as a result of feedback regarding the
clarity of language used and appropriateness of the questions. For examples of the

hierarchical concept map and interview schedules, please see Appendix 2 and 3.

School and college staff participants were contacted to arrange a date and a time for
interview via email. They were informed that the duration of the interviews would be
approximately an hour and a half. Prior to the beginning of the interview, | spent time
having an informal discussion with each participant; this was in an attempt to help
them to feel comfortable. | also spent at least one session with each participant prior
to the interview date to explain the purposes and aims of the research. | had already

built a working relationship with participants from the college due to my frequent
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visits to spend time with the UASC. This may have influenced how familiar and
comfortable these participants felt and possibly how open their responses were. Also
note that one of the secondary schools had provided permission for their school staff
to participate but did not wish the school itself to be part of the research. This may
have affected how open these participants felt they could be when discussing school
factors. | informed the participants that the interview would be audio recorded using

two separate voice recorders in case one failed.

Prior to the beginning of the interview, participants were informed that if they wanted
to have a break, did not understand a question and required more clarity for a
guestion or forgot the question, they were able to ask for it to repeated or have
additional time to think about their answer. This was also an effort to encourage the
participants to feel comfortable. At the end of the interview, all participants were
given the opportunity to provide additional comments or information. They were also
encouraged to ask any questions and were reminded of the option to withdraw any

information or data or their participation from the research.

4.3.2 Talking Stones (Wearmouth, 2004)

The technique chosen for interviewing the UASC was ‘Talking Stones’ (Wearmouth,
2004). The origin of this method was previously discussed in the section on Research

methodology and design: Part One.
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For the UASC participants who attended the college, | organised with the students a
time and a date to carry out the interviews. All UASC were asked whether they would
prefer having the interview at their home address or at the educational provision and
were given the option of having the interview in a group, with a trusted friend or adult,
or individually. All of the UASC were also offered the option of having a translator
although none of the young people requested this. As such, this meant that the six
UASC who were interviewed were required to answer all questions in English. The four
UASC from the college provision requested to have the interview in a group with the
support of three UASC who were also taking part in the research. They requested for
this interview to take place at one of their home addresses. For the UASC participants
who attended the secondary schools, both discussed their options with school staff
and chose to have the interview conducted at the school setting. One student chose to
have a trusted adult with him during the interview whilst the second student was

required to have an adult present due to school safeguarding procedures.

Preceding the interview, | spent some time explaining my role and the aims and
purpose of the research. | also revisited each point from the informed consent form
the UASC had signed including their right to withdraw from the research and their
choice not to answer any questions at any time. | explained that | would not be asking
them specific questions and would only ask questions on what they chose to tell me. |
emphasised that the £5.00 Amazon Voucher would be given to them regardless of
whether they continued the research or decided to stop or withdraw from the

research.
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During the interview, participants were individually presented with a selection of
stones, varying shapes, sizes and textures. They were asked to choose a stone which
represented their feelings about attending school/college in the UK. Some of the UASC
decided to choose two stones and describe the comparison between how they felt on
their first day in school or college and how they felt now. The young people were then
asked questions about what they chose to discuss including some of the factors which
had prompted the change process between the first and second stone. The interview
duration varied between six and forty five minutes. During the interview where the
participants had chosen to have their peers present, the young people frequently
supported one another with language difficulties although they were reminded that

each of their interviews were their own.

4.4 Data analysis procedures

All data was analysed using Braun and Clarke’s (2006) six stage thematic analysis
framework. Table 8 provides a summary of all RQs in addition to the sources of data

used for each RQ.
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Table 8

Summary of data source and data analysis by research question

Research Question Data Source Analysis
RQ1: School and college e [nterviews with school
staff experiences and and college staff (part  Thematic Analysis using
understandings 1) Braun and Clarke’s (2006)
RQ2: Opportunities and e Interviews with school 6 stage framework
challenges for school and and college staff (part
college staff 1)

e Group supervision
sessions (part 2)

RQ3: Experiences and e Interviews with UASC
views of UASC (part 1) (part 1)

RQ4: Strategies and/or e Group supervision
approaches sessions (part 2)
RQ5: Benefits of group e Group supervision
supervision sessions (part 2)

Thematic analysis was chosen for all data analysis as an analytical method due to its
flexibility of use across different kinds of qualitative data and as a result of such an
approach concurring with my social constructionist epistemology. | will now outline

how | carried out Thematic Analysis for both parts of the research.

Transcription Participants were provided with copies of the transcription to check for
accuracy, there were no changes made to transcripts once received back from
participants as the participants felt that the responses accurately matched their views
and experiences and what they had reported during the interviews. .All audio digital
recordings were transcribed by paid secretarial professionals. Each transcription was
then checked and reviewed for accuracy against the original audio file. This process

also enabled my submersion into the data sets and allowed me to become more
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familiar with each interview for Part One and each group supervision session for Part

Two. Through this process | began to form some views about potential findings.

Coding The data was then inputted into NVIVO v11 qualitative data analysis software.
The thematic analysis adopted was based upon the approach of Braun and Clarke
(2006). The data was coded into nodes line by line regardless of question restrictions
with an aim of identifying themes arising from the data. However, the nature of the
interview schedule for school and college staff and the literature which had informed
my thinking prior to interviewing the unaccompanied asylum seeker children reflects
top down influences. As such, the thematic analysis is considered to be ‘theoretical
thematic analysis’ as opposed to ‘inductive thematic analysis’ (Braun & Clarke, 2006, p.

83).

The coding process involved coding the explicit meanings of words and phrases in the
data-set. Thus in terms of the level of the themes identified, it can be considered that
these themes are at the ‘semantic’ or ‘explicit’ level (Braun & Clarke, 2006, p. 84). The
school and college staff and the unaccompanied young people’s interviews were
analysed separately as the qualitative interviews were designed to answer separate

research questions.

Analysis The initial themes which arose from the data were explored further to analyse
the data sets for core themes and were then de-constructed further to identify sub-
ordinate themes. The themes which were identified reflect the nodes (or initial
themes) which were most frequent and also most significant to the research

guestions. In line with recommendations by Miles and Huberman (1994) Initial codes,
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sub-ordinate themes and overarching themes were reviewed by an external researcher
for compatibility with the text. This process was conducted both during the initial

stages and final stages of the data analysis.

The themes which derived from the responses of school and college staff interviews
were then used for initiating reflections on the second part of the research and as part
of the Collaborative Action Research. The data from the interview responses forms the
first part of the Collaborative Action Research approach, reflecting upon current

practice.

4.5 Ethical considerations across both parts of the research

Ethical guidelines provided by the University of Exeter and outlined in the British
Psychological Society Code of Ethics (BPS, 2014) were followed for this research.
Ethical approval was granted via email from the ethics committee at the University of
Exeter on the 6™ March, 2017 (ref. D/16/17/35). Ethical approval from Exeter
University and examples of informed consent and information documents can be

found in Appendix 4 and 5.
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Chapter 5

5 Findings and Discussion: Part One

The purpose of this chapter is to present the findings and discussion for Part One of

the research. The higher order themes identified across the data set are presented

within Table 9 and explored within the sections below. The discussion reviews the

findings to the research questions in the context of previous research findings.

Table 9

Themes and sub-themes identified from interviews with professionals

Themes
Language as a barrier for communicating,
learning and for supporting needs.
Personal and moral development and
learning opportunities.
Understanding the experiences and social
and emotional needs of UASC and the

challenges of meeting these needs.

Political and wider context factors.

Perceptions and identities of UASC

Funding and available resources to meet
needs

Sub-themes

Language as an academic barrier

Supporting needs

Communication and understanding

Barriers for communication

Learning opportunities and raising awareness
Personal and moral development

Developing relationships

Seeking asylum and impact on emotional health
Social and emotional needs in provision
Home placement and other experiences
Challenges of meeting needs

Political and global factors

Asylum status

Inclusion and Diversity

Changing identities

Experiences and views of UASC

Funding and money

What is achievable

Time and obstacles

Additional support

As can be seen from Table 9, thematic analysis generated six higher order themes in

addition to sub-themes from the data set. In this section, the higher order themes are



discussed for each of the research questions. Examples of themes, sub-themes and
initial codes are included in Appendix 7 and 8. Further illustrative examples of the

themes are included in Appendix 9.

5.1 Research Question 1: What are school and college staff experiences and
understandings of UASC and their educational needs in school/college?

The themes to be discussed will be split into three broad areas:

e Language as a barrier for communicating, learning and for supporting needs.
e Understanding the experiences and social and emotional needs of UASC and
the challenges of meeting these needs.

e Perceptions and identities of UASC

These three overarching themes reflect the nature of the interview question schedule
in the semi-structured interviews and as such can be considered ‘top down’ influences
on the data. Within these broader categories, sub-themes are also considered where

relevant to the research question and will be discussed respectively, with examples of

professional’s responses included to reflect the content of the theme.

Quotations are marked with SS or C to indicate whether the participants worked at a
secondary school or a college. This is then followed by a 1 if their role is within a
teaching capacity or 2 if they are a Higher Level Teaching Assistant (HLTA). This is
illustrated in Table 10. These distinctions are not made for the purpose of a
comparative analysis, however, some of the distinctions between the responses will be

considered further in the discussion.
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Table 10

Terms used to identify participant’s educational setting and professional role

Educational setting Professional role Example
SS- Secondary school staff 1- Teacher e SS1- Secondary school
teacher
C- College staff 2- Higher Level Teaching ~ ® S52- Secondary school
Assistant (HLTA) HLTA

e C1- College teacher

5.1.1 Language as a barrier for communicating, learning and for supporting
needs

A common theme running throughout the responses from the interviews with school
and college staff was the notion of language being a significant barrier for UASC.
Participants reflected upon their frustrations regarding what was available to support
UASC acquiring English and the extent to which the students were able to access

learning within the provision. For example, one HLTA commented:

‘there’s nothing he can do at the moment ...he just didn’t have the language to
pick up where they would be, even in the bottom classes’ (552).

Such challenges were echoed by another participant who stated:

‘...one of our students can be really strong but then struggling with the English
side. It really brings home how many of exams are dependent on really good
literacy...” (SS1).

These findings reflect that the UASC’s limited acquisition of English language impeded
their ability to access a range of subjects within the school curriculum despite being
perceived as academically able. Similar challenges have been discussed in previous
literature. For instance, Appa (2005) reported that asylum seekers who had achieved a

working knowledge of English were able to communicate verbally but still experienced
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difficulties with academic lessons due to subject-specific vocabulary. These findings are
in line with this research where school staff described challenges for UASC with
accessing the GCSE curriculum as a result of their limited understanding of English

language.

Such findings may be explained by Cummins’ (1984, 2008) distinction between basic
interpersonal communicative skills (BICS) and cognitive academic language proficiency
(CALP). BICS refers to conversational fluency in a language, thus ‘surface’ level skills of
listening and speaking and can take between one to three years for language learners
to acquire (Collier, 1989). Alternatively, ‘CALP’ refers to students’ ability to understand
and express concepts and ideas which are relevant to success in educational settings
and can take learners between five to seven years to acquire (Collier, 1989; Cummins,
2008). The distinction between BICS and CALP is important for the research findings as
it helps to explain the challenges that UASC encountered for acquiring academic
language. During the interviews, the secondary school teacher disclosed that the
unaccompanied student had only been attending the provision for less than a year,
thus according to Collier (1989), the UASC would not have had enough time to acquire
CALP. This distinction may explain why the student was struggling with accessing the

curriculum.

The responses of school and college staff suggested that the UASC’s limited acquisition

of language also had a significant impact on their social integration within the
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provision. One teacher highlighted concerns with unmet social needs of one of the

students:

‘...the year nine lad | suppose who's struggling with his language... he feels quite
socially [sighs] discluded... because of that barrier’ (S51).

Another secondary teacher felt that UASC had to ‘work harder’ to be socially accepted
by their peers compared to other students and commented on his concern for a

particular young person who frequently spent social time within the provision alone:

‘there is one lad | do have a little concern for ...I see him walking around on his
own a lot...the barrier for him is language.” (SS1).

Thus, a relationship was stressed by the participants between the UASC acquisition of
spoken English and their social and emotional needs being met. In some instances, the
belief that the individual’s difficulties with securing English were not being
acknowledged or noticed led them to feel that college staff ‘did not care’ about them
(C1). The majority of participants also discussed the ‘frustration’ which the UASC
experienced due to language barriers, ability to socialise, with accessing the curriculum
and not progressing as quickly as they had hoped to. The extent to which the young
people were able to express their needs on arrival at the provision was also discussed
in relation to the impact that this had upon their social and emotional wellbeing, for

instance, one participant commented:

‘when he first came he couldn’t really say anything so he was getting quite
upset’ (SS2)

‘well his biggest challenge when he came was actually not being able to
communicate with anybody. Now he gets very frustrated because he will say a
sentence and then the key word that makes the sentence, he can’t think of, so

75



that frustration is still staying with him until he improves vocabulary even
more.” (552)

Little has been written regarding the relationship between the acquisition of language
and the social and emotional needs of UASC. However, this relationship could be
explored through consideration of Maslow’s (1970) hierarchy of needs. For instance, as
previously highlighted, when an unaccompanied child arrives in a new country, their
needs are likely to run the full range of Maslow’s hierarchy (Hopkins & Hill, 2010). It
may be argued that as a result of their limited acquisition of language, there are
barriers for the UASC communicating their needs and for having their needs met.
Certainly, these challenges can have detrimental effects for both the social isolation of
UASC and for their emotional wellbeing. It was highlighted within the findings that
when the students were unable to articulate their feelings, socialise with their peers or
access learning they became ‘frustrated’. In agreement, Appa (2005) stated that often
asylum seeking students can become frustrated because although they are able to
communicate using basic English, they can struggle with articulating how they feel. As
discussed, there appears to be a close relationship between the acquisition of
language for UASC and their social and emotional wellbeing. The current findings
stress the frustration experienced by UASC and thus in order for school and college
staff to fully support the social and emotional needs of UASC, a higher level of time
and support is required for them to secure their acquisition and development of

spoken and written English.
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5.1.2 Understanding the social and emotional needs and experiences of
UASC and the challenges of meeting their needs

The current theme considers the understanding of educational professionals in
relation to the social and emotional needs and experiences of UASC. This theme also
identifies the challenges that school and college staff face of meeting their needs,

however, this sub-ordinate theme will be solely discussed in RQ2.

The asylum seeking process and the outcomes of this process upon the emotional

wellbeing of the UASC was discussed by the majority of participants. One HLTA stated:

‘the visits to the Home Office have been very distressing for X...Occasionally
when he’s been, he’s had the next day off because he is so upset and when he’s
been in school he hasn’t really wanted to do anything...it has affected his
education a lot’ (SS2).

Another participant commented upon the negative emotional impact of having an

asylum-seeking request turned down on the emotional wellbeing of an UASC:

‘... for the individual concerned who hasn’t got it, | think he’s, | think he’s really
fearful’(C1).

Similarly, the relationship between asylum status and mental health needs has been
outlined within the literature. For instance, experiences and stressors in the host
country such as awaiting news on their asylum status have been linked to depressive
symptoms and high levels of psychological distress (Mels, Derluyn & Broekaert, 2008;
Jakobsen, et al., 2017). These research findings suggest that school and college staff

felt that the uncertainty of the future for UASC in addition to revisiting potentially
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traumatic memories during Home Office interviews had a significantly negative impact
on the emotional wellbeing of the students. These challenges will be discussed in

greater detail in RQ2.

The social and emotional needs of the UASC were referred to across the data set.
Some participants described situations where they had felt that the UASC were trying
particularly hard to ‘fit in” with their peer group and the negative impact this was

having on relationships with their peers. For instance, teachers commented:

‘I'm seeing...some social and emotional needs to feel accepted by the group...
someone who's trying too hard to make people laugh... I’'m witnessing the
dynamics in the group as a result of that’. (C1)

‘I think a lot of them try to fit in with their peer groups as you would expect ...
I’'ve had cases, a year ten student, where he’s quite over confident and he’s
trying to fit in with the lads. And he wants to show off... It’s almost like he’s
trying to catch up on four years of- of- of being with the lads in- in a year’. (551)

In the research findings, gaining social approval from peers was suggested as being an
important factor for UASC with cultural adjustment. However, theorists have
suggested that UASC who have recently arrived have an increased chance of becoming
socially isolated (Chapman & Clader, 2003; Doyle & McCorriston 2008). Alternatively,
the findings of this research suggest that some of the UASCs described by participants
were attempting to acculturate rapidly to living in the UK through developing social

connections and seeking social support.
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The notion of ‘fitting in” with peers was also emphasised by a secondary school teacher

who commented:

‘... with unaccompanied minors...I don’t think they themselves want to be
singled out...and you know, be a child, be a student. Be like everybody else’
(SS1).

Appa (2005) suggested that in secondary schools, ASR students experience far more
pressure to conform compared to primary schools due to the size of the provision and
the lack of inclination for these students to seek clarification from school staff.
Although, there are no such conclusions drawn in reference to colleges, it may be
argued that these findings suggest that similar social pressures are also likely to apply

within college educational provisions.

The accumulation of stressors and adverse experiences and their impact on the social
and emotional wellbeing of UASC within the provision was discussed across the data
set. For instance, many participants discussed the adverse experiences that UASC had

experienced prior to arrival in the UK, one HLTA commented:

‘his uncle put him on a refrigerated lorry and sent him over to have a better
life; he’s still got a brother over there. His dad’s a militant, so he’s on the run. |
don’t think he knew what to expect when he got here...” (552).

This participant also discussed the significant cultural adjustments that the UASC had

to face. For instance, she commented:

‘he doesn’t understand a boy and a girl holding hands... children being naughty
doesn’t happen in Iran, people being rude, swearing... he has to cope with it all’
(SS2).
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Experiences of adversity and cultural adjustments for UASC arriving in a new country
and attending British schools have been well documented within the literature. In
particular, research has outlined the challenges for UASC with accessing the school
curriculum and finding the approaches to teaching in England very different compared
to their country of origin (Children’s Legal Centre, 2003; Rutter, 2003a; Ryan et al.,
2008; Doyle & McCorriston, 2008). In contrast, within the interviews with educational
professionals, participants referred to the UASC’s perceived social cultural differences,
for example, in relation to their peer’s behaviour and public displays of affection
towards the opposite sex, as opposed to specific teaching approaches. As many of the
UASC in this research had arrived in the UK more recently, the acculturation process
was described by some school and college staff as being a particular challenge for

these young people.

5.1.3 Perceptions and identities of UASC

Both the notion of ‘resilience’ and ‘vulnerability’ arose from the data as two
perceptions of UASC. In terms of their ‘vulnerability’, school and college staff referred
to some of the adversity which UASC had experienced and suggested that the students
were struggling to self-regulate their emotions within the educational provision. Their
difficulties were contextualised in relation to the UASC either becoming socially
isolated or displaying challenging behaviour. For instance, one teacher described two
scenarios where an UASC had implied vulnerability through demonstrating strong
emotional responses in class. He commented that some of the UASC within his

provision, ‘struggle with the mechanismes... for coping’. Similarly, another teacher
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described emotional ‘outbursts’ and described one of the UASC as ‘somebody who'll
be a little bit verbally aggressive or a bit isolated ‘(SS1). Other participants suggested
that the UASC’s vulnerability was illustrated by the unaccompanied students insisting
that they did not want to ‘talk about their past’ (C1). In contrast, the ‘resilience’ of the
UASC was discussed by all secondary school and college staff. One participant
commented on the ways in which the UASC’s had shown their resilience within the

provision:

‘they’re quite adventurous... outgoing... opinionated...And for them to come
into this... environment...and be themselves...that shows a huge degree of
resilience as well’ (SS1).

The identities of UASC as ‘vulnerable and ‘resilient’ has been discussed throughout the
literature. For instance, UASC are frequently depicted as vulnerable individuals who
are ‘at-risk’ of developing mental health difficulties (e.g. Bean et al., 2007; Hodes et al.,
2008). Yet, there has been a shift from emphasising difficulties towards identifying
UASC's resilience (Rutter, 2006; Hulusi & Oland, 2010). As opposed to using one
narrative to describe the complexity of the needs and identity of UASC, the research
findings embrace a joint narrative of UASC as potentially both ‘vulnerable’ and
‘resilient’. This viewpoint is in accordance with Ni Raghallaigh & Gilligan (2010) and
Bronfenbrenner’s (1979; 1989) Ecological Systems Theory and proposes that the
process of resilience for UASC is likely to depend upon their interaction with the

environmental systems surrounding them.
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5.2 Research Question 2: What opportunities and educational needs of
UASC?

The themes to be discussed will be split into five broad areas:

e Language as a barrier for communicating, learning and for supporting needs.

e Understanding the experiences and social and emotional needs of UASC and
the challenges of meeting these needs.

e Political and wider context factors

e Personal and moral development and learning opportunities.

e Funding and available resources to meet needs

5.2.1 Language as a barrier for communicating, learning and for supporting
needs

The majority of participants described challenges they experienced when identifying
the social and emotional needs of UASC within their provision. For instance, difficulties
with recognising whether UASC were reserved during lessons due to their lower

language abilities or as a result of unmet emotional needs were outlined:

‘you’re never quite sure whether it’s because they’re upset or whether it’s just
because they haven’t got the language skills’ (C1).

The challenges which staff faced with not being able to communicate were also
expressed. One teacher described the ‘frustration’ that she shared with the UASC
within her school as a result of not being able to access further English language

support, she stated:
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‘the language barrier’s part of that...| feel that | can’t explain to them as well as
I’d like to ... I'd love to be able to give them that and something, you know,
really bespoke and | share their frustration with them but | can’t kind of express
that to them’ (SS1).

Furthermore, some participants referred to the difficulties they had with supporting

the needs of UASC without having any information regarding their backgrounds:

‘I also feel frustrated that | don’t always know their story. So maybe they don’t
want to talk about it ... it’s just emotionally really difficult, they don’t have the
language for it’. (S51).

Little has been written regarding the relationship between the acquisition of language
and the social and emotional needs of UASC. Yet, this research identified a striking
relationship between language as a barrier for communicating, learning and the
associated challenges for school and college staff supporting the social and emotional
needs of UASC. As outlined within the findings, participants drew upon: the challenges
of recognising needs; their capacity to communicate with the UASC; the limited
information provided regarding the histories of the UASC; and the challenges with

eliciting this information as a result of language barriers.

Although these challenges have not been explored by the literature with UASC, Bailey
(2011) suggested that a lack of background information regarding the histories of
refugee children creates a challenge for school staff. Similarly, some participants
highlighted this challenge in the research for supporting the needs of UASC. In order

for school staff to be able to meet the social and emotional needs of UASC, it appears
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that they have to overcome some of the challenges which are associated with the

acquisition of language.

The interconnecting relationship found in this research between language and the

social and emotional needs of UASC is demonstrated pictorially in Figure 3.

Figure 3. Thematic analysis Venn diagram of the interconnecting relationship between

Language needs

‘now that he can talk to friends and talk to
teachers and explain what he wants, what he
needs, good but when he first came there was a
lot of frustrations’.

‘the year nine lad | suppose
who's struggling with his
language and- and you
know, he feels quite socially
discluded to- to an extent |
suppose be- because of that
barrier'.

‘Being accepted by their
peers...sometimes | do get
the feeling that they they
have to work harder for it.
Or they- they feel like they
have towork harder for it.
The language barrier’.

Communicating
needs

Developing
relationships with
peers and adults

Recognising and
meeting the needs of
UASC

Social integration

Social needs

‘there’s a massive barrier. If
they've, you know, they've had
like real psychological issues or
whether it's a language again”

‘you're never quite sure whether
it's because they're upset or

whether it's just because they
haven't got the language skills'.

Emotional
needs

the language and social and emotional needs of unaccompanied asylum seeker

children
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5.2.2 Understanding the experiences and social and emotional needs of
UASC and the challenges of meeting these needs.

Participants reported feeling unqualified for recognising and supporting the social and
emotional needs of UASC. For instance, one college teacher reported challenges she
faced with recognising whether challenging behaviour was a symptom of trauma, she

commented:

‘what could be described as challenging behaviour might be symptomatic of
trauma’ (C1).

Another participant stated that she had not received any ‘specific training’ to support
the needs of UASC and felt that the educational provision should have provided her
with ‘support’ (S52). A second participant reported that he did not ‘feel qualified to

deal with massive emotional problems’ (C1).

The perceptions of not feeling ‘qualified’ to identify and support the social and
emotional needs of UASC has been somewhat cited within the literature. Research
which has explored the experiences for school staff supporting UASC has found several
challenges including: lacking skills for practical intercultural competence to meet the
needs of UASC; requiring further training on supporting the needs of UASC and staff
not feeling that they had sufficient knowledge of competence for supporting the
emotional needs of UASC (Popov & Sturesson, 2015; Pastoor, 2015). Within the
research findings, school and college staff described a lack of training and
qualifications for feeling able to support the social and emotional needs of UASC, more

specifically, a lack of competence for both identifying and supporting some of the
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emotional difficulties which the UASC were displaying within their provisions. In
agreement with these findings, researchers and legislative guidance have identified
particular skill shortages amongst school-based staff in relation to providing emotional

support to refugee children (see Jones & Rutter, 1998; DfES, 2003; DfES, 2004).

The challenge of balancing dual roles and maintaining professional boundaries within
their work with UASC was also discussed by the majority of participants. Some
secondary school staff discussed the challenges they faced with performing different
roles within the school. For instance, one participant discussed the challenge of
building a trusting relationship with the UASC as a result of her dual role of class

teacher and assistant headteacher, she commented:

‘building up that trust with them...One minute I'm trying to support them in
school but the next minute I’'m there listening to their legal status, you know,
and they’re aware of all of that’ (551).

Other participants discussed the challenge between being responsible for their
academic success whilst supporting their social and emotional wellbeing, through

comments such as:

‘trying to balance...you being the pastoral gateway to them to socialise in a safe
environment... But also you’re also in charge of their education and as horrible
as it might sound you are trying to equip them presumably for a life in the UK’
(SS1).

Personal emotional challenges for participants were also raised during the interviews.

All participants commented on the relationships which they had developed with the
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UASC within their provision. As a result they described how hearing the stories and
background of the UASC had been personally difficult for them. For instance, one

college teacher commented:

‘I've felt really quite upset ... there’s a difference between an intellectual
knowing of events that happen in the world and... emotional
understanding...we’ve formed relationships... so that separation it’s, it’s not
really possible’ (C1).

The emotional challenges faced by school and college staff in supporting UASC have
not been fully explored within the literature. However, Pastoor (2015) suggests that
the role of teachers in supporting UASC can be emotionally challenging due to the level
of social and emotional support provided to students. These findings were illustrated
in this research through school and college staff expressing the emotional challenges
of separating their knowledge of the pre-migration experiences with the emotional
responses they experience when supporting UASC. Moreover, Kohli (2006a) found that
social workers who supported UASC became increasingly attached to them and the
line between professionalism and friendship/family became blurred. This was
illustrated somewhat within the research where participants described the emotional
ties which they developed with UASC and they asserted that they found it difficult to
separate their intellectual knowledge of the adverse experiences of UASC and their

feelings of sadness towards the students within their provision.

5.2.3 Political and wider context factors
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Political factors were raised by the majority of participants during the interviews. One
college teacher discussed her concerns regarding the ‘current political climate’ and the
impact of some of the attitudes from the community towards the UASC (C1). All
participants discussed the asylum statuses of the UASC within their provision and the
majority of participants described the implications for the UASC not being granted
their asylum status. College teaching staff commented upon the emotional impact that
the uncertainty of their future had on the behaviour and the emotional wellbeing of

the UASC as well as how the ambiguity had affected their own frustrations and anxiety:

‘when they get to eighteen there’s... huge uncertainty as to what they’re status
will be and whether they’ll be allowed to stay in this country which to my mind
may result in some behavioural issues’. (C1)

‘you’re helping these children, these youngsters build a life in this country and
you know that on an almost political whim they could be sent back tomorrow...
if that’s a worry to me it must be far more of a worry to them’. (C1)

Similar findings have been illustrated within the literature. For instance, Bronstein,
Montgomery and Ott (2013) found that the majority of male Afghani UASC in their
research did not have permanent status to stay in the UK and emotional and
behavioural difficulties were found to increase amongst this group in relation to the
length of time that they had been in the UK. Bronstein et al. (2013) suggested that
these behaviours may have arisen as a result of high levels of contextual stress which
was associated with uncertain refugee status and the threat of a forced return to
Afghanistan. As discussed above, similar findings were discovered in this research
where one of the college teachers referred to the ‘huge uncertainty’ regarding an

UASC’s asylum status potentially resulting in behavioural issues.
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Inclusion and integration of UASC was discussed across the data set. More specifically,
the academic pathways, curriculum and the support for UASC’s integration within the

provision were described. One participant reported disappointment regarding the lack
of inclusivity and support that the UASC had received from other members of staff

regarding meeting his needs, she stated:

‘the only time his head of year got involved was his timetable at the
beginning... There didn’t seem to be any thought of what was good for X...
almost like we’re going to babysit him now until he leaves’ (SS2).

It is worth noting that this was the secondary school’s first experience of supporting
UASC. As a result, the findings from this research suggest that the extent to which the
UASC were integrated into the provision and the curriculum on offer depended upon
the previous experience and skill set of the staff within the provision. For instance, in
the secondary provision which had only had experience of supporting one UASC, the
curriculum on offer to this student was narrow in scope with only few subjects
available. Yet, for a secondary school which had placed several UASC, a broader

curriculum with a range of academic pathways was offered.

Challenges in relation to the inclusion of UASC were raised by all participants and
tended to vary across provisions. One secondary school HLTA stated that she did not
think ‘enough is done’ to support the needs of UASC within her provision and felt that
the expectation from teaching colleagues was for the ‘onus’ to be placed onto the EAL
coordinator for supporting both the learning and social and emotional needs of the

UASC. Taylor (2008) found that there are significant challenges of the inclusion and
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integration of refugee students into mainstream schools, one of which was the
difficulties for ESL (English as a second language) teachers to provide holistic support
for the needs of refugee students which were beyond their ‘normal’ role of English
language support and which they felt ill equipped to provide. Similarly, the HLTA in the
research described feeling responsible for the inclusion of the UASC within the school

and felt accountable for supporting the student’s learning, social and emotional needs.

In contrast, one of the college teachers highlighted the inclusive ethos of the college
and described the UASC as being ‘embraced by the college’. Similarly, one of the
secondary school participants described the opportunities for the whole school for
having UASC attending the provision, including encouraging other students to
challenge ‘dubious assumptions’ regarding asylum seeker and refugees and promoting
an ‘open inclusive environment’ within the wider school environment (SS1). Other
participants described challenges which had arisen as a result of the UASC arriving
‘quite late up into the school’ (S51). As a consequence, school staff reported that they
did not have long to support the UASC with acquiring English and academic
qualifications. This suggested that time in education posed as a significant barrier for

supporting the learning and social and emotional needs of UASC.

The difficulties expressed by participants regarding the level of inclusivity by individual
members of staff for supporting both the learning and social and emotional needs of
UASC does not appear to have been explored by previous research. Instead, literature

which has considered inclusion has tended to focus upon addressing discrimination
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within educational provisions for ASR (see Arnot & Pinson, 2005; Moscardini et al.,
2008; Deveci, 2012). Rutter (2006) has identified three discourses that dominate the
‘good practice’ literature for supporting ASR, as opposed to UASC, in educational
provisions, this includes: the importance of a welcoming environment; the need to
meet psycho-social needs; and the importance of meeting linguistic needs. However,
previous research fails to identify that for UASC, the level of social and emotional
support required from educational staff is likely to be more significant as a result of the
level of previous adversity and often not having a key adult to support their social and

emotional needs (Pastoor, 2015).

5.2.4 Personal and moral development and learning opportunities

Personal and moral development and learning opportunities for supporting UASC
derived from the data set as an overarching theme and appeared to be divided into
four domains: learning opportunities; making a difference; personal growth; and the

development of relationships with UASC.

The first opportunity outlined was related to the learning opportunities which the
young people offered to both the professionals and for other young people within the
provision. Similarly, they described having UASC within their provision as promoting
other student’s awareness of ‘real world issues’. One secondary teacher discussed the
significance of raising awareness to other students, that UASC are ‘not just names,

numbers and things you hear about on the news’ (SS1). Opportunities for school and
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college staff were also highlighted. All participants stressed that they had developed
their own professional practice as a result of supporting UASC. Another participant
reflected upon the opportunities for having UASC in terms of encouraging her to have

‘a better understanding’ regarding ‘world politics and impact of those things’ (S51).

The majority of participants also described how supporting the UASC had been a
‘rewarding’ experience; this included the notion of ‘making a difference’ in the lives of

the UASC and:

‘having some input into these people trying to put their lives together again’
(C1).

Similarly, several participants discussed how supporting the students had enabled
them to feel that they were helping with the global refugee crisis. One secondary
school teacher described the moral sense of responsibility she had experienced and
described feeling ‘emotionally quite passionate’ about the refugee crisis; she felt that

supporting the UASC with ‘a new life’ was ‘the right things to do’ (SS1).

Thirdly, the opportunities for personal development were also discussed. Some
participants referred to their empathy towards the UASC, whilst others discussed their
personal growth whilst supporting the UASC within their provision. A HLTA
commented that it had encouraged her to ‘grow as a person’ (SS2). Finally, all
participants referred to the development of positive relationships which they had

fostered with the UASC. Some of these relationships were described in the context of
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the positive traits and characteristics of the UASC, for instance, the majority of the
participants described the UASC as ‘enthusiastic’, ‘polite’ and ‘well mannered’ (SS1).
Another participant described how she had ‘really enjoyed working’ with the UASC
(C1). In one instance, a secondary HLTA described the ‘close relationship’ with whom

she had developed since working with the UASC (SS2).

To date, there has not been literature which has elicited the views of school and
college staff in relation to the challenges and opportunities for school and college staff
supporting UASC. However, Bailey (2011) identified some opportunities for teachers
who had supported accompanied asylum-seeking refugee children (ASR). For instance,
findings suggested that supporting ASR had encouraged personal growth (empathy
and understanding) and created an experience of ‘humanism’. Similarly, in this
research participants described the personal development and benefits of supporting
UASC including personal growth and developing their empathy towards these young

people.

5.2.5 Funding and available resources to meet needs

Funding and available resources to meet needs was discussed by all participants in
both the context of challenges and opportunities for supporting the social and
emotional needs of UASC. The majority of participants felt that the unaccompanied
students within their provision required and wanted ‘one-to-one’ support in lessons

which was not possible due to financial constraints. The majority of participants
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reported that availability of time for developing skills and spoken English in addition to
meeting the needs of UASC posed to be a significant challenge for professionals. For
example, ‘the allocation of time, for EAL, is five hours per week, which has gone down
considerably... so it’s quite difficult ... trying to give them both what they need’ (552).
Limitations were discussed in relation to what school and college staff felt that they
could do to support the social and emotional needs of UASC. Such challenges included
time, money and the age of the students on arrival. Several participants discussed the
challenges with UASC arriving later into the school and the limited time available for
school staff with equipping the UASC with the skills (academic, language, social and
cultural) and qualifications required for employability and living independently. For

instance, one teacher commented:

‘time, money, the limitations of what we can do and also what the other
professionals can do... we’re living in austerity... also that as it happens they’ve
arrived quite late up into the school as well, so actually... we haven’t got very
long either’ (SS1).

However, several opportunities also stemmed from this theme for supporting the
social and emotional needs of UASC. College staff referred to being ‘given a budget’ to
deliver ‘enriching and supportive” activities. Whilst a secondary school described

initially having some ‘bi-lingual support’ paid for by the LA.

As discussed, all participants described the ‘lack of experience and knowledge in
dealing with asylum seekers’ (SS1) which they themselves and their provision had with
supporting the needs of UASC. For many of the participants, the current UASC was the

school or college’s first experience of having UASC attending the provision. Taylor
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(2008) asserts that one of the central challenges for school staff supporting refugee
children is inadequate resources to meet the complex needs of growing numbers of
refugee students in schools. Taylor (2008) interviewed educational professionals in
Australia and found that school staff reported that more ESL teachers, support staff
and professional development were needed to provide support and upskill
mainstream teachers with supporting the complex needs of refugees. Despite the
research taking place outside of the UK, these findings align with the challenges faced
by school and college staff in this research whereby resources, time and limitations on

what school were able to do to meet the needs of UASC was discussed.

Additional support for participants was framed as an opportunity for school and
college staff, this included communicating with and receiving support from colleagues
within the provision and communicating with and receiving support from external
professionals. However, regular communication with colleagues was described as both
an opportunity and a challenge. One secondary school participant described how being
a ‘talky school” was very beneficial for communicating difficulties. Participants
explained that having other colleagues to share ideas and to problem solve aided them
with supporting the needs of UASC. However, school and college staff described some
of the difficulties with not having enough time or the platform to be able to discuss
particular concerns with UASC within their provision. One secondary school teacher
suggested that it would have been ‘beneficial’ to have ‘more meetings’ about the

UASC (SS1).
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5.3 Research Question 3: What are the experiences and views of UASC in UK
schools?

As can be seen from Table 11, thematic analysis generated six higher order themes in
addition to sub-themes. In this section, the higher order themes identified from the
data set are discussed in further detail in relation to RQ3. Each theme will also be

presented alongside quotations from the data set.

Table 11

Themes and sub-themes identified from interviews with UASC.

Themes Sub-themes
Adverse experiences and the e Experiences of adversity in home country
importance of relationships and e Friendships
support e Home-placement

e Importance of family and emotional impact of
loss of family
e Past experiences and journey

e Support
Emotional states and wellbeing e Positive states

e Negative states
Language and cultural adjustment e Acquisition of English

e Cultural adjustment

Educational experiences e Support and encouragement by staff
e Positive school experiences
Suppression and moving forward e Not thinking about the past
e Moving forward and changing
Uncertainty of the future linked to e Differing asylum outcomes
asylum status e Emotional responses to asylum status

As a result of the small number of UASC within the county, the quotations from the
interviews with the six UASC are marked with P1-P6 to ensure the full anonymity and

confidentiality of the UASC. The nature of the flexible interview design ‘Talking Stones

meant that the UASC were able to discuss any of their experiences of education since
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arriving in the UK. Although the sole question posed to the UASC encouraged them to
discuss their educational experiences, the majority of the young people also chose to
discuss how some of their previous experiences had affected their social and
emotional wellbeing whilst attending their educational provision. Examples of themes,
sub-themes and initial codes are included in Appendix 10 and 11. Further illustrative

examples of the themes are included in Appendix 12.

5.3.1 Adverse experiences and the importance of relationships and support

The first theme which arose from the interviews was adverse experiences and the
importance of relationships and support. Several of the participants discussed the
adversity which they had experienced within their country of origin. One of the UASC
stated that it had been ‘too difficult’ to live in their country due to the national control

which oppressive groups such as the ‘Taliban’ had within the country. He reported:

‘we couldn’t go to school...Taliban will kill us or they will not like” (P1).

All UASC reflected upon the emotional impact of leaving their home country and the
loss of their family and friends either through bereavement or through leaving their
families and friends behind. Some of the other UASC described ‘feeling sad’ as a result
of a ‘split in their family’ (P5) and described the impact that an accumulation of
stressors and adverse experiences had on their emotional wellbeing. For instance one

UASC commented:

‘I'm cry for family; I’'m cry sometimes for Home Office’ (P5).
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The accounts of these young people are consistent with the literature. For instance,
Thomas et al. (2004) found that reasons for the departure of UASC from their home
countries included the death or persecution of family members or themselves,
experience of war and leaving for educational reasons when schools had closed down.
Similarly, the UASC interviewed cited persecution, the loss of family and friends and
not being able to attend educational provisions as being reasons for leaving the

country.

The significance of friendships since arriving in the UK was also discussed by all of the
young people. For instance, one UASC reported how he had been surprised at how
‘good’ his British friends had been (P2). Some of the other young people described the

UASC in their class as being like family:

‘my friends they are like sister...if | sad they ask me and they give me advice’
(P3).

A range of external support was described during the interviews. Some of the UASC
described the support they had received whilst staying in the refugee camp ‘the jungle’
in Calais, France including English lessons and support they had received from
charities. For other UASC, religion was a significant source of support. The home
placements of the UASC were also discussed. Some of the UASC described having
positive and close relationships with their foster family ‘like a real mum and a dad’ (P3)
where ‘they give you advice and if you are sad they say to you anytime, anywhere you
can speak to me’ (P3). However, not all placements were described as successful. One

of the UASC became upset during the interview and described having a difficult
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placement as a result of the lack of support and communication with her carer; she

commented

‘I stay in my room. She no speaking...to me’ (P4).

The social support received from peers and from their home placement was found to
be critical in relation to the UASC’s social and emotional wellbeing when attending the
educational provision. This was illustrated by several of the UASC in this research,

comments included:

‘very happy in school because all student, all teacher help me’ (P2).

‘here we just start with my friends; they are not just for me, my friends they are
like sister. We treat each other, if | sad they ask me and they give me advice. If
they sad | give a hug and something nice’ (P3).

‘we go there like we see our friends we forget our problems’ (P6).

These quotations suggested that receiving support from their peers and from teaching
staff promoted the UASC’s emotional wellbeing, particularly during difficult times.
Participants also described how spending time with their friends helped them with
forgetting their past. Furthermore, this research found that forming close friendships
on arrival in the UK in addition to developing close and supportive relationships with
carers and foster family was fundamental for supporting the UASC’s needs both inside
and outside of their educational provision. Similar findings have been found within the
literature. For instance, Williamson (1998) stressed the importance of social support
for UASC in developing resilience. She suggests that forming close relationships with

carers and developing relationships in school is central to supporting the emotional
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needs of UASC. Further research has supported these claims by suggesting that a good
level of support from a carer reduces the risk of UASC developing psychiatric disorders

(Oppedal Seglem & Jensen, 2009; Eide, 2012).

5.3.2 Emotional states and wellbeing

During the interviews, all of the UASC described their emotional states since arriving in
the UK. They described feeling ‘sometimes happy, sometimes sad’ (P4). All of the UASC
discussed some of the opportunities which they had experienced since attending
school or college in the UK. One of the UASC discussed ‘trying hard’ and receiving ‘the
highest like merit in my tutor’. He also discussed his enjoyment of studying new

subjects at school for instance, he commented:

‘last term ... science was like too difficult and | hate science, and now | just love
science because now | can speak like English like a bit more something’. (P1)

However, the UASC also described some of the negative feelings which they had
experienced since arriving in the UK. The majority of the unaccompanied children
linked their feelings of sadness to thinking about their family and friends and the
adversity which they had experienced in their country of origin or with reference to

the uncertainty of their asylum status. For instance, one of the UASC commented:

‘happy for college...For another people like sad’ (P4).
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Several of the UASC associated their sadness to their frustration with not
understanding or forgetting ‘lots of words’ in English (P2). This student also described

feeling ‘sad’ that he could not speak or understand:

‘I can’t understand, | don’t understand’ (P2).

Another of the UASC reported that he had been placed in classes which were ‘too

difficult like for everyone, not just me’. He also commented:

‘they just put me in year ten... If you like speak like another language they put
you in... Like it’s too difficult right’? (P1)

This quotation highlight the frustration to which this particular student felt of being
‘dumped’ in a lower class, purely because of a language issue as opposed to as a result
of full consideration of whether the student was academically capable or not. This
finding was also echoed in another secondary school student’s response and
emphasised some of the challenges around inclusion for UASC in secondary school

provisions.

The variations in emotional states appeared to be linked to several factors including:
the extent to which the students felt able to access the curriculum, their acquisition of
expressive and receptive English language, their enjoyment of attending an
educational provision and learning new subjects and their perceptions of success with
their academic progress and attainment. In agreement with the findings outlined,

schools have been identified as a significant factor in promoting the overall wellbeing
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and achievement of refugee children and with promoting their social and emotional
development (see Rutter 2003a; Kia-Keating & Ellis, 2007; Doyle & McCorriston, 2008;
Bitzi & Landolt, 2017). In agreement with the findings from this research, previous
literature has also identified that accessing the school curriculum for UASC can be
difficult for a number of reasons including struggling with their lack of English
proficiency and as a result of gaps in their learning due to a disrupted education or not
having ever attended an educational provision in their home country (Rutter 20033;
Children’s Legal Centre, 2003; Appa, 2005; Ryan et al., 2008; Doyle & McCorriston,
2008). These findings were illustrated in this research where English proficiency and
accessing the curriculum were closely related to the emotional wellbeing of UASC.
However, the salient findings in this research of the UASC'’s perceptions of success,

progress and academic attainment have been less studied.

5.3.3 Language and cultural adjustment

All of the UASC discussed the difficulties which they had experienced acquiring English.
Many described having limited English when arriving in the UK and finding it difficult to
understand lessons in their educational provision. Some of the UASC described how
accessing additional English lessons and receiving support from their educational
provision had helped them to learn English. For instance, one student described how
he had felt ‘nervous’ when he arrived in the UK and could not speak English, but was
supported to learn English through receiving ‘extra English’. Another UASC expressed

frustration regarding his language barrier:

‘I like talking same as another student, but | can’t’ (P2).
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One UASC reflected upon the progress she had made with learning English:

‘before no speaking English, now better speaking’ (P4).

Several of the UASC'’s discussed the challenges of adjusting culturally when arriving
and during their stay in the UK. One of the UASC described how he had ‘learnt’ the
English culture and described the differences between his own culture and English

culture. He commented:

‘in Afghanistan you’re- you’re not allowed to like speak like with girls...And here
it’s normal’. (P1)

A second UASC described cultural challenges for him since arriving in the UK. He
emphasised several differences between attending school in Iran compared to

attending school in the UK:

‘in school Ira- different lessons, different language and lots of difference for
me. Hard for me’. (P2)

5.3.4 Educational experiences

The majority of the UASC described positive educational experiences. For some of the
UASC, they described how happy they had felt when going to school or college as they
had been unable to attend an educational setting in their home countries. Other UASC

described how since learning to speak English and the positive attitudes from the

103



teaching staff at their provision promoted their enjoyment for studying. For instance,

they commented:

‘before no speaking English, now better speaking...Very, very good in the
college and the teacher is nice’. (P4)

All of the UASC discussed the support and encouragement from the teachers at their
provision. Several of the students referred to teachers showing patience towards the
young people when supporting the UASC with the acquisition of English. For example,

two of the UASC commented:

‘when | come, | first come here, | don’t know English. And now | am studying
they support us in everything...all the teachers they are good’. (P6)

‘the things that make it really good for you is that the teachers are breaking
things down. They are treating you with love and care’. (P3)

However, not all of the UASC described all of the secondary school staff to be
supportive. For instance, one of the UASC reported that although some of the teachers
at his school had been providing him with support this was not the case across all
school secondary staff. He expressed his frustration that he had been studying for his
maths GCSE examination and that his maths teacher was not providing him with

enough support with reading the questions in lessons:

‘I am happy being in school... But... maths exam teacher don’t help
me...sometimes just ask teacher just one word just reading for me. Just told me
| can’t read’. (P2)

Such findings in are in line with the literature, for instance, Farmbrough (2014)

reported that UASC's report mixed experiences with attending school. This was as a
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consequence of some educational provisions not facilitating integration or provide for
the needs of the young person either culturally or educationally. However, these
findings contrast with the majority of the UASC interviewed in this research who
described positive educational experiences. Such experiences were explained as a
result of being able to learn, develop fluency with spoken English and as a
consequence of the positive and supportive relationships which they had formed with
school and college staff. Smyth, Shannon and Dolan (2015) proposed that UASC
attributed education as the singularly most important factor for enabling on going
access to social support thus enhancing resilience. Their findings suggested that the
presence of a supportive adult who ensured their primary needs were being met was
essential to the wellbeing of UASC. This is supported by the findings of this research
where the UASC referred to school and college staff treating them with ‘love and care’.
These findings are prominent as they stress the significance for educational provisions

to be able to provide a safe and stable environment whilst providing trusting and

positive relationships with staff within their educational provision.

5.3.5 Suppression and moving forward

Within the theme of ‘suppression and moving forward’-two coping strategies for
managing emotional difficulties were described by UASC. The first described was not
wanting to think about the past. During the interviews, the majority of the UASC
emphasised how suppressing their past aided them with coping. Some of the
participants described how attending their educational provision and spending time

with their friends enabled them to forget their past and their problems:
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‘we go there like we see our friends we forget our problems’ (P5).

One of the unaccompanied students explained the rationale behind wishing to

suppress and forget the past:

‘we don’t have any good memories... just go forward...and not think about the
past’. (P5)

The second strategy outlined was ‘moving forward’, Some of the participants discussed
moving forward through developing a new identity since arriving in the UK, whilst
others discussed their future aspirations. Some UASC described how they had changed
since when they first arrived, for instance, some described developing their confidence
with speaking English. A female UASC described feeling more confident in the UK as a

result of feeling less ‘scared’ and experiencing equality. For instance, she reported:

‘I am with confidence because when | was in my country | was shy... and |
scared...| feel safe in England. And there is equality’ (P6).

Most of the participants talked about their future aspiration and discussed moving
forward although for some this was difficult due to the uncertainty around their
asylum status. Several of the UASC discussed what they would like to do after leaving
education and their future aspirations. For instance, one of the young people

described wanting to ‘go to like university’ (P1) and a second young person stated:

‘I want to learn more... | want to be a nurse’ (P3).
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The notion of UASC not talking about the past has been widely documented by other
theorists. For instance, Kolhi (2006) examined the existing literature on the silence of
UASC and suggested that their silence is a complex phenomenon. She suggested that
the maintenance of silence can both constrict and defend the particular positions
which UASC adopt at particular times along their journey of resettlement. However,
Chase (2010) argues that UASC’s decision regarding how much of their lives they share
with others is complex as choosing to not disclose information could provide UASC
with a mechanism to cope through looking forward and retaining some control over
their lives. Within this research, the UASC students described not wanting to talk about
their past due to the emotional distress which was associated with disclosing such
information as well as trying to keep positive for one another. ‘Looking forward’
towards the future was a coping strategy which UASC described as supporting them
with promoting their emotional wellbeing. Similarly, Chase and Statham (2013)
reported that UASC felt that learning and education had helped them to re-establish
order, structure and routine to their lives and cope with the significant adversity to

which they had experienced whilst offering ‘a way forward’.

5.3.6 Uncertainty of the future linked to asylum status

The uncertainty of the UASC’s future as a result of waiting for news on their asylum
status reflects a significant theme that was derived from the data. Some of the UASC
described their distressing experiences of attending asylum interviews at the Home
Office and having to answer emotionally difficult questions about their past. One of

the UASC described feeling ‘scared’ and ‘afraid’ about her future after attending the
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interview. The result of the UASC asylum status being turned down was described as
having a significant impact on all of the UASC emotional wellbeing. All of the UASC
discussed the emotional challenges associated with the uncertainty of their future,
many describing the anxiety and worry which they experienced in relation to returning
the their country of origin and the length of time they had to wait for news on their

appeal. One of the UASC commented:

‘' am very sad because | don’t have the paper, still now I’'m waiting. | don’t
know what’s happening next’ (P3).

Uncertainty for the future was a salient emotional challenge for UASC. This challenge
was discussed in relation to the UASC’s distressing experiences of attending Home
Office interviews and the anxiety which was associated with the uncertainty over their
asylum status. These findings are consistent with the literature. Unresolved asylum
status has been found to be associated with higher PTSD and depressive symptoms
and higher levels of psychological distress (Heptinstall, Sethna, & Taylor 2004;
Jakobsen et al., 2017). Such indicators of psychological distress were highlighted by
UASC where they expressed their anxiety and worry for the outcome of their asylum

application.

The next chapter will outline Part 2 of the research. The findings of Part 1 of this
research outlined a number of challenges found during semi-structured for
educational staff with supporting the educational needs of UASC. This part of the
research informed the ‘planning stage’ for the action research cycle 1 and aimed to

examine some of the opportunities and challenges for secondary school and college
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staff in relation to supporting the educational needs of UASC. Part 2 of this research
aims to explore the ways in which educational professionals could incorporate
continuous reflection with colleagues to inform and enhance their practice through the
process of group supervision. Furthermore, a secondary aim was to identify what
strategies and approaches could be used by professionals to support the educational
needs of UASC and to address the challenges identified in both Part One and Part Two

of the research.
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Chapter 6

6 Design and Methodology: Part Two

This chapter outlines the design and methodology used for Part Two of the research.
Further detailed information will also be provided on the participants taking part in the
research, the materials used and the procedures undertaken. This chapter also

discusses data analysis procedures employed. This is organised as follows:

e Research methodology and design
e Sampling and participants
e Materials and procedures

e Data analysis

6.1 Research methodology and design

The research design implemented for Part Two took the form of a small scale
Collaborative Action Research (CAR). According to Altrichter, Kemmis, McTaggart &
Zuber-Skerritt, (2002) a pragmatic form of explaining action research is a
diagrammatical model as a spiral of cycles, each consisting of four parts in action
research and include recursive cycles of: Planning, Acting, Observing and Reflecting.

These cycles are illustrated in Figure 4.
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Figure 4. Approaches adopted from the CAR Cycle- adapted from Altrichter, Kemmis,
McTaggart & Zuber-Skerritt (2002) and Schmuck (2006)

This model is a continuous and iterative process, which involves research and
development, intellectual inquiry and practical improvement, reflection and action
(Altrichter et al., 2002). Due to time allowances, this research was one cycle of CAR.
During this cycle, | facilitated three group supervision sessions and collaborated with
school and college staff to develop their knowledge and understandings, reflections
and action for change. There was an opportunity for all school and college staff
participants to discuss in-depth an UASC within their provision where they had
experienced difficulties and problem solve some of the challenges that had arisen for
them when supporting the needs of UASC and had been discussed and reflected upon
during the semi-structured interviews during Part One. This process will be discussed
in further detail within the ‘procedures’ section of this chapter.
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CAR in this context refers to research conducted by practitioners which aims to
improve practice (Kemmis, 2001). Thus, this form of research is grounded in the
everyday issues teachers and school and college staff experience in the classroom
(Meier & Henderson, 2007) and as a result was particularly appropriate for this
research. According to Sagor (1992) CAR is a process which: enables school staff to
improve student learning; can improve teacher’s own practice; contributes to the
development of the teaching profession; and overcomes the isolation commonly
experienced by classroom teachers. Such an approach coincided with both the
research aims for Part Two and my epistemological stance. The group supervision
sessions used planned frequent reflections of the participants’ professional practice
and discussed new practices to enhance the social and emotional outcomes for UASC. |
worked in collaboration with school staff, facilitating group supervision sessions with
teachers and teaching assistants (TAs). Initially, | had planned to use a ‘Participatory
Action Research’ (PAR) approach. PAR aims to be democratic, by positioning those
usually thought of as participants as co-researchers and through involving them fully in
the entire research process (Baum, MacDougall, & Smith, 2006). However, this was not
appropriate for this research as an element of authority was required for two central
pragmatic purposes. Firstly, as part of the research process, | was required to submit a
research proposal outlining my aims, purposes and methodology. This was required
prior to obtaining participants thus decisions about the research process were made
unilaterally and not democratically. Secondly, the nature of the framework used in
group supervision sessions, Solution Circles (Forrest & Pearpoint, 1996; Rees, 2009),
required facilitation from the researcher thus preventing a solely democratic approach

during these sessions.
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6.1.1 Supervision and the benefits of supervision for school and college
staff
Supervision is a joint endeavour in which a practitioner with the help of a
supervisor, attends to their clients, themselves as part of their client
practitioner relationships, and the wider systemic context, and by doing so
improves the quality of their work, transforms their client relationships,
continuously develops themselves, their practice and the wider profession.

(Hawkins & Shohet, 2006, p. 60)

In many helping professions, supervision is perceived as essential, in the field of
Educational Psychology, for example, it is referred to as being central to the delivery of
high quality services (Dunsmuir & Leadbetter, 2010). Nevertheless, Hulusi and Maggs
(2015) suggest that unlike other professionals working with young people, teachers are
not provided with the same ‘safe’ or ‘boundaried’ space in which to reflect on their
professional practice. They suggest that the absence of professional supervision or
support, in combination with the emotional demands placed upon them, can lead to

high levels of stress, a lack of satisfaction and as a result, a decrease in motivation.

Craig (2007) asserts that young people’s emotional and social needs may be met by
supportive school ethos and teacher behaviour. Therefore, it may be argued that the
extent to which school staff manage their own emotions and emotional responses
impacts on their ability to manage the emotions of children in their care. Edwards

(2016) found that during interactions with Looked after Children (LAC), teachers
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experienced ‘emotional labour’ but these effects could be mediated by perceptions of
support. It may be argued that teacher’s interactions with UASC, as LAC, may require a

high level of emotional management (Edwards, 2016).

6.1.2 Group Supervision and rationale

Group supervision, in contrast to individual supervision, is characterised by a fluid and
changing dynamic as opposed to a hierarchical relationship between a supervisor and a
supervisee. The group context allows for the contribution of multiple perspectives
(Proctor, 2008). It is suggested that this approach to supervision has several
advantages. For instance, Hawkins and Shohet (2006) outline several advantages for

which three advantages are central to this research.

Firstly, group supervision can provide a supportive atmosphere of peers in which
supervisees can share their concerns and recognise that other colleagues are facing
similar issues (Hawkins and Shohet, 2006). At the time of this research, it had been
identified that UASC in the LA had been placed in only five secondary schools and one
college provision. The recent arrival of these young people in addition to their low
numbers in this shire county in England has meant that supporting the social and
emotional needs of this potentially vulnerable group of young people has been
unprecedented. As outlined, it has been somewhat documented that some
professionals feel unqualified to meet some of the complex needs of UASC. Barriers

have also included: difficulties with providing language support; inadequate resources
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for teachers; and a lack of opportunities to meet other teachers in a similar situation

(Bhatti & McEachron, 2005; Appa, 2005; Taylor, 2008).

Some educational staff including secondary school teachers are required to undergo
continued professional development (CPD) to enable them to improve teaching and
learning (DfE, 2011a; DfE, 2011b). However, it has been reported that with enhanced
pressure to improve standards, there can be few opportunities for school staff to
engage within collaborative CPD opportunities (Ryan & Bourke, 2013). Yet, when
teachers do have opportunities to take part in collaborative CPD, their capacities to
effect change in the classroom can increase (Wright, 2015). Thus, a second advantage
of using group supervision is that the group gains from the supervisee receiving
reflections, feedback and input from their colleagues. It can be argued that the setting
may, therefore, be less dominated by the supervisor (Hawkins & Shohet, 2006). This
notion was particularly prominent within the nature of the research design, as AR
benefits from personal growth through opportunities for reflection (Noffke, 1997;
Reason & Bradbury, 2013; Inoue, 2015). The final advantage for using group
supervision, as outlined by Hawkins and Shohet (2006) is as a result of the wide range

of life experiences and professional expertise that can be brought to the group.

Consequently, this research employed group supervision with school and college
participants for supporting them with recognising and meeting the social and
emotional needs of UASC. The inspiration for using ‘group supervision’ for the second

part of this research stemmed from the innovative work of Hanko (1999) and her
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collaborative problem-solving groups. Hanko describes a three step structure to group
consultation with teachers: case presentation including solutions already attempted;
gathering of additional information, where group members’ questions are the basis for
gathering further information regarding the case; and joint exploration of the issue
based on the information obtained (Hulusi & Maggs, 2015). Others have introduced
Forrest and Pearpoint’s (1996) ‘Solution Circles’ into schools (Brown & Henderson,
2012; Grahamslaw & Henson, 2015) to utilise school staff groups as a source of
support and professional learning and development. As a result, the group supervision
sessions applied the revised ‘Solution Circles’ (Rees, 2009) framework whilst providing
opportunities for regular reflection both at the beginning and end of each session in

accordance with an action research design.

6.2 Sampling and participants

For the second part of the research, the same school and college staff participants
were invited to participate. When obtaining informed consent, the participants were
asked to provide written informed consent for taking part in both parts of the
research. All participants agreed to take part in both parts and provided written
informed consent. However, during the second part of the research one participant
decided to withdraw from the research due to workload and other commitments. This

participant provided consent for his data to be used for the research from Part One.
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A second participant was unable to make the second group supervision session but
was provided with the audio-recording of the session in addition to the written
transcription and was asked to reflect on his thoughts from listening to the audio-
recording in the third group supervision session. The total number of participants for
group supervision session one and three was five participants although due to injury,
one participant participated in the third session via a conference telephone call. The
participation for group supervision session two included four participants. Please see
Table 12 for the final sample of school and college staff who participated in Part Two

of the research.

Table 12

A summary of the final sample of school and college staff for Part Two of the research.

Part of the Job role Gender  Total number of
research participants
Part Two: e 2 Further Education (college) 60% Five participants
Professionals teachers female took partin
e 2 secondary school teachers and 40% sessions one and
(subjects included English, and P.E) 1 male three.
teacher was also an assistant
headteacher and SENco. Four participants
e 1 Higher Level Teaching Assistant took part in
(HLTA) and EAL coordinator session two
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6.3 Materials and procedures

6.3.1 Group supervision

A cycle of three group supervision sessions were held across a two month period. The
initial request for participation in the research had requested five group supervision
sessions, however, as a result of high workload and personal commitments, school and
college staff felt that they could only commit to three sessions. It was also originally
agreed that that the group would meet monthly across three months, however, due to
changes in the school and college diaries and personal circumstances, dates of
supervision had to be re-arranged. This meant that supervision session one was
conducted in October 2017 with the remaining two sessions held two weeks apart in

November 2017.

The cycle began with the first supervision session allocating the first part (thirty
minutes) for an introductory ‘contracting’ meeting (Hawkins & Shohet, 2006). During
this time, the remaining dates were discussed and it was agreed we would meet for
approximately an hour and a half. The group also drew up a set of ‘group rules’,
covering issues such as confidentiality, respectfulness and contribution within and
outside of sessions. In the second part of the first supervision session, participants
were introduced to Solution Circles (Forrest & Pearpoint, 1996; Rees, 2009) as a way of

structuring case discussions.
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6.3.2 Solution Circles (Rees, 2009)

There are four stages to Solution Circles as described by Forrest and Pearpoint (1996):
problem description, brainstorming solutions, problem clarification and first steps.
However, Rees (2009) adapted the Solution Circles model to include stages which
allowed for further discussion and clarification. The rationale for this was to encourage
active problem solving as opposed to jumping straight from problem description to
solution generation (Grahamslaw & Henson, 2015). The four roles for participants in a
Solution Circle is as follows: a problem presenter who is responsible for outlining their
problem; a process facilitator who keeps the time and manages the process; a note
taker who records the discussions including the problem, the discussion and the
solutions generated; and the brainstorm team- who work together to generate
solutions (Forrest & Pearpoint, 1996; Rees, 2009; Grahamslaw & Henson, 2015). This

process is illustrated in Figure 5.
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The problem presenter outlines the problem

A member of the group summarises the problem

The brainstorm team asks questions around the problem

The problem presenter is asked what the positives are in this particular
situation.

The problem presenter is asked if there is a particular area of the problem
that they wish to focus on.

6. The brainstorm generates as many strategies/solutions as possible to the

I___________
oW e
(& B B N B B B BN |

problem.
7. The problem presenter summarises what they have gained and what might be |
their next step. |

Figure 5. The stages of a Solution Circle (Rees, 2009).
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Prior to the group supervision sessions, a schedule was agreed which was would
enable all school and college staff to have an opportunity to present a challenge which
they had recently faced with when supporting UASC. For each of three sessions, one
school or college (one or two members of staff) were allocated time and participants
had the opportunity to either present collaboratively for ten minutes or present

independently for five minutes on the challenge which they had experienced.

The purpose of using Solution Circles (Rees, 2009) was to explore the difficulty outlined
in more depth and to provide opportunities for group problem solving. The remaining
time during the group supervision enabled participants to verbally reflect upon their
thinking during and between sessions. Participants were given an optional reflection
template to help them to structure their reflections. Participants were allocated time
during the session to make notes on their reflections and were asked to feedback their
reflections as a group in the last twenty minutes of each session. Participants were also
asked to reflect between sessions and the first part of the second and third group
supervision session encouraged participants to discuss thinking between sessions. A
more detailed description of the group supervision sessions can be found in Appendix
13. The handouts used during these sessions can be found in Appendices 14, 15 and

16.

6.4 Data analysis procedures

All data for Part Two was analysed using Braun and Clarke’s (2006) six stage thematic
analysis framework. As previously outlined, thematic analysis was chosen as an

analytical method due to its flexibility of use across different kinds of qualitative data
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and as a result of such an approach concurring with my social constructionist
epistemology. The process used and stages for thematic analysis were the same that

were conducted for Part One (for more information see p. 67).

For Part Two, the data analysed for thematic analysis and for all research questions
derived from three group supervision sessions. However, the data analysed for RQ2
and RQ4 was analysed separately to RQ5. This was as a result of the nature of the
supervision sessions being participant led, thus reflecting more ‘bottom up’ influences.
In contrast to this, the benefits of group supervision (RQ5) were determined
predominantly through an evaluation in the second half of group supervision session
three (see Appendix 13) although this question was also analysed through evaluative
comments made in relation to the group supervision process throughout group
supervision sessions 1-3. As a result of the structured evaluation, the data reflected
top down influences. It was important that these themes were identified separately to
ensure that the initial nodes and sub-themes identified were fully explored and as a
result the higher order themes fully reflected the data set. As such, the thematic
analysis conducted is considered to be ‘theoretical thematic analysis’ as opposed to
‘inductive thematic analysis’ (Braun & Clarke, 2006, p. 83). As with Part One, the
coding process involved coding the explicit meanings of words and phrases in the data-
set. Thus in terms of the level of the themes identified, it can be considered that these

themes are at the ‘semantic’ or ‘explicit’ level (Braun & Clarke, 2006, p. 84).
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Chapter 7

7 Findings and Discussion: Part Two

The purpose of this chapter is to present the findings and discussion for Part Two of

the research. The higher order themes identified across the data set are presented

within Table 13 and explored within the sections below.

Table 13

Themes and sub-themes identified from the group supervision sessions with

professionals

Themes
Political and educational systemic
issues and challenges

Obtaining the experiences and voice
of UASC

The significance of social
connections and relationships and
the difficulties with recognising
needs for supporting social and
emotional needs.

Importance of language and the
relationship between language and
SEMH

Pedagogical approaches, recognising
needs and promoting the success of
UASC

Uncertainty and legal changes of
age for UASC and subsequent
implications for education, social
and cultural understanding and
emotional wellbeing

Sub-themes
Educational systems and issues
Political systems and issues
Asylum process and challenges with the system
Inclusion and differentiation
Information sharing and communication with professionals and
staff
Autonomy and voice of UASC
Learning information about the past of UASC
Developing relationships through trust, honesty and empathy.

Social connections and relationships

Enjoyment of supporting UASC

Recognising and supporting social and emotional needs and
challenges for staff

Language development and the impact for meeting social and
emotional needs
Acquisition and development of language

Alternative methods for communication and support for
developing spoken English

Providing UASC with additional support

Recognising the needs and success of UASC and having high
expectations

Raising awareness and encouraging young people to support UASC

Social and cultural understanding, integration and behaviour
Impact on changes of age, systems and challenges for staff
Social and emotional impact

Processes
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As can be seen from Table 13, thematic analysis generated six higher order themes in
addition to sub-themes from the data set. In this section, the higher order themes
identified are outlined and discussed for each of the research questions. Each theme
will also be presented alongside quotations from the data set. Chapter 5 details how
quotations are anonymised (see Table 10, p. 73). Examples of themes, sub-themes and
initial codes are included in Appendix 17 and 18. Further illustrative examples of the
themes are included in Appendix 19. Photographs and notes of each of the Solution
Circles discussions from group supervision session 1, 2 and 3 can be found in Appendix

20.

7.1 Research Question 2: What opportunities and challenges are there for
school and college staff with supporting the educational needs of UASC?

The themes to be discussed will be split into five broad areas:

Political and educational systemic issues and challenges

e Obtaining the experiences and voice of UASC

e The significance of social connections and relationships and the difficulties with
recognising and supporting social and emotional needs.

e Importance of language and the relationship between language and social and
emotional needs

e Uncertainty and legal changes of age for UASC and subsequent implications for

education, social and cultural understanding and emotional wellbeing
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These five overarching themes arose from the three group supervision sessions and
reflect both ‘bottom up’ and ‘top down’ influences on the data. A Solution Circles
framework (Rees, 2009) was utilised during group supervision sessions. This process
encouraged individuals to focus upon a difficulty which they had experienced when
supporting UASC and provided a way of structuring case discussions. The sessions
tended to have a high level of structure and included opportunities to reflect and
provide an evaluation thus resulting in some ‘top down’ influences. However, during
these sessions participants were able to share their experiences openly and were not
directed to discuss particular issues. The conversations were formed by the

participants leading to the data also reflecting some ‘bottom up’ influences.

7.1.1 Political and educational systemic issues and challenges

The theme of ‘political and educational systemic issues and challenges’ ran throughout
group supervision sessions. All participants discussed the educational systems which
either hindered or aided them with supporting UASC. One participant described how
the lack of experience of school staff and the limited systems available for supporting
UASC, posed a significant challenge for recognising and meeting their needs. For
instance, one college teacher discussed the challenges of ‘winging it’ as a result of

teaching a new course with a large number of UASC.

The limited experience of supporting UASC was also reflected by another participant

who commented:
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‘I've been doing EAL for... nine years. So, this is our first refugee. And, | mean,
It’s completely different, to be honest’ (S52).

Balancing time, money and needs was discussed by all participants as a significant
challenge in their educational provision. Several participants discussed the challenge of
class sizes. For school staff, this was related to the accessibility of subjects and
availability for additional support. For the college staff, challenges of class sizes were
discussed in relation to opportunities for moving UASC into the ‘higher’ language set
and the time and available support which they had to meet individual needs. For

instance, one teacher commented:

‘he just needed more time and a bit more support... But we were all doing the
best we can do with the resources we’ve got’ (C1).

As outlined, the majority of participants described how their own lack of experience of
supporting UASC presented to be a challenge when recognising and meeting the social
and emotional needs of UASC. There is a shortage of literature which has examined the
challenges for educational professionals supporting UASC. However, Chase, Knight and
Statham (2008) highlighted that social care staff working with UASC lacked the skills in
identifying mental health issues experienced by UASC. They attributed these
challenges to a lack of ‘expertise and knowledge’ in the needs of ASR. This research
suggests that a deficiency of knowledge and expertise is also a challenge for
educational staff with supporting the social and emotional needs of UASC. This lack of
experience and knowledge in this research may be explained by two main factors: the

location of the research and the national context.
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This research took place in a shire county in England which had previously only placed
small numbers of UASC within educational provisions. However, since the introduction
of the National Transfer Scheme (outlined in chapter 1), in combination with the global
refugee crisis, the numbers of UASC arriving within all local authorities have increased
considerably (ADCS, 2016). This has resulted in challenges for educational staff as a
result of skill shortage and an insufficient knowledge base for both recognising and

supporting the social and emotional needs of UASC.

The second factor, the national context and economic climate, is reflected upon by
participants in relation to reduced resources within educational provisions. For
instance, Marsh and Higgins (2018) describe continuing pressure on budgets and the
financial sustainability in local authorities and educational provisions. In agreement,
participants described the challenges of supporting the social and emotional needs of
UASC as a result of the political climate. Such challenges included balancing time,
money and supporting individual needs in large classes. An implication for limited
funding for some educational provisions has meant that the amount of additional
support available has reduced in recent years, for example, fewer teaching assistants
to provide academic, language and emotional support for UASC. Despite the July 2016
increased funding for newly arrived UASC, research has found that forty-three out of
forty-four local authorities felt that national funding was insufficient for meeting the

needs of UASC (ADCS, 2016).

Political issues were also discussed more broadly by the majority of participants. Some
expressed their frustration and aversion for the treatment from ‘the authorities’

towards UASC:
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‘the authorities... don’t seem to have that concern at all... they’re... pushed and
shoved around in a hideously random way’ (C1).

The majority of staff also described the impact that the Home Office interviews had

upon the emotional wellbeing of the UASC:

‘the main disruption to his education was all the meetings ...he would just sit
with his head in his hands... sometimes it'd take a few days for X to get back to
normal’ (SS2).

Some of the participants discussed the lack of autonomy and control which they felt

UASC had over decisions. One teacher commented:

‘they haven’t got any power really, have they? ... it must just feel like decisions
are made and stuff’s just done to them all the time’ (SS1).

Other participants discussed their concerns for the future of the UASC in relation to
accessing further education and support after leaving their provision. The lack of
agency and control for UASC has been widely discussed within the literature. For
instance, Kohli and Mather (2003) stressed that when UASC arrive in the UK any sense
of agency and control has been severely reduced. For many UASC, the decision to
leave their country is often made by their families (Chase, 2010). Upon arrival in the
UK, the lack of perceived agency and control is then further compounded by the
asylum process and lack of certainty about their refugee status (Stanley, 2001; Ni

Raghallaigh & Gilligan, 2010).

Within this research, the reduced agency and autonomy was described by participants
as a consequence of the UASC being ‘shoved around’ by the authorities and as a

consequence of the lack of autonomy which they had over their asylum status.
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Throughout both parts of the research, the uncertainty of asylum status and the stress
experienced due to Home Office asylums interviews was found to affect the emotional
wellbeing of UASC. The uncertainty that results from not knowing the outcome of the

decision further compounds this stress (Hek, 2005). As a result, school and college staff

described supporting these needs to be a significant challenge.

The understanding of the social and emotional needs of UASC was highlighted as a
challenge and tied in closely with some of the difficulties for inclusion. For instance,
one HLTA felt that she was always ‘fighting’ for the student and ‘trying to make
teachers understand’ the UASC’s needs. However, not all participants felt that
supporting the social and emotional needs of UASC was a part of their role. For

instance, one teacher commented:

‘there should be somebody else going through that thought process.” (S51).

In particular, this participant felt that supporting these needs should be managed by
the pastoral team within the school. All participants discussed the difficulties of
inclusion and differentiation in relation to the systems within their provision. Both
college teachers outlined a dilemma which they had been faced with as a result of a
large class of UASC being split into two groups. These decisions were made based on
the student’s level of English. However, this had resulted in many of the UASC who had
already been at the college the previous year feeling frustrated that they were in the
lower group. Similarly, a HLTA commented on a UASC feeling ‘angry and frustrated’ as

a result of having limited subject choices. Such findings reflect some of the challenges
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which school and college staff experienced with meeting the needs of UASC. Despite
recent legislation (e.g. DfES, 2015) outlining the responsibilities of all educational staff
for supporting the social and emotional needs of young people, there appears to be an
uncertainty for staff with their responsibilities for recognising and meeting the social
and emotional needs of UASC. These findings emphasise the absence of training which
schools and colleges have received to support them with feeling confident and
competent to both recognise and meet the needs of UASC. Within this research, all
participants reported that they had not received any additional training since

supporting the UASC.

Information sharing and the extent to which staff communicated with one another and
external professionals arose as a difficulty across the data set. However, the responses
varied and tended to be dependent upon the educational provision. All participants
reflected on the sessions encouraging them to consider the importance of sharing
information and communicating with their colleagues and other professionals. One

secondary school teacher described a need for:

‘better systems in place for joined up... thinking’ (SS1).

Likewise, one of the college teachers reflected upon her previous concerns for sharing
information and her change of attitudes since attending the group supervision

sessions:

‘I realised how important it is to share information...I'm now thinking about
how... we might be able to recreate this group within college’. (C1)
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7.1.2 Obtaining the experiences and voice of UASC

Obtaining the experiences and voice of UASC was discussed by the majority of
participants as being both an opportunity and a challenge. For some of the
participants, obtaining the voice of UASC was a challenge as a result of the limited
language of the UASC. Some of the participants discussed alternative methods of
communication in which they had elicited the voice of the young people, for example,
through using non-verbal approaches, external professionals and other students as
translators. In comparison to the findings in Part One, participants commented that as
a result of time and trust, the UASC had started to disclose personal information and

experiences regarding their past. For instance, one college teacher said:

‘I'm finding that my students are starting to offer up information... because I've
been with them since January’ (C1).

As a result of the relationships which this college teacher had started to form with the
UASC, she felt that she had been able to notice when the UASC had been feeling upset,

she commented:
‘| felt that — pleased that I’d noticed ... that he was upset... it gave him a

voice...And it gave me an opportunity to demonstrate that | did care’ (C1).

A couple of the participants drew upon the opportunities for eliciting the voice and
experiences of UASC through developing positive and open relationships with the

UASC. They suggested that these relationships were formed through promoting trust
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and by demonstrating empathy. For instance, one of the college teachers described
how she had built rapport with one of the UASC who had struggled with the

acquisition of English, she commented:

‘I learnt a little bit of Arabic and his face lit up’ (C1)

Whilst another participant emphasised the relationship between time and trust:

‘the longer they spend with you, the more trust there is ...then, you know, they
open up more’. (SS2)

The changes between the findings of Part One and Part Two of the research in relation
to the UASC’s disclosure of information to educational staff may be explained by the
findings of Kohli’s (2006b) small research study. It was found that UASC initially
provided ‘thin’ narratives in which they talk ‘reluctantly and cautiously’ about their
experiences and lives. Kohli (2006b) argued that this process acted as a protective
mechanism; allowing UASC time to make sense of their experiences, to regain a sense
of autonomy and to avoid discussing painful memories. However, social workers
supporting UASC described ‘thicker’ narratives which tended to develop after a period
of settlement in the UK. The UASC opening up about their lives was referred to as
signifying the beginning of an emotional connection between the UASC and the social
worker and stemmed from trust (Kohli, 2006b). Similar findings were found in this
research, where UASC were described as beginning to open up and disclose personal
information following the development of a trusting and open relationship with a
member of staff within their provision. Conversely, it is possible that for some

participants, such relationships may be more difficult to establish. For instance, a
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couple of participants described having only weekly class contact with the UASC.
Limited contact time in addition to a lack of opportunities for forming one-to-one
relationships with UASC is likely to signify a barrier for school and college staff with the

development of trusting and open relationships with UASC.

7.1.3 The significance of social connections and relationships and the
difficulties with recognising and supporting social and emotional
needs.

All participants described the opportunities and challenges of developing relationships
with the UASC for recognising and meeting their social and emotional needs. Several
participants drew upon the ‘different’ relationships which UASC formed with school
and college staff. The development of trusting relationships was framed as an
opportunity for eliciting information about the UASC. This information was then
described as informing the implementation of additional support for the UASC social

and emotional needs. For instance:

‘he did come and see me and that’s how he got into the counselling and things
like that. But, you see, again, its different children, different relationships’.
(SS1)

Another teacher described the challenges with forming relationships with UASC and
eliciting information about their past. She suggested that the extent to which UASC
were likely to disclose information and form connections with school and college staff
may depend upon the UASC'’s perceptions of the role of the adult including the extent

to which they might facilitate change for the young person:
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‘if they think that you can do something for them, they might be more likely to
open up to you in some way’. (C1)

One participant also highlighted one of the challenges of building rapport and forming

connections with all UASC, she commented:

‘I don’t feel like | have that relationship with X... | don’t think he’s gonna choose
me in the way that XX did.” (SS1)

The majority of participants discussed the emotional challenges of supporting young
people who were vulnerable and had experienced significant adversity. More
specifically, they commented on the challenges of identifying the UASC’s social and

emotional needs:

‘the thing that...surprises me with this group of learners is how, presumably,
deeply buried their trauma is’ (C1).

As previously mentioned, the contact time that UASC spend with school and college
staff in addition to the opportunity for one-to-one contact may influence the extent to
which UASC form trusting relationships with particular school and college staff.
Although not related to school or college staff, Wade et al. (2012) found that strong
relationships between UASC’s and their carers was related to the extent to which the
foster carer demonstrated they were on the young person’s side through being an
advocate for the UASC as well as making themselves available to UASC and
demonstrating trust. This research highlights some of the challenges for educational
professionals including recognising potentially ‘hidden’ needs of UASC and being able
to meet these needs through having the time and opportunities to form trusting social

connections with UASC. It is worth noting that the school and college staff who
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reported developing the closest relationships with the UASC within their provision, had

the highest amount of contact time with these students.

Whole school systems and Home Office meetings regarding asylum status were also
highlighted as having some negative impacts on meeting the social and emotional
needs of UASC. For instance, a HLTA described the Home Office meetings having a
significant impact on the unaccompanied student’s mental health and emotional
wellbeing. As a consequence, some of the challenges of accessing school-based

support with supporting his emotional needs were outlined:

‘I was lucky because | had such a fantastic relationship with his carer at the
time... But if | hadn’t had that, | mean, | just wouldn’t have known, half the
time, where to go’ (SS2).

One college teacher recounted how she had met some of the social and emotional
needs of one UASC through demonstrating that she ‘cared’ about the UASC by learning
some of his language, communicating with him through another student and by
providing additional support. However, a school teacher highlighted that this may be

difficult to provide for several UASC, she commented:

‘I guess the big problem is how you do that for everybody’ (SS1).

Various systems were found by this research to influence the extent to which the
social and emotional needs of UASC are or are not recognised and met. These include,
but are not limited to: governmental (e.g. politics including funding, educational
systems and asylum status), cultural (religion and cultures), housing (carers and low

versus high supported housing) and immediate influences (family, friends and school).
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Although not discussed in relation to UASC, such systems in terms of the challenges
and opportunities for school and college staff can be likened to the systems described
in Bronfenbrenner’s (1979; 1989) Ecological Systems Theory. For instance, throughout
the findings in Part Two, school and college staff described some of the educational
and political issues and challenges including resources, funding, curriculum and class
sizes. The UASC’s current asylum status and the uncertainty of their future were also
discussed as significant challenges of supporting the social and emotional needs of
UASC. For the purposes of this theme, supporting the social and emotional needs of
the UASC was highlighted as a challenge as a result of the current context and having
to abide by ‘rules and regulations’ (SS2) both inside and outside of the educational
provision. The lack of agency over these systems compounded by the lack of resources
for providing additional support for ‘everybody’ was suggested as being substantial
barriers to meeting the social and emotional needs of UASC. These findings have
concerning implications for UASC, particularly as a result of few young people being

able to identify anyone to talk to about their emotional needs (Stanley, 2001).

7.1.4 Importance of language and the relationship between language and
social and emotional needs

In agreement with the findings outlined in Part One of the research, the importance of
language and the relationship between language and social and emotional needs arose
as a central theme. The acquisition and development of language were discussed as a
challenge by all but one of the participants. For instance, college teachers drew upon
the challenges which they faced as a result of teaching a group of UASC with varying

levels of English and different needs. The relationship between language and social
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and emotional needs was also discussed across the data set. Some participants
discussed the difficulty with UASC need’s being met as a consequence of their barrier

to language. For instance, one participant stated:

‘I think if their language is very poor, that they can’t make their feelings known
and understand what’s going on a lot’ (SS2).

During a case discussion, the college participants reflected upon some of the
challenges which had arisen as a result of their unaccompanied students being split
into two groups based on their level of English. This process was described as having a
significant impact on the emotional wellbeing of the unaccompanied students. One

teacher commented:

‘we’ve divided into two groups... some of the students in the lower group have
been very unhappy ... they feel they’re covering the same language skills that
they were looking at last year’ (C1).

However, this was reportedly not the case for all of the UASC according to college
staff. Another teacher described how having a lower English set was an opportunity for

supporting the UASC with a lower level of acquired spoken English, she commented:

‘now that he’s in the lower level of the- the new groups... he’s reading out in
class and he seems to be thriving’ (C1).

The importance of language and the relationship between language and social and
emotional needs arose in both phases of the research for the research question. As a
consequence, this theme will be discussed in reference to the findings of both parts of

the research within the overall discussion in Chapter 8.
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7.1.5 Uncertainty and legal changes of age for UASC and subsequent
implications for education social and cultural understanding and
emotional wellbeing

A further theme which arose from the group supervision sessions was the uncertainty
of the ages of the UASC and the subsequent implications of changes of age for
education, social and cultural understanding and emotional wellbeing. Although this
theme was originally presented as a challenge for one of the secondary school
teachers, the implications for the uncertainty of UASC age and legal changes of age
whilst in education was reflected upon by all participants. School and college staff
discussed the difference between the initial and most recent age assessment and the
impact that the process had upon the change of year groups for the UASC. A college
teacher and a secondary teacher discussed the ‘ad-hoc’” method of processing and

determining the age of the UASC on arrival to the UK:

‘most of our Afghan students are born on the first of January, just cos it’s the
simplest thing to go for’. (C1)

‘I think they’d age assessed his brother as younger, and then there’d been
some calculation based on the age gap that was also then not right’ (551).

The implications for the UASC and the challenges for school staff were highlighted. In
addition to significant gaps in learning due to missed education, participants discussed
their concerns regarding how they were able to meet the social and emotional needs
of the UASC within their provision including developing self-esteem and social and
cultural needs and adjustments for UASC as a result of changed legal ages following
age assessments. One secondary school teacher described how an UASC within her
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provision had received a re-assessment for his age which had determined that he was
subsequently older than his original assessment and had moved year groups three
times within one school term. As a result, it was described that there had been
significant educational repercussions for the changes of legal age for the
unaccompanied minors. Such implications included the changes of year group (either
moving several years up or moving down within the school). This secondary school
teacher also outlined the difficulties with unaccompanied students arriving from
primary school into year seven and then being age assessed with the outcome
suggesting the student should be moved into year ten. School staff described the dual
challenges with supporting young people to meet unreasonable targets when they
have missed several years of education in addition to maintaining and promoting their

self-esteem, she commented:

‘but his targets for us, which we can’t get the DfE to alter...he’s got eights...the
equivalent of A*. So, what that does for your self-esteem as well... we're trying
to say, ‘you’re doing really well’ (SS1).

Several participants discussed how they had provided opportunities for developing
cultural understanding and awareness of socially appropriate behaviour in the
classroom. However, the challenge and impact of moving year groups on missed
opportunities for staff to develop social and cultural understanding were

communicated by all participants:

‘it’s been an issue with both of them... levels of cultural understanding ...age
appropriate behaviour and how children get treated differently in different
cultures... how he relates to girls in the community... about what’s okay’ (551).
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Challenges were framed in terms of the social and emotional impact that changes of
age and year group had upon the UASC. The implications for the UASC’s eighteenth
birthday were discussed in relation to them living independently, the length of time
they were able to access education and in reference to their potential return to their
country of origin in circumstances where an application for asylum was turned down.
One teacher also described the challenge of the UASC not communicating about how

they were feeling:

‘he’s in a foster placement that is working towards independent living... it is
hard to talk to them about how they’re really feeling’ (551).

Social barriers were also discussed. A HLTA described the different ‘outlooks’ that
different aged students had and as a consequence the issues which are likely to arise
for UASC when developing friendships. Social barriers were also referred to in relation
to attitudes towards learning. One Secondary school teacher referred to an UASC who
had been aged as significantly younger than his initial age assessment and was
described as ‘regressing’ from ‘quite a studious committed year eleven student’ to a
young person who was no longer displaying as much ‘commitment’ towards his school

work.

Although challenges of age assessment have been cited within the literature (see
Stanley, 2001; Crawley, 2007; Kvittingen, 2010) much of this research has considered
the age assessment and asylum seeking process from a legal perspective (Crawley,
2007; Derluyn & Broekaert, 2008). Thus, the findings realise a ‘gap’ within the research

as they suggest some of the educational and psychological implications for age
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assessments for UASC. Access to, and success in, education is viewed by the majority
of UASC as one of the most important aspects of their lives, yet, UASC who are age
disputed have considerable difficulties in accessing appropriate educational provision

(Crawley, 2007).

Luster et al. (2010) suggests that successful adaptation for UASC is linked with
education and school performance. Similarly, Eide (2000) highlighted the importance
of school performance whilst placing emphasis on social bond and relationships for
UASC'’s development. Considering these findings, within this research it appears that
changes as a result of age assessments are having an impact on the social and
emotional development of UASC. School and college staff described the challenges
they were faced with in relation to providing opportunities for cultural and social
adjustment, missed personal social and health education learning and missed
academic learning. Furthermore, it was discussed that change of year groups for the
UASC led to difficulties with social relationships and integration. One participant
commented upon the difficulties with language for UASC and the challenge for
readjustment when communicating with peers of different ages. The central challenge
which arose for school and college staff was how to best support UASC with
transitioning between year groups whilst meeting their learning and social and

emotional needs.

RQ2 was explored in both Part One (secondary school and college staff interviews) and

Part Two (group supervision sessions) of the research. As a result of this, the data for
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this research question was triangulated using two sources. These findings are collated
and visually demonstrated in Table 14 (see p. 320). Where similar findings arose in
both Part One and Two of the research these are indicated at the top of each section

of Table 14.

7.2 Research Question 4: What strategies and/or approaches do school and
college staff use to support the educational needs of UASC?

The themes to be discussed will be split into two areas:

e Obtaining the experiences and voice of UASC

e Approaches, strategies and support for meeting the needs of UASC

During the group supervision sessions, participants were introduced to Solution Circles
(Rees, 2009). During this process, participants were encouraged to collaboratively
‘problem solve’ solutions to the difficulties which had been presented by other
participants in the group. As a result, the higher order theme of ‘approaches,
strategies and support for meeting the needs of UASC’ did not arise purely through a
‘bottoms up’ process. The sub-themes within this higher order theme included:
alternative methods for communication and support with developing English,
providing UASC with additional support, recognising the success of UASC and having
high expectations and raising awareness and encouraging young people to support

UASC.

7.2.1 Obtaining the experiences and voice of UASC
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The majority of participants described approaches and strategies which they had used
to elicit the experiences and voice of UASC. For instance, two of the participants
discussed at great length the importance of building trusting relationships and
developing a good rapport with supporting and meeting the social and emotional

needs of UASC. One participant commented:

‘the longer they spend with you, the more trust there is and, you know... they
open up more’ (SS2).

Similarly, a second participant recalled one of her experiences with supporting an
UASC where she had demonstrated trust and care and had built a connection with the
UASC through learning some of his language. As a consequence of these approaches,

the teacher described being able to elicit his views and better support his needs:

‘we were able to reassure him and we’re now catering for his needs much
better... just having that little bit of connection over the language and- and
seeing that | was trying and seeing that | cared...he gave more back’. (C1)

Environments conducive to building rapport between school and college staff and
eliciting the voice for identifying the social and emotional needs of UASC were also
discussed during the group supervision sessions. One of the college teachers described

how she had fostered these in her setting:

‘I was able to do a lot of informal learning where we would take [them] out on
trips... in terms of ... trust and...for building rapport and encouraging open
communication, it was really good’ (C1)

‘it was about a twenty-minute walk to the sports centre ... conversation
developed and happened quite spontaneously during the walk... that was quite
useful in terms of building rapport’. (C1)
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This participant described some of the environments that she felt were conducive to
building rapport. These included opportunities for spontaneous conversation such as
walks between locations and going on extra-curricular trips. However, as a result of
contact time with the students and different responsibilities between and within
provisions, not all of the participants felt able to create environments for open
conversations with the UASC to spontaneously materialise. One secondary school
teacher suggested that these conversations tended to occur during the PEP Children in
Care meetings. To date, there has not been a substantial volume of research which has
considered specific approaches and strategies for supporting the social and emotional
needs of UASC. However, theorists have found other beneficial effects of trips and
visits for the social and emotional wellbeing of UASC. For instance, Allsopp, Chase and
Mitchell (2015) found that engaging in visits to museums, trips to the countryside or
participating in youth clubs or religious groups allowed each day to flow in an orderly
way and enabled UASC a sense of moving forward during precarious waiting for their
asylum status. It may be argued that the more relaxed and less pressured
environments that are created on trips and visits enable the UASC to feel more able to
‘open up’ about themselves to school and college staff. This suggestion was implied by

several school and college staff during the group supervision sessions.

Within this research, as discussed, several of the participants described forming one-
to-one trusting and open relationships with the UASC. The importance of a key adult
for supporting UASC within educational provisions has been discussed within the
literature. For instance, the importance of having a caring and supportive adult with

whom a child can build a trusting relationship has been discussed in relation to
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promoting social and emotional wellbeing and promoting a sense of belonging (see
Rutter 2003a; Deveci, 2012) This was illustrated in this research whereby one
participant described a UASC giving ‘more back’ as a result of the reassurance and
development of a connection with a member of college staff. These findings
emphasise the importance of a key adult for promoting the social and emotional

wellbeing of UASC.

7.2.2 Pedagogical approaches, recognising needs and promoting the success
of UASC

The majority of school and college participants described using alternative methods
and approaches for supporting UASC. Some participants discussed the external
support which they have received from professionals who provided interpretation,
ESOL (English for speakers of other languages) and bi-lingual support for UASC. One of
the college teachers described how she had used non-verbal strategies, through using
art, to elicit the voice of UASC in addition to embedding English within more practical

based activities and enriching activities including trips.

Following problem-solving discussions, a secondary teacher reflected upon ways in

which he would change his practice in the future:

‘one thing | certainly would do...is try to learn some of the...language ... to be
able to just have a try and have a little bit more rapport’. (551)

All of the participants discussed the ways in which they had provided additional

support for the UASC within their provision, these approaches and strategies varied
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and additional support was described as both being provided by internal
school/college staff and through seeking support from external professionals. One of
the teachers from the college recalled seeking support from a social worker and
education welfare officer following one of the UASC’s asylum statuses being declined.
Participants also referred to signposting UASC towards external agency and community
support including refugee support, the local mosque and local charities for supporting
minority ethnic groups. Local university links and support offered to children in care
and UASC was also discussed by several participants. For instance, one teacher

described young adult mentors coming in to support the UASC:

‘they’ve trained mentors to come in and work with children in care for the
university’ (SS1).

One of the participants expressed the importance of seeking additional support from
external agencies for the UASC in relation to preparing them for adulthood and

ultimately, support for independence, he commented:

‘we’re talking about them as unaccompanied asylum-seeking children and it
just worries me a little bit what happens when they cease to be children...|
suspect that they’re gonna need support’ (C1)

As discussed within the literature review, good practice guidance for supporting
refugee children in schools and guidelines for practitioners to follow have been
relatively outlined within the literature (see Ofsted, 2003; DfES, 2004; Doyle &
McCorriston, 2008). Furthermore, Arnot and Pinson (2005) recommended from their
research with Local Authorities in England an extensive induction package that

included an in-class teaching assistant for six weeks, classroom resources for EAL
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(English as an additional language) students in mainstream classrooms and other dual
language resources. However, more specific good practice guidance for supporting
UASC is emerging yet still lacking within the literature. It is important to note that
whilst ASR children’s needs may demonstrate some similarity to UASC, by definition,
UASC are without parents or carers to meet their needs and as a consequence, it has
been increasingly acknowledged that UASC have a unique set of experiences which
make them more vulnerable than the wider population of refugee young people

(Crawley, 2007; Farmbrough, 2014).

Some of the present research findings are in accordance with the good practice
guidance outlined, for instance, there was an emphasis on school and college staff
using non-verbal and alternative language based approaches to communicate with
UASC. In addition to these strategies, participants described using internal (e.g. TAs,
EAL and pastoral support) and external professionals for supporting the language
needs (e.g. bilingual support) and the social and emotional needs (e.g. mentors and
counsellors) of UASC. These findings are in agreement with Bronstein and Montgomery
(2011) who found that school staff identified access to English/in-class support as an
important factor impacting on the needs of UASC. This research also emphasised the
importance for school and college staff to receive additional support and guidance for
preparing the UASC’s for adulthood and independent living. These findings are in
agreement with Cassity and Gow (2006) who argued for integrated approaches
towards schooling for the settlement of refugee students which focus not only on
transition to schools, but also for the longer term participation of refugee young

people in their new society.
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In relation to internal additional support, the majority of participants described how
their provision had implemented a ‘buddy system’ to support the integration of UASC
into the provision. In one school, this was also designed to support the UASC with
communication and language in instances where there was a student at the school
who spoke common languages with the UASC. One teacher described the positive

benefits of this approach:

‘his buddy was a really good- good character... helped to- to build, sort of,
friendships within the school’ (SS1).

The use of mentoring buddying systems to facilitate the development of friendships
has been discussed within the literature. Moscardini et al.(2008) and Mohammad and
Thomas (2017) recommend that buddy systems can promote friendships, guidance
and support on a day to day basis within a school. Similarly, Deveci (2012) suggests
that UASC’s experience of loneliness and isolation can make them more vulnerable and
at risk of entering potential unhealthy and exploitation relationships. As a result,
Deveci (2012) stresses the importance of social connection and the development of
relationships for UASC. Within this research, the buddying system aided the UASC with
developing friendships and being socially integrated within the provision. One
secondary school teacher also described how an UASC’s ‘buddy’ had encouraged him

to take part in sporting activities such as football which aided with social inclusion.

Strategies for providing additional support to meet the UASC’s social and emotional

needs were also highlighted during group supervision session. One teacher articulated
147



to the group how she had provided information to the UASC which included different
organisations in the local area who supported refugees in addition to other

information which helped them in keeping and feeling safe.

‘| printed off...a list of all the different organisations in X who support
refugees... | wanted them to see that there are people concerned and
interested ...also ....a little thing of keeping safe...who to ring in an emergency’.
(C1)

During the group supervision sessions, all of the participants considered the adversity
which the UASC had experienced and the potential impact that these experiences may
be having on their learning. A college teacher described some of these challenges and
reflected upon how her understanding of the UASC’s experiences and social and
emotional needs might inform and change her/their future teaching approaches and

strategies, she commented:

‘they’re holding all this ...And then they’re expected to concentrate and focus
and learn another language... So, | think that that could change how we teach.
And we could factor in more break times a- or, you know, games’ (C1)

Similarly, two participants reflected upon the importance for providing engaging

activities which relaxed the students and supported their emotional needs:

‘we used a lot of games, like Scrabble and things like that...” (5§52)

‘veah .... | did... last year. But now I’'m thinking, actually, | need to ... Bring that
back in and — because of, yeah, how hard it is for them to absorb all this
information’. (C1)

Such approaches and strategies highlighted that some school and college staff

recognised the importance of meeting the UASC’s ‘basic needs’ prior to their ‘learning
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needs’. As previously outlined, within his hierarchy of human needs Maslow (1970)
posited that in order for ‘higher’ needs (e.g. self-actualisation) to be met, firstly, ‘basic’
needs (e.g. basic safety and security needs and belonging) will need to be achieved. As
a consequence, according to Maslow (1970) learning will be affected by those children
whose basic needs are not met. Within the research findings, one participant
described meeting the safety and security needs of UASC. Safety needs may be seen
on two levels: physical and emotional. One participant described using specific
strategies to support the physical safety needs of UASC through providing information
including where the UASC could access support, emergency services information, for
example, showing the young people using Google Maps street view where they were
within the college and where important locations (e.g. police stations) could be found.
Other participants reflected upon the extent to which the experiences of UASC
affected their ability to access learning within the provision. As a consequence,
participants described opportunities for providing games and a high level of additional

emotional support to meet the language, learning and social and emotional needs of

UASC.

The majority of participants discussed the importance of the UASC’s recognising their
own success. One of the participants discussed a difficulty which he had been
experiencing with some of the UASC within his provision experiencing low self-esteem
and feeling frustrated at being placed in a lower English group:

‘I suppose if I'm honest, | want them to feel as good as the upper group. That’s
the truth’ (C1).
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This evoked an extended discussion among participants as to how the UASC’s could
recognise their own successes and what approaches and strategies school and college

staff could use to promote these feelings:

‘I think your issue re-revolves around their perception... The way they see
themselves... That they are as valued as the upper group.... is there a need of a-
some sort of- more of reward or recognition system there to how well they’re
doing?’ (SS1)

Further group supervision sessions illustrated that other participants had also
considered how the UASC within their provision were recognised and rewarded for
their successes. The changes of thinking for the participant who had presented the
original difficulty as a result of considering the importance of UASC recognising their

successes was also emphasised:

‘the notion of making the student or helping the students to feel they’re being
rewarded for their achievement is hugely important... | think for them to feel
that there are people who are pleased with what they’re doing is crucially
important’. (C1)

The specific approaches and strategies involved in facilitating UASC to recognise their
own success stemmed from group supervision sessions. Participants suggested that
the perceptions which UASC’s had regarding their academic success were important
for their self-esteem, whilst the extent to which they felt valued by school and college
staff appeared to be related to their sense of school belonging. During discussions,
school and college staff deliberated as to the strategies and approaches that they
could use for enhancing UASC’s perceived sense of success, for example, recognising
success through rewards and displaying students’ academic work. The importance of

educational success for these students has also been deliberated within the literature
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(Farmbrough, 2014; Wade et al., 2005). Taylor and Sidhu (2012) found that successful
inclusive approaches to refugee children included educational provisions establishing
clear indicators for success which did not focus solely on academic attainment. Within
Part Two of this research, UASC were described as attributing success to the amount of
progress they made with their language and their perception of doing well at school
and college. Kohli and Mather (2003) suggest that UASC are known to want to succeed
educationally, with this determination to succeed being in agreement with established
paradigms on the resilience of UASC (Kohli, 2011). However, the research findings on
the needs of UASC's to perceive success has implications for the approaches and
strategies which school and college staff may use in educational settings. This will be
discussed when considering implications for EP and other professionals practice in

Chapter 8.

Raising awareness and encouraging other students to support unaccompanied asylum
seeker children and young people was also discussed by several educational
professionals. As outlined, the approach and strategy of using ‘buddy systems’ within
schools and college was described by several participants. A couple of participants also
discussed the opportunity for tackling racist and discriminatory views by other
students and within the community through raising awareness of the needs and

experiences of UASC and by encouraging students to provide support.
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7.3 Research Question 5: What are the benefits to introducing the process
of group supervision for school and college staff when supporting
UASC?

As can be seen from Table 15, thematic analysis generated four higher order themes in
addition to sub-themes from the data set. In this section, the higher order themes
identified from the data sets are outlined for each of the research questions and are
discussed in further detail. Each theme will also be presented alongside quotations
from the data set. Some of these findings will also be discussed in light of theory and
research. Examples of themes, sub-themes and initial codes are included in Appendix

21 and 22. Further illustrative examples of the themes are included in Appendix 23.

Table 15

Themes and sub-themes identified from the group supervision evaluation with

professionals
Themes Sub-themes
Enjoying the process of group supervision e Enjoyable, supportive and valuable
and the practical and supportive benefits e Future supervision and wanting to carry on
The importance of reflection for e Managing difficulties
managing difficulties and changing e Changing perspectives
perspectives and attitudes
Communicating with other professionals e Having a confidential space
and colleagues and feeling able to share e Opportunities for developing practice and
information, knowledge and strategies sharing information
Challenges around time and educational e Not everyone attending all sessions
provisions’ priorities e Time and prioritising

The themes to be discussed will be split into three areas:
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e Enjoying the process of group supervision and the practical and supportive
benefits

e The role of reflection for managing difficulties and changing perspectives and
attitudes

e Communicating with other professionals and colleagues and feeling able to

share information, knowledge and strategies

Although the fourth theme did not answer the research question, the theme will be
outlined briefly in relation to some of the challenges of introducing secondary school

and college staff to the process of group supervision for supporting UASC.

e Challenges around time and educational provisions’ priorities

7.3.1 Enjoying the process of group supervision and practical and
supportive benefits

All of the participants outlined benefits which had arisen from the process of group
supervision. Some participants described how the process had supported them with
gaining a better understanding of the needs of the unaccompanied students. For

instance, two teachers commented:

‘it has been good for me... to think seriously about the trauma, the problems,
the difficulties, things that they do have to face’. (C1)

‘greater awareness of the issues around effectively supporting these children’.
(SS1)

Several of the participants also discussed the benefits of the opportunities to problem-

solve with others. For instance, one participant described feeling ‘isolated’ as a result
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of her previously having been the main support for the UASC in addition to being the

EAL coordinator for school:

‘...as EAL coordinator, nobody else really understood EAL in the school, | was
always quite isolated... | like this process of, you know, trying to draw on
different ideas and different ways of looking at things’ (SS2)

Similarly, a college teacher explained that he had been both ‘impressed’ and surprised
by how useful it had been to discuss the difficulties that he had experienced with UASC

with other school and college staff:

‘even though other people don’t know that learner, they can offer really helpful
suggestions...l wouldn’t have thought it could be as productive as it has been’.
(C1)

All participants referred to the supportive and pragmatic advantages of the group
supervision sessions. One secondary school teacher described how it had given her
‘time to think” which she described as being a difficulty in her role. Several participants
described recognising ‘common threads’ which they had experienced when supporting
UASC and found the ideas and advice ‘really beneficial’. All of the participants
discussed future opportunities of continuing the supervision and discussed different
ways of doing this, for example, through using technology. The majority of participants
suggested that they would like to continue the group supervision and were considering

getting other school and college staff involved.

As outlined, some participants described how the process had enabled and developed
their understanding of the needs of the UASC. Hanko (1999) suggests that participating

in collaborative problem-solving groups- a process similar to group supervision and for

154



which the group supervision sessions were based on- can deepen teachers’ insight into
emotional and social factors which contribute to children’s learning. This notion was
especially illustrated in this research by school and college staff reflecting upon their
‘greater awareness’ and understanding of some of the difficulties, experiences and
needs of UASC. Of particular note were the suggestions from a couple of participants
who described how they would change their practice as a result of such increased
understanding. These findings are particularly significant given that school and college

staff described a lack of experience and training for supporting the needs of UASC.

Sagor (1992) asserts that CAR, which was facilitated through the process of group
supervision, overcomes the isolation which is commonly experienced by classroom
teachers. In agreement, the findings of this research suggested that group supervision
reduced school and college staff’s experiences of isolation and enabled them to share
their experiences with UASC whilst fostering new strategies and approaches for
supporting the social and emotional needs of UASC. The aim of CAR in this context is to
improve practice for educational practitioners (Kemmis, 2001). Thus, it may be argued
that the benefit of improving awareness of practice was achieved. The supportive and
pragmatic advantages of group supervision were discussed in reference to having
additional time to think and being able to recognise and discuss common themes with
colleagues and other school and college staff whilst seeking and offering ideas and
advice within the group sessions. The theme of ‘time’ also arose as a challenge for
some participants engaging in the group supervision process and somewhat appeared
to be a double-edged sword (Greenfield, 2016). On one hand, having ‘time to think’

was perceived as a benefit to the group supervision sessions. However, making the
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time to attend sessions to enable to have the time to reflect was a significant
challenge. Similar findings have been discussed in the literature (Wright, 2015;

Greenfield, 2016).

7.3.2 The importance of reflection for managing difficulties and changing
perspectives and attitudes

Most of the participants described how having opportunities to reflect during the
group supervision sessions had aided them in developing their thinking and pedagogic
practice. More specifically, the ‘Solution Circles’ approach was described as being
beneficial for problem-solving and changing educational professionals’ perspectives
and practice. For example, one teacher described how she had been ‘accepting’ things

how they were instead of challenging systems and looking for solutions:

‘I was thinking well this is how it is. We’re all doing the best with what we’ve
got... but...sometimes when you look at something as a problem, that can be
useful because then you can start to look for solutions’. (C1)

School and college staff all spoke about the barriers of time for attending group
supervision sessions. However, time barriers were also discussed in relation to the
difficulties which staff had for ‘bouncing’ ideas with other colleagues in the same
department or provision and for this reason, group supervision was seen as being
particularly beneficial. Whilst all participants discussed the importance of reflection,
several described the challenges of having the time to reflect outside of group
supervision sessions. For this reason, the group supervision sessions gave them the

time to be able to do this:
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‘...like X said, giving me time to reflect... it's forced me to think about the
learners as individuals. Cos there is — personally, there’s this, sort of, danger of
thinking of the group rather than thinking about the individuals’ (C1)

Several participants also stated that being encouraged to reflect upon their practice

had enabled them to recognise their own successes:

‘...reflection on what you were doing and sometimes realising that, you know,
what you do is okay’. (S52)

As outlined, participants described the benefits of having time to reflect. These
benefits included changing perspectives of the way in which they perceived and
understood the UASC within their provision. Ryan and Bourke (2013) argued that
reflective practice is an essential element of teachers’ professionalism so that they can
mediate the diverse conditions within which they work. Yet, national professional
standards for teachers exclude reflexivity as an overarching discourse of teachers’
professionalism (Ryan & Bourke, 2013). Thus the group supervision and collaborative
problem-solving opportunities enabled school and college staff to reflect upon their
practice, problem-solve challenges which they faced and recognise their own successes
and as a result, change their perspectives and attitudes. The benefit of changing
perspectives and attitudes as a result of the collaborative problem solving process has
also been cited in the literature. Within her doctoral thesis, Wright (2015) found that
collaborative problem-solving groups encouraged teachers’ with changing their
perspectives and that this process frequently led to enabling practical changes within
their practice. Within this research, one college teacher reflected upon how the group

supervision sessions had encouraged her to change her way of thinking and described
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how looking at something as a ‘problem’ and challenging specific issues when
supporting UASC had enabled her to look for a solution and as a result, change her

practice.

7.3.3 Communicating with other professionals and colleagues and feeling
able to share information, knowledge and strategies

Confidentiality and being able to share information about the past and current
experiences of unaccompanied asylum seeker children and young people were
discussed as being a significant benefit for group supervision. For some of the
participants, prior concerns were raised as to what could and could not be discussed
during group supervision. Their comments reflected their changed perspectives of
sharing information during the sessions as a result of the respectful attitudes from

others and the nature of the process:

‘...l was concerned about what can | and can’t | share... it is that feeling of |
want to be respectful in this process and now I’'m realising that this is a really
respectful process in itself’ (C1).

The significance of communicating with other professionals was emphasised by all
participants. This was in relation to opportunities for sharing information regarding
particular young people that were known to more than one participant and for sharing
strategies for supporting the needs of UASC. For some of the secondary school staff,
group supervision was an opportunity for them to find out more information about the
local college ‘Living in Britain’ course which the majority of the UASC within their

provision would be joining at sixteen years old. One teacher commented:
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‘even knowing, like, some quite practical things about, like, what this course
looks like, knowing that some of our students go on to it, has been really
helpful’ (SS1).

Several of the participants reflected upon the importance and value for

communicating with other professionals both outside and within their own provisions.

Participants discussed how useful it was to gain other’s views and to meet other

professionals supporting UASC: ‘

it’s been really great to share with others, problems that we’re facing and to
brainstorm to find a solution’ (SS2).

Several participants found it helpful to share concerns and problem solve difficulties
with professionals who understood and experienced some of the same challenges that
they had experienced. A couple of the participants referred to ‘common problems’ or
‘common threads’ arising from discussions and the usefulness of sharing ideas,
approaches and strategies to supporting the social and emotional needs of UASC.
Similarly, another college teacher reflected on the importance for professionals to
communicate and described how the process had been ‘quite rewarding in terms of

the value’ that she felt she gained from the process.

Hawkins and Shohet (2006) suggest that group supervision can provide a supportive
atmosphere of peers in which supervisees can share their concerns and recognise that
other colleagues are facing similar issues. This concept is illustrated within this

research where participants described feeling able to share confidential information
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and identified ‘common threads’ of difficulties which were arising between and within
provisions for supporting the needs of UASC. As found within Greenfield’s (2016)
doctoral thesis on teacher’s resilience and peer group supervision, participants within
this research were able to develop trusting, supportive relationships with one another
where they felt able to disclose personal information about the UASC. It may be
argued that these relationships were formed as a result of the ‘boundaried’ and ‘safe’
space to reflect on their practice which is often absent within educational settings
(Hulusi & Maggs, 2015). This process supported participants to feel able to share
approaches; strategies and problem solve difficulties when working with UASC. Figure

6 below illustrates the findings of the benefits of group supervision from this research.
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Figure 6. Thematic network relating to the benefits for educational professionals with

partaking in group supervision

160



The final theme that arose from the analysis does not directly answer RQ5. However,
for the purposes of considering the benefits of group supervision it is also useful to
consider the challenges of taking part in group supervision and the implications for
school and college staff. Therefore, this final theme will briefly be discussed with a

view to informing the development of future practice.

7.3.4 Challenges around time and educational provisions priorities

The only disadvantage described by all participants was the challenges around time. All
participants discussed how group supervision was beneficial; however, having the time

to attend the supervision was a challenge. For instance:

‘time is the big pressure... it has been really beneficial, but that’s the only
drawback’ (S51).

The majority of participants stated that they would have liked more time, both longer
sessions and more sessions. However, they also knew that as a result of time, they

would not have been able to commit to this:

‘it’s a shame that, you know, — that we can’t continue a bit more. But at the
same time, I've got a lot of time commitments elsewhere’ (C1).

Within the responses of the participants, some participants suggested that group
supervision and the research was not in accordance with school priorities. One
secondary teacher stated that the biggest disadvantage for him had been that he was
unable to use the research as part of his performance management as the only UASC

within the school had recently left. These findings suggest the influence of school
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policies and whole-school priorities can have significant implications for the support

and training accessed by school and college staff.
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Chapter 8

8 Overall Discussion and Conclusions

The studies outlined in Part One and Two of this research contribute uniquely to the
knowledge base regarding educational professionals’ experiences and perceptions of
supporting the social and emotional needs of UASC. The findings also provide an
insight into some of the educational experiences of UASC within a shire county in
England. This chapter will summarise and link the findings from both parts of the
research. Consideration is also given to the implications of these findings for
educational psychologists (EPs) and other professionals. Finally, the methodological

strengths and limitations within both parts of the research will be outlined.

8.1 Bridging Part One and Two: Summary of key findings

In summary, the findings for both parts of the research are as follows:

e The acquisition of language was found to play a critical role in UASC’s social and
emotional wellbeing. More specifically, language proved to be a significant
barrier for the students integrating within the educational setting. Fluency of
language affected whether students felt able to communicate and integrate
with their peers and express their needs to staff. Language barriers also led to
UASC’s experiencing significant frustration and affected their emotional

wellbeing.
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Educational professionals described challenges with recognising and identifying
the social and emotional needs of UASC due to language barriers and being
unable to determine the underlying functions of specific behaviours.
Numerous challenges were outlined in relation to the inclusion of UASC. These
challenges included the acquisition of the students’ English for accessing the
curriculum and the amount of support available for students.

Several participants expressed their lack of experience for supporting
unaccompanied students and asserted that this represented a challenge when
recognising and meeting the students’ social and emotional needs. As a
consequence of the limited level of experience and training opportunities
available for educational professionals, participants implied that there were
often no systems in place within their provision to aid them with supporting
these students.

Funding and available resources were described as both opportunities and
challenges of recognising and meeting students’ needs. For instance, the
economic climate was described as impacting upon the availability of funding
and resources for supporting UASC. Yet, some participants described being
given additional funding and additional bi-lingual support paid for by the LA.
Seeking additional support internally in addition to external support was
emphasised as being critical for meeting the social and emotional needs of
UASC.

The importance of sharing information about the UASC and communicating
with colleagues and external professionals was echoed throughout the
research. Communicating with and receiving support from colleagues and

external professionals was perceived to be a central opportunity for school and
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college staff. However, participants suggested that this was often a challenge
due to available time.

The uncertainty of the future as a result of unknown or unresolved asylum
statuses was discussed throughout the research. All educational staff described
the negative effects that waiting for news of the outcome of their asylum status
had upon the social and emotional wellbeing of the young people. The result of
the UASC's asylum status being turned down was described as having a
significant impact on their emotional wellbeing. Both school staff and the UASC
commented on the Home office interviews affecting the emotional wellbeing of
the students and, as a result, often affecting their education.

Supportive and trusting relationships were found to be crucial for meeting the
social and emotional wellbeing of UASC. Professionals described the
opportunities of developing relationships with the young people for recognising
and meeting their social and emotional needs. In comparison to Part One
where educational professionals outlined that UASC did not wish to talk about
their past, Part Two findings suggested that as a result of developing trusting
and open relationships with staff over time, the students had started to
disclose information about their past. Building these relationships was also
seen as enabling some staff to elicit the views and voice of the young people.
Similarly, the students themselves described the significance of relationships
with staff, their peers and their carers. They suggested that social support and
supportive relationships were substantial factors for supporting their needs and
for acting as protective factors both within and outside the educational setting.
Adverse experiences and accumulation of stressors for UASC were discussed by

school and college staff and the UASC throughout the research. Such stressors
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included pre-flight adverse experiences (e.g. persecution of the young person
and their family) and post-migration stressors (e.g. the uncertainty of the young
person’s future, their home placement, challenges with the acquisition of
language and challenges with cultural adjustment). The students and the
educational professionals described some of the challenges surrounding
acculturation including gender inequality, the perception of childhood and
social and cultural norms and the impact of these factors on social integration
within the provision. These factors outlined contributed to the school and
college staff building a narrative of the UASC'’s as both ‘vulnerable’ and

‘resilient’.

8.2 Relevance for practice: Educational psychologists and other
professionals

Both Part one and Part Two of the research have highlighted a range of roles for
educational psychologists and other professionals in relation to supporting the social
and emotional needs of UASC in secondary school and college provisions. This section
will briefly outline the role of the educational psychologist (EP), the current context
and will then identify some of the potential implications for practice as a result of the

research findings.

EPs work with a range of children and young people including those with special
educational needs, social and emotional difficulties and children with mental health
issues (DfE, 2014b). As a result, EPs are in a unique position to actively apply

psychology to policies and research (Mohammad & Thomas, 2017). They carry out
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their work at an individual level (e.g. with a young person), group level (e.g., teachers,
families) and organisation level (e.g. LA services, schools, community settings) (Fallon,
Woods & Rooney, 2010). At each of these levels, they perform five core functions:
assessment, intervention, consultation, research and training (Toland & Carrigan,
2011). The United Conventions on the Rights of the Child (UN, 1989) and Chapter 6 of
The Children and Families Act 2014 have recognised the importance of the voice of the
child and in doing so have influenced the role of the EP. According to the Educational
Psychology Services Report of the Working Group (Kelly & Gray, 2000), EPs are well
placed to elicit and include the views of children in a neutral way and including them in
plans. Moreover, Mohammad and Thomas (2017) assert that involving young people in

decision making promotes resilience and self-efficacy.

Prior to this research, there had been limited literature which had focussed upon the
educational experiences of UASC and yet, the most recent SEND Code of Practice (DfE,
2015) has stressed the importance of the voice of the child in matters pertaining to
their educational needs. Thus, it is likely that there is a role for EPs with supporting and
eliciting the voice and views of UASC within educational settings. As found in this
research, eliciting the views and voice of these students can be challenging as a result
of their potentially traumatic experiences, tendency to suppress their emotions and
memories (Kohli, 2006b) and their barriers to communication. Using alternative
communicative strategies in addition to translators is likely to be important when

obtaining the voice of these young people.

The increase in social, emotional and mental health needs of children and young

people (MacKay, 2006) has meant that there has been a greater responsibility for
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educational staff to support their social, emotional and mental health needs (DfE,
2015; House of Commons, 2017). This is in line with recommendations proposed by
the ‘Future in Mind” document (DoH, 2015) which asserts mental health as everyone’s
responsibility. However, as a result of the reported increase in social and emotional
and mental needs of young people and the current UK national context, mental health
services such as Child and Adolescent Mental Health Service (CAMHS) are under
increased pressures to deliver more care with less resources and this has meant that
lengthy waiting lists are frequent (Fuggle et al., 2016; BPS, 2018). As a consequence,
EPs are becoming increasingly involved with supporting the social, emotional and

mental health needs of young people within educational provisions.

Hart (2009) argues that refugees’ experiences of trauma are rarely limited to
experiences of loss, violence or persecution. Rather, there are multiple experiences
during migration and on arrival in their host country that are likely to have adverse
effects upon a young person’s development. The BPS (2018) asserts that there is much
that psychologists can do in terms of improving outcomes for UASC and that this
contribution should be viewed at a multi-systems level; supporting local authorities,
schools or colleges and with working at the individual level. One of these
recommendations is related to providing specific training to the LA and schools and

colleges, this will now be explored in the context of this research.

Training needs for recognising and meeting the needs of UASC
The findings of the research suggest that the school and college staff felt unqualified
and inexperienced in recognising and meeting the needs of UASC. As a result, there are

implications for educational psychologists and mental health care professionals for
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providing training for staff from educational provisions. Whilst it is important to note
that UASC are not a homogenous group, as they originate from many different
countries, cultures and religions and have independent needs and experiences, it could
be argued that as a result of arriving unaccompanied, many of these young people will
share similar experiences. Thus, such training may entail promoting the understanding
of school and college staff with some of the most commonly cited pre- and post-
migration experiences of this group of young people. In line with Bronfenbrenner’s
(1979; 1989) Ecological Systems Theory, it is also important for the delivery of whole
school/college training to encourage professionals to consider the impact of the
systems (e.g. educational, political, cultural and immediate systems such as carers and
peers) around the young person for their social and emotional wellbeing. Several
educational staff reflected upon how they would change their teaching strategies and
approaches as a result of having a clearer understanding of some of the social and
emotional needs of UASC such as meeting their basic safety and security needs. Such
strategies included factoring in additional breaks to support concentration and using
games to aid the students to feel more relaxed within the lessons. Training
opportunities could consider specific strategies and approaches for supporting the
social and emotional needs of UASC and could signpost professionals towards

resources.

This research highlights the importance of trusting and open relationships for UASC. As
a consequence, training packages may consider the role and responsibilities of a key
adult within the educational provision for promoting emotional wellbeing and social
integration of unaccompanied students. Several participants referred to the lack of

‘systems’ and good practice guidance for supporting the needs of UASC within their
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provision. This was related to the lack of experience which schools and colleges had
within the LA for supporting these students. Consequently, it could be argued that an
implication for educational psychologists and professionals within the LA may be to
support schools and colleges with writing good practice guidance and implementing
systems for supporting the varied needs of UASC. Given the emphasis that was
stressed within the research between language and social and emotional needs,
training and assistance with supporting language needs is likely to be particularly
useful. A high level of guidance and training and close working relationships with
external professionals with specific EAL specialisms (e.g. bilingual support and Advisory
teachers) in relation to pedagogical approaches and teaching strategies for best
practice when supporting language barriers and promoting inclusion is likely to be
beneficial. Research findings highlighted the need for supporting UASC arriving to a
school without knowledge of the local language. Yet, it is also worth emphasising that
findings from the interviews with UASC suggested that developing social connections
and social support networks within educational settings will be critical for meeting the

social and emotional needs of these students.

Providing emotional and practical support for educational staff

This research highlighted some of the emotional challenges for educational staff
supporting UASC. Challenges were associated with hearing emotionally upsetting past
and current experiences of the students and at times, providing a high level of support
with challenging post-migration experiences. Such difficulties included emotional and
mental health needs relating to the uncertainty surrounding the unaccompanied

students’ future and asylum status. Within the research, all participants described the
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benefits of group supervision and the Solution Circles process for providing pragmatic
and emotional support. Opportunities for communicating with and meeting other
professionals facing similar challenges within a safe, confidential space were also
highlighted as beneficial. These findings imply that such collaborative problem-solving
and group supervision groups are likely to be beneficial for supporting educational
staff with managing difficulties and meeting the social and emotional needs of UASC.
As a consequence, there are implications for EPs and other professionals to provide a
platform for such groups whilst offering their expertise as facilitators to deliver
collaborative problem solving groups. Moreover, the EP knowledge of local schools
and colleges in addition to the relationships which many EPs have with school and
college staff is likely to be useful within rural areas where there are low numbers of
unaccompanied students thus smaller numbers of schools and colleges involved with

supporting such needs.

Perceptions of success

School and college staff described the importance of the UASC experiencing success. It
was found that recognising ‘success’ was a challenge for these students as a result of
their language barrier and associated challenges with accessing the curriculum.
Similarly in Part One of the research, some of the UASC described the importance of
making progress and receiving recognition for doing well at school/college. These
findings may have implications for professionals with developing the self-efficacy of
these students. As discussed by Cummins (1984, 2008), acquiring BICS and CALP is a
lengthy process. Many of these students arrive at a late stage of their education with
significant gaps in their educational experience whilst being encouraged to meet

targets in line with their English speaking peers. Yet, it is likely that many of these
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young people will attain results which are significantly below those of their peers.
These challenges are further exacerbated by the external pressures faced by
educational staff in relation to the meeting the objectives which are set out in the
National Curriculum. These findings have highlighted a role for EPs with providing
school and college staff with support in relation to how they encourage these students

to recognise their own success and enhance their self-efficacy.

8.3 Methodological strengths and limitations of the research

This section will consider the methodological strengths and limitations of both parts of
the research. It is especially important to take into account the limitations when

considering the findings of this research.

According to Willig (2008), the methods by which quantitative research is evaluated
are not appropriate for judging qualitative research. Similarly, McGhee (2011) argues
that the criteria specific to judging the ‘validity’ and ‘reliability’ of quantitative research
are different from that of qualitative research with such terms being replaced by
broader conceptions of how the quality of interpretation can be secured and
enhanced. A number of authors have proposed criteria for evaluating the validity of
qualitative research (Willig, 2008), however, for the purposes of this research, the
criteria outlined by McGhee (2011) will be discussed. Such criteria include:
‘creditability’, for ensuring the research is based on a range of evidence;
‘dependability’, for considering if similar findings would be found in similar settings by

using systematic and well-documented data collection and; ‘transferability’, the
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application of findings from one setting to another whilst considering each setting

individually. These concepts will be used in relation to the evaluation of this research.

Strengths

One advantage of the research is the way in which data collection methods were
combined for answering one of the research questions. Both parts of the research
sought to obtain a deeper understanding of some of the challenges and opportunities
for school and college staff with supporting the educational needs of UASC within
schools and colleges in this LA (RQ2). This enabled the process of triangulation as the
responses from participants were viewed from different angles (Willig, 2008) thus
enhancing the creditability of the research. Furthermore, the perceptions and
experiences of both the UASC and the school and college staff were used for
triangulating different data sources within the research. This facilitated a more holistic

understanding of the experiences of the participants.

The use of thematic analysis was appropriate for the methodological approach used
and the method of data collection because it allowed the unique experiences of the
participants to be communicated through identified common themes whilst
maintaining the rich nature of the data. To enhance the dependability of findings, one
important step in thematic analysis is that the ‘themes’ need to evaluated to ensure
they represent the whole of the text (Alhojailan, 2012). According to Miles and
Huberman (1994) validating themes in both the early and later stages of data analysis
is essential and should involve an outside researcher to review and evaluate identified
themes. A benefit of the research was that an external researcher, a colleague also

undertaking the doctorate, examined the themes both in the early and later stages of
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analysis. Furthermore, the consistency of the transcripts was also checked by
participants as they were provided with copies of their transcripts and asked to check
for accuracy. These processes enhanced the creditability and dependability of the

research findings.

The originality of the research aims and questions was a fundamental advantage.
There has been a broad range of research which has considered the experiences and
mental health needs of UASC. However, there has been a paucity of literature which
has considered the experiences of school and college staff with supporting UASC.
Likewise, there has been a lack of research which has considered the opportunities and
challenges for educational staff and for unaccompanied children within small rural
local authorities. This research is particularly pertinent given the surplus of these
young people entering less experienced local authorities as a consequence of the
National Transfer Scheme. As a consequence, this research offers insight into the
experiences of UASC and the school and college staff supporting these students.
Furthermore, pragmatic recommendations are made with supporting the social and
emotional needs of these students within educational provisions in similar local
authorities. Nonetheless, it should be noted that in considering the findings of this
research, there are a number of potential limitations which may have implications for

the transferability of such findings to similar settings. These will now be outlined.

Limitations
One of the central difficulties with the research was the recruitment of participants
and the small number of secondary school and college staff and UASC who took part.

From a social constructionist perspective, this research did not aim to make
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generalisations. Furthermore, the small number of UASC placed within the LA meant
that the numbers of school and college staff and students who were able to take part
in the research were limited. At the time of recruitment, only six secondary schools
and colleges within the LA had unaccompanied students on roll and out of the six
educational provisions, three of these provisions gave permission for the individual
school or college staff to be contacted whilst three declined. All of the schools and
colleges who took part gave permission for their staff members to participate in the
research, however, none of these settings wanted to be part of the research.
Consequently, the six school and college staff and the six unaccompanied asylum
seeker young people may not provide a full picture from the LA and whilst contributing
valuable insights the experiences of these participants are unlikely to be fully

representative of practice across the area.

The timescale of this research and the availability of school and college staff posed
further limitations. | began the action phases of the research in September 2017 and
ceased my involvement with the research by December 2017. This meant that the
number of group supervision sessions on offer within this time were limited. Initially,
five group supervision sessions had been proposed within this period. However, as a
result of recruitment difficulties and participants’ time commitments, the number of
sessions was reduced to three. This meant that only one cycle of action research was
possible for this small-scale research and it was not possible for me to witness the
effects of the sessions on professional practice. In relation to the challenges with the
availability of school and college staff, there were a number of limitations with Part
Two of the research. One male secondary school teacher participant withdrew from

phase two after not attending the first two group supervision sessions. This had an
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impact on the dynamics of the group as it meant that only two out of the five
remaining participants had secondary school teaching responsibilities. One participant
commented upon this as a disadvantage for the participants that took part as they felt
it led to discussions being skewed towards college teachers and non-teaching staff,
and consequently may not have reflected a full picture of some of the opportunities
and challenges for secondary teaching staff. The lack of engagement from some staff
meant that as a researcher, | needed to be proactive with engaging educational
professionals. Challenges also arose with one of the unaccompanied students leaving
one of the secondary schools part way through the research. This was significantly
problematic as it had implications for the extent to which staff felt that they were able
to change their practice as a result of the action research and group supervision

sessions.

Furthermore, as a result of school and college extracurricular commitments and
sessions being required to take place outside of school and college working hours, it
was difficult to schedule the three group supervisions where all participants could
attend. After dates had been confirmed, adjusted and re-confirmed, at late notice one
participant was unable to make the second session. In order to counteract this
limitation, | provided this participant with an audio recording of the session in addition
to the transcript so he was able to reflect upon his thinking during the third session. A
further participant could not attend the final session due to an injury and instead
participated through the means of a conference telephone call. As a result of the
reduction of numbers of participants taking part in the group supervision sessions, the
solution focussed circle approach was more difficult to facilitate. Consequently, | asked

an educational psychologist colleague to support with the role of ‘the note taker’ who
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was responsible for recording the discussions, so all participants were able to fully
engage with discussions and reflections during the sessions. | felt that some of the
difficulties that were experienced during the research were a reflection of the current
climate and context for the increased pressures placed upon school and college staff
nationally. Therefore, there is a likelihood of similar challenges occurring in similar
settings. However, it is possible that these factors impacted upon the creditability,

dependability and transferability of the research.

A further challenge of the research arose when interviewing the UASC. All of the
students had been asked if they would like to be interviewed with the support of a
translator. However, none of the participants requested this support. The varied levels
of spoken English meant that the length of interviews ranged between five and fifty
minutes and it is possible that not all of the young people were able to fully express
their views. Thus, it is possible that not all of the experiences and views within the
research fully represent the views of unaccompanied asylum seeker young people
within this small LA. Furthermore, there are likely to be implications for practice for
educational psychologists when recognising and supporting the needs of UASC as a
result of these young people not requesting translators. For instance, eliciting the
views of UASC and obtaining an in-depth assessment of the needs that a young person
may have is likely to be challenging in circumstances where the individuals spoken
English is limited. The next chapter will outline the overall conclusions from the

research and will make recommendations for future research.
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Chapter 9

9 Conclusions, Recommendations and Future Directions for Research

This chapter will consider the final conclusions drawn from this research. The findings
from both parts of this small-scale research uniquely contribute towards the literature
exploring the experiences, opportunities and challenges of supporting the social and
emotional needs of UASC in educational settings. Recommendations and future

directions for research will also be outlined.

9.1 Final conclusions and recommendations

Common themes and final conclusions in relation to each research question will now

be briefly outlined alongside recommendations for practice.

Research Question 1

A key relationship was found between the language and social and emotional needs of
UASC. Educational professionals reported that the students’ language barriers had a
significant impact on their social and emotional wellbeing including their social
integration within the setting, feeling able to communicate their needs and the extent
to which they felt that their needs were noticed by educational staff. Participants also
described associated challenges between UASC's barriers with language and accessing
the National Curriculum. Findings in relation to inclusion and the curriculum on offer

for UASC varied significantly between educational provisions. An accumulation of
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stressors and adverse experiences of the young people were also discussed. Such
experiences were described as having a significant impact on the social and emotional
wellbeing of UASC’s within the educational setting. Most commonly cited were the
previous pre-and during flight experiences of the UASC, the distressing Home Office
interviews and challenges for students with uncertainty around their asylum status and
future. Cultural adjustments were also outlined as a challenge for integrating UASC
within the provision. Gaining social approval, ‘fitting in” with their peer group and
forming social connections and friendships was described by participants as being a
significant social need for unaccompanied students. Based on these findings, it is likely
that there are implications for the level of support provided to UASC for learning
English language, supporting the development of social connections and ensuring that
consistent ‘good practice guidelines’ are implemented across all secondary school and
college settings (in line with DfES, 2004; Doyle & McCorriston, 2008; Taylor, 2008).
Based upon these findings, such guidelines should include an inclusive ethos, an
emphasis on language support, individualised curriculums and specific support for

meeting the social and emotional needs of UASC.

Research Question 2

A range of challenges and opportunities were described by school and college staff for
supporting the educational needs of unaccompanied students. Such challenges
included but were not limited to: a lack of training and feeling unqualified for
supporting the social and emotional needs of UASC; difficulties with recognising and
meeting the social and emotional needs of UASC as a result of language, social and

cultural barriers; and political systemic difficulties. The later challenge encompassed
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several factors including a lack of resources (e.g. additional staff, funding and time),
attitudes towards inclusion, and difficulties with providing emotional support in times
of uncertainty and emotional distress, particularly in relation the asylum application
process. Opportunities for supporting the social and emotional needs of UASC were
also described by educational professionals. These included developing trusting
relationships with UASC, receiving support from colleagues and external professionals,
and raising awareness and developing understanding of the experiences of UASC for
the staff and students within the educational provisions. While these findings suggest
that there is some good practice within these provisions, participant responses
suggested that there are also significant training needs for educational settings with
supporting the social and emotional needs of UASC. Several staff also described the
lack of ‘systems’ in place for supporting such needs. As a result, whole school training
is likely to be useful in relation to what constitutes as ‘good practice’ when supporting

the social and emotional needs of UASC.

Research Question 3

Overall, the UASC described positive experiences of attending their school or college.
Such experiences were explained as a result of being able to learn and work towards
meeting future aspirations and the opportunities for developing relationships with
peers and school or college staff. All participants emphasised the importance of the
friendships and social connections which they had formed since arriving in the UK or
enrolling in their educational setting. In particular, trusting and caring relationships
with peers, carers and educational staff were described as being significant for

meeting their social and emotional needs. Many of the UASC described the challenges
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with their emotional states fluctuating between ‘happy’ and ‘sad’ and reported using
suppression strategies for not thinking about their past. All of the UASC described the
language barrier and uncertainty of their asylum status significantly impacting upon
their social and emotional wellbeing. These findings stress the importance of forming
relationships for UASC in relation to supporting their social and emotional needs. As a
result, there may be implications for the responsibilities of key staff when planning the
integration of these students. It is also important to consider the significance of having
a key adult within the setting responsible for overviewing the holistic needs of UASC.
These needs may include basic needs (e.g. safety, language, communication and
home-placement), social needs (e.g. friendships, integration and inclusion) and
emotional needs (e.g. belonging, connection and self-esteem). In fact,
recommendations were made by one of the participants who suggested that
unaccompanied students would benefit from having a member of staff within the
school responsible for coordinating their overarching needs and integrating them into
the community. Similarly, research has endorsed an integrated, holistic approach to

meeting the needs of UASC (Arnot & Pinson, 2005; Taylor, 2008).

Research Question 4

A range of approaches, strategies and additional forms of support were described by
school and college staff as being useful for supporting the educational needs of UASC.
All participants outlined the importance of communication with colleagues and
external professionals. External professionals were described as being significant for
providing ESL support, additional support for staff and the young people and for

providing background information and the current circumstances of the UASC.
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Alternative methods of communication, extra-curricular opportunities and embedding
English within activities were all described as existing or potential pedagogical
approaches for supporting the needs of UASC. ‘Buddy Systems’ were also described as
being effective for integrating UASC within the setting and for supporting them with
developing friendships. Some participants also discussed the significance of buddy
systems for supporting the student’s acquisition of English. Meeting the basic safety
needs of UASC and strategies of supporting these needs of UASC through providing the
students with emergency contacts and organisations where they could seek support
were outlined. The findings from Part One and Two of the research suggest that staff
had differing levels of understanding of the needs of UASC and approaches for meeting
their social and emotional needs. Consequently, opportunities for school and college
staff to participate in collaborative problem-solving groups in addition to accessing
further training is likely to be beneficial. It is important to highlight that this research
was only able to conduct one cycle of AR as a result of time restrictions and the
commitments of school and college staff. In order to gain a deeper understanding and
to develop their pedagogical practice, it would be useful for a potential second cycle of
AR to consider the implementation of such approaches and evaluate these approaches
in relation to the impact such strategies may have upon the social and emotional

outcomes of UASC.

Research Question 5

During the group supervision sessions, staff began to consider the impact which some
of the students’ experiences may have on their ability to concentrate in lessons. As a
result, some school and college staff reflected upon the importance of using relaxation

activities and frequent breaks to support the social and emotional needs of UASC.
182



Recognising the success of the students and encouraging the students to view their
own success stemmed from the group supervision as being critical for supporting their
needs. These findings suggested that the process of group supervision enabled
professionals to have a space in which to share ideas, develop strategies and to reflect
upon their own practice. The group supervision sessions were described as being
considerably beneficial for practical and supportive purposes. These factors included
gaining a clearer understanding of the needs of the UASC, being able to share
information and communicate with other professionals including sharing knowledge
and strategies in a safe space and being able to reflect and challenge prior thinking and
attitudes toward supporting UASC. Despite the time commitments required for such a
process, the findings suggest that group supervision is a beneficial process for aiding
educational professionals with supporting the social and emotional needs of UASC.
Therefore, it is likely that professionals supporting the needs of UASC within
educational settings would benefit from having on-going access to individual or group
supervision. This process may be particularly beneficial for professionals with limited

experience of working with unaccompanied students.

Research findings situated within psychological theory

All of the experiences, perceptions, challenges and opportunities outlined from
educational professionals and from the UASC may be explored through
Bronfenbrenner’s (1979; 1989) Ecological Systems Theory as operating at differing

systemic levels.
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Cultural and social
norms, language,
integration ,
religion funding
and asylum

Political systems
e.g. educational
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home-school
communication

The child and their
immediate
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family, home
placement, peers
and teachers

Figure 7. Adapted from Bronfenbrenner’s (1979; 1989) Ecological Systems Theory:
Visual representations of some of the opportunities and challenges faced by UASC and

their educational staff for recognising and meeting social and emotional needs.

Bronfenbrenner’s (1979; 1989) Ecological Systems Theory proposes five levels of
environmental influence which influence an individual. These levels have been
discussed within the literature review and the figure above is an adapted version of
the theory illustrating how some of these environmental systems have impacted upon
the social and emotional wellbeing of the UASC in this research. The initial level
considers the influence that the child’s family, peers and teachers may have upon the

young person.

184



Within this research, it was found that having supportive carers and educational staff
contributed towards the social and emotional wellbeing of the young person. The
second layer refers to the interconnection and interactions between the child’s
immediate context (the school/college) and outer influences, for example, the
attitudes towards inclusion and integration. As outlined, attitudes from school and
college staff and the availability of support was variable between provisions. The third
level considers local educational and political systems and preconceptions of
‘unaccompanied asylum seekers’ in the media upon the social and emotional wellbeing

of UASC.

The final level accounts for the much wider influence of political, social, cultural and
religious factors. For the purposes of this research, the political and educational
systems and stakeholders influence the opportunities and challenges of supporting
UASC, for instance, funding, resources and the impact of the asylum process. The
challenges with cultural adjustments, language and social norms and behaviours are
extensive at this level. Furthermore, within this research, the current national context
in terms of the global refugee crisis and the difficulties with austerity were discussed in
relation to supporting these students. It is likely to be beneficial for school and college
staff to receive training reflecting all of the systems which impact the social and
emotional wellbeing of UASC and for this theory to be used to explain how to
recognise and meet the needs of UASC. This has already been achieved in terms of
providing a platform for considering how protective processes can play a role in
supporting UASC to overcome adversity (Maegusuku-Hewett Dunkerely, Scourfield and

Smalley, 2007).
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9.2 Directions for future research

This research found that social connections and relationships were especially
important for UASC within educational settings. However, further research into ‘school
belonging’ for promoting unaccompanied students’ social and emotional wellbeing is
likely to be useful. Hastings (2012) identified several factors which contributed to a
sense of belonging for refugee children in educational settings. These included:
learning the language, getting to know and be known by people around them,
increasing familiarity with the environment and being listened to and respected by
others. However as previously discussed, the needs of UASC are distinctive. Therefore,
it would be useful for future research to consider whether these factors contribute to
the social and emotional wellbeing of UASC across a range of educational provisions as

this was not examined in this research.

Given some of the challenges with meeting the language and social and emotional
needs of UASC, there is likely to be a significant risk for these young people with
becoming NEET (not in educational, employment or training) after leaving their
educational setting. Thus, longitudinal research for post-16 unaccompanied students is
required for gaining a clearer picture of ‘what happens next’ for these young people.
Such research may then inform practice in relation to the support which can be
provided for the unaccompanied young people after leaving education with
independent living and accessing further education or full-time employment.

One of the aims of this research was to examine both the opportunities and challenges
for secondary and college school staff in relation to supporting the social and

emotional needs of UASC. However, during the course of the research, inclusion arose
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as a central theme. School and college staff outlined the varied attitudes from school
and college staff towards the inclusion of these students and described the varying
curriculums, level of integration into mainstream classes and support the students
received. In line with these findings, it may be useful for future research to consider
the different teacher, school and college staffs’ attitudes towards inclusion with UASC
to gain a clearer understanding of some of the challenges of implementing classrooms
conducive to inclusion. Furthermore, it is likely to be beneficial for researchers to
consider the systems and good practice guidelines which different provisions use and
their implementation within educational settings. It is important to note that this
research only considered secondary school and college provisions due to the typical
age of when unaccompanied children arrive in the UK. However, it may be useful to

consider primary settings within future research.

Finally, one of the central findings was the importance of communication for meeting
the needs of UASC. The group supervision sessions facilitated the discussions of a small
number of school and college professionals. However, having a broader range of
professionals and adults who support the needs of UASC (e.g. social workers, EPs,
CAMHS, carers, independent living organisations and refugee support) would provide a
deeper and more diverse pool of experience and philosophy to inform future research

and offer a robust insight into how to provide multi-agency support for UASC.

9.3 Conclusion

This two-part research has offered a rich picture of the experiences and perceptions of

school and college staff and UASC in a shire county in England. This research has also
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considered some of the distinctive opportunities and challenges for educational
professionals with supporting the social and emotional needs of UASC. This research
has addressed a gap in the literature by enabling a deeper insight into the perceptions
of UASC regarding their UK educational experiences alongside a consideration of the
views of professionals in relation to supporting UASC. As a consequence,
recommendations can be used to inform an ecological-systems approach for

supporting the social and emotional needs of UASC in educational provisions.

Reflection

The present research has enabled me to identify some of the individual needs that
UASC have within educational provisions As an educational psychologist, | have been
involved with casework with children in care and those ‘looked after’ by the local
authority. This research has provided me with an insight into the distinct educational
needs of UASC apart from other ‘looked after’ young people. In particular, | was
surprised by the extent to which the acquisition of language impacted upon the social
and emotional wellbeing of the student participant and the significant impact of the
asylum-seeking process and uncertainty upon the emotional wellbeing of this group of
learners. | have become increasingly aware of the way in which systems (e.g. asylum,
political, cultural and educational systems) affect the social and emotional wellbeing of
UASC and I have recognised the importance of educational staff and professionals

building rapport for trust and for being able to communicate with these young people.
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The level of integration and inclusion within educational settings for these students was
highlighted as both a challenge and an issue across settings. This has encouraged me
to consider the importance of inclusion of these students within my practice as an
educational psychologist. The educational psychology service has recently won a bid
from the Department of Education to support the educational needs of UASC. The
findings from this research have greatly influenced some of the packages on offer to
educational staff and carers. For instance, one of the packages which are on offer
includes supervision and collaborative problem solving opportunities for educational
staff and systemic support for promoting inclusion (e.g. considering timetabling and

the integration of students) for UASC in schools.
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Appendix 1- Search terminology and strategy for the literature review

To review recent literature a selection of resources were selected. These included
‘PsycArticles’, ‘JSTOR’, ‘Elsevier’ and EBSCO’, which are ‘host’ services facilitating
access to a greater selection of online journals. The most recent editions of the most
relevant journals were accessed, including, ‘Educational Psychology in Practice’ and
‘Educational and Child Psychology’. Electronic databases such as the Exeter University
library catalogue and the internet search engines ‘Google’ and ‘Google Scholar’ were
also used to access relevant articles, websites and central and local government
publications. These electronic data base searches were conducted between 01°*
January 2017 and 28" February 2018. Key search phrases within these searches
included variations of the words, ‘social factors’, ‘emotional wellbeing’, ‘risk and
protective factors’ ‘teachers experiences’, ‘support in school’, ‘perceptions’, ‘successes
and challenges’, ‘resilience’, ‘inclusion’, ‘practical strategies’, ‘school interventions’ and
were in combination with ‘unaccompanied asylum seekers and refugee children’ and
‘unaccompanied children’. Cross referring of reference lists in found studies was also

conducted, to maximise the number of relevant studies found.
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Appendix 2- Concept map for the interviews with professionals

Area 1% 2" 3"
Role in school/college in relation to working
Experiences with unaccompanied asylum seekers and
refugees

Teacher/TA

Experience of working with UASC in the
past

Recent experiences of working with UASC

How has the work made you feel

In what ways have experiences
been positive

In what ways have experiences been
negative

History of the unaccompanied asylum
seekers who you work with

Country of origin/
language/religion, why they had
to leave their country

Previous experience of education

Factors which may affect the UASC young
person in school

Living arrangements

Information about asylum status

What information were you provided with

when starting your work with UASC
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Where did this information
come from

Is there any information you didn’t have
that would have been helpful for
supporting UASC

How well do you feel the UASC'’s are doing in
school

Some people say that resilience is an
important factor for UASC, what do you think

Tell me about the ways in which
you’ve noticed them being
resilient

How well do you think they are settling into
your setting

social and emotional wellbeing

What opportunities are there for UASC
attending your school/college setting?

Are they able to take part in all
activities in the schools

What challenges do the UASC or young
people you work with face in the setting?

Needs of UASC

What additional needs do the
unaccompanied children whom you work
with have in the classroom?

Emotional needs
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In what ways do you think these
additional needs might affect their
learning

Tell me about any social needs that UASC
may have

In what ways have these social
needs been positive

In what ways have these social needs
been negative?

In what ways do you think these social needs
might affect them in school?

Their mental health/ emotional
wellbeing?

What processes are there in school/college
for supporting these needs?

In-house support?

External professionals?

Resilience
/protective
processes

Are you aware of any protective processes
e.g. social support that the UASC you work
with use?

Individual/group/community
support?

Do you feel these coping strategies support
the young person in your setting?

School factors

Can you describe any strategies/approaches
that your school uses with UASC

Induction procedures
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What whole school approaches does your
school use for supporting the needs of UASC

Good practice guidelines?

School training?

Are there any school interventions used with
this group of young people?

E.g. ELSA/therapeutic
approaches?

Approaches/
strategies

Tell me about your teaching practice when
supporting/teaching unaccompanied asylum
seekers and refugees?

Specific approaches/ strategies?

To what extent are these new
approaches/ new strategies?

How different has the teaching been from
your typical teaching with young people who
are not unaccompanied asylum seekers?

Opportunities
of working
with UASC

What are the opportunities for working with
unaccompanied asylum seekers and
refugees?

As a professional?

Whole school?

What are the opportunities for supporting
individual needs of UASC?

Social and emotional wellbeing?

224




Challenges of
working with
UASC

What are the challenges you face as a
professional working with unaccompanied
asylum seekers and refugees?

As a professional?

Whole school?

What are the challenges of supporting the
social and emotional wellbeing of UASC?

Have you identified any other obstacles with
teaching unaccompanied asylum seekers and

refugees?
Time
Experience
How do you approach the challenges you
face with working with UASC?
Additional support?
LSAs/TAs?
Have you received any internal support for
teaching UASC?
SENCO?
Other?
Have you received any external support for
teaching UASC?
Refugee specialists?
EP/CAMHS?
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Appendix 3- Interview schedules for the interviews with professionals

Area

1St

znd

3rd

Experiences

Can you tell me about your role in
school/college in relation to working with
unaccompanied asylum seekers and
refugees?

Teacher/TAs?

Have you had any experience of working
with this young group of young people in
the past?

Tell me about your recent experiences of

working with /unaccompanied

asylum seekers and refugees.

How has the work with these young people
made you feel?

In what ways have these
experiences been positive?

In what ways have these experiences
been negative?

Are you aware of the history of the
unaccompanied asylum seekers who you
work with?

Country of origin/
language/religion, why they had
to leave their country?

Previous experience of education?
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Are you aware of any factors which may
affect the UASC young person in school?

Living arrangements?

Information about their asylum status?

What information (if any) were you provided
with when starting your work with UASC?

Where did this information

come from?

Is there any information you didn’t have
that would have been helpful for
supporting UASC?

How well do you feel the UASC'’s are doing in
school?

Some people say that resilience is an
important factor for UASC, what do you
think?

Tell me about the ways in which
you’ve noticed them being
resilient?

How well do you think they are settling into
your setting?

What about their social and
emotional wellbeing

What opportunities are there for UASC
attending your school/college setting?

Are they able to take part in all
activities in the schools?

227




What challenges do the UASC or young
people you work with face in the
school/college setting?

Needs of UASC

What (if any) additional needs do the
unaccompanied children whom you work
with have in the classroom?

Emotional needs?

In what ways do you think these
additional needs might affect their
learning in school?

Tell me about any social needs that UASC
may have/have in school?

In what ways have these social
needs been positive? (e.g.
developing new friendships)

In what ways have these social needs
been negative? (e.g. bullying racism and
difficulties with social inclusion).

In what ways do you think these social needs

might affect them in school?

Their mental health/ emotional
wellbeing?

What processes are there in school/college

for supporting these needs?

In-house support e.g. qualified
counsellors/mentors?

External professionals e.g. EPs or CAMHS?
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Resilience
/protective
processes

Are you aware of any protective processes
e.g. social support that the UASC you work
with use?

Individual/group/community
support?

To what extent do you feel these coping
strategies support the young person in your
setting?

School factors

When an UASC or young person arrives, can
you describe any strategies/approaches that
your school uses?

Induction procedures?

What whole school approaches does your
school use for supporting the needs of UASC?

Good practice guidelines?

School training? Key adults?

Are there any school interventions used with
this group of young people?

E.g. ELSA/therapeutic
approaches?

Approaches/
strategies

Tell me about your teaching practice when
supporting/teaching unaccompanied asylum
seekers and refugees?

Specific approaches, resources
and strategies?

To what extent are these new approaches
and involve new strategies?
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How different has the teaching been from
your typical teaching with young people who
are not unaccompanied asylum seekers?

Opportunities
of working
with UASC

What are the opportunities/good things for
working with unaccompanied asylum seekers
and refugees?

As a professional?

Whole school?

What are the opportunities for supporting
individual needs of UASC?

Social and emotional wellbeing?

Challenges of
working with
UASC

What are the challenges you face as a
professional working with unaccompanied
asylum seekers and refugees?

As a professional?

Whole school?

What are the challenges of supporting the
social and emotional wellbeing of UASC?

Have you identified any other obstacles with
teaching unaccompanied asylum seekers and
refugees?

Time?

Experience?

How do you approach the challenges you
face with working with UASC?

Any additional support?

LSAs/TAs?

230




Have you received any internal support for
teaching UASC?

SENCO?

Other?

Have you received any external support for
teaching UASC?

Refugee specialists?

EP/CAMHS?
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Appendix 5- Ethics proposal including consent forms and information sheets for
professionals, children, carers and social workers

UNIVERSITY OF Ref {for office use only]

EXETER

COLWLEGE OF SOCIAL SCIEMCES AND INTERNATIOMAL STUDHES

When: |:-:h'11|:|lu:'.inE'J'i:- T F\Ii:r.m: remmeminer that the porpose of the dooument 15 to |:||:n."|l i:ulpln.r the
etfical considerations of the research being underiaken. 45 8 pereric fiorm it es been ponsiructec to
cover & wide-range of differsnt projects 5o some sections may nok seam relevant to pou. Pleass indude the
informretion which addneszes any ethim| considera@ions for your particukar project which will be needed oy
the 5515 Eiwcs Commethes to aponoe yoer p'np-crzl.

Guidsnoe on all aspects of the S5E Ethics apolication procass oan b fiound on the 5515 intranst
hetoes: /fintranet saster. 50k so0 als GEnoes st Y rasaanch rese snchend ron merksnd polices e thics)f

Al staft snd postdoctorsl students within 5515 should uze this form to appdy for ethical approwal and then
send it ko one of the ‘ull-un'.'ir.E =il addresses:

ssis-sthicofewster.scuk  This emeil should be used by st and postoociorsl students in Egenis, the
Instiute for Arab snd ERamic Stodiss, Law, Politics, the Stratesy B Seoumity restiburbe, mnd Sn:ln:iul\:lg;lr.
Philosophy, Ankhropology

romadi EE‘.!I:I::[_ aCc uk  Thils =l showld be ussd by skaff and postdoctoml shudents N the Graduste
Sichodod off Eduscation.

Applicant detrils

Harme aimes MAoTZan

Department Education

UcE =mail sddress AmBEDESEr s uk

Duration for which permEecion is neguinsd

ou should request approsel fior the sntire period |:|r-|l|:rur resaarch ackiity. The siart date should be st
lesst one: maonths firom the date that you submit this form. Students should use the HITI:EIF-B’..EC dats of
compietion of their course as the and date of their work. Flease nobe that netrospective athical soorouml

will nEver IJIEEI'JE"I

Start dete- 06/03/ 2017 | Ena @=te: 07012018 | Cemte submitted: 02f08 7017

Students only
AN studemrts maust disouss their rasearch inbentions with their suparvizor [ tutor prior to submitting an
spplicetion: for ethics| approvel. The discussion may be face to face or vis ameail.

Prior to submitting your upplil:u'l:-:-". i b fired fiorre o the SSIS Ethics Commitiee it shoulkd o= mpproved oy
your first mnd second supervisor | dissertation superdisonftutor. Wow should submit evidenos of their

& pproval with your application, e.f. & oogy of their email aporol

Stusdent nurmiber SEDIE0ET

Programime of shudy Docter of Educational Popchology | DEDPsych]
I yom selected “other” fom the list above please mams your
pro e here

Mame of Andrew Richards and Christopher Boyle

Superdisor{z)ftutors or

DiissErimtion Tukor

Herwe you sttendsd any It 5, phease sve the date of the training: L& Movamher H)16

EHiiCs trainine that is | received etiecs for Educational Poycholney pracios traiming duringe year 1
Daciifrsefitl Page 1 =f 10
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mvailaole to shusderis? of the: doctorste Course and more recenthy, | have also recEreed Ethacs for
proctice traiming on the 15t Howember 20 delivered ry Chris Boyle.

Certification for all submissions

| her=ry :erl:'flrtl'mtl'n'illabil:le bry e details 5f'.lu1 im this sgplication and that | ursdertsi= in my resesrch
‘ta respet e dignity and |:_|n|1.|1'.| Oy oof thedse i ::u.'hngln this rasearch. | confirm that it my res=arch
shu-u.ll:Idee mq:iml'-.'l will oomiplete & furiher sthics erq:-p-cmlf-:rm

Aimee Morgan

Double click this box o confirme cartificrtion E

Submission of Hs ebfics proposai form monfirms powr oooeptanos of Ene oiove.

TITLE OF WOUR PROJECT

Action research with unamompanisd asyium ssskers and refusees [UASR:| and taachers: Expioring views
snd experiences and formulsting collsbomtive strteges to support the sodal and emotional weil-being of
UASR 5 in srhool settings.

ETHICAL REVIEW BY AN EXTERMAL COMNMITTEE

Ho, my mes=arch is meot funded by, or doasn't wse cats froem, ssther the r-IHSn:rI'.-'i'nl'st.rlr pff Defemce.

MENTAL CAPACITY ACT 2005

Mo, my project does not imive perticipants aned 16 or over wiho are unable ko gve informed consent [e.g.
people with lzamning, disabilites

SYMOPSIS OF THE RESEARCH PROJECT
Ar g quice ~ T30 words.

Introdsction: Research problem and rationale

The numbear of Asglum E-EHIHEWF:EI'I.IEEE |:I1|I:h=n|.ﬁ5H| snd Unsccoempanied Asylum Sezking Refuses
children and r'nLrEFi:uF\lc.lLl.-.‘sqhus q:l"umu'hi:ulllllnu"cuscl:l o the last tcn-.'curs with tihe UK
EOWarTUTYENt promising o accept 20,000 Syrian refugsss alone in the next ten years [BEC Mews, 2043). In
e LUK, nu"nhursclfu:lﬂum u|:||:||i-|:u1:|'-:-r|.': e imcremsegd g recent decsdes and as m result, there Fas besn
8 Subsequent increase in the rumoer of ASR and WASR children in schools |Hert, 2009). Curmently, the
conumiries with the: hiphest percentages of appd cants sranted refugse svhe in 2046 inchude: Syrn [371),
Ir-:.|1|:3511| &nd Sudan [305). The rumber of mpolcabions fromi ercnmpuried children stancs ot 1,319 for
the perind tsnaery 2HE- Aupust 2046 with onily 7% of these appiications heving besn mede by ferales
[The Eritish Fefuss= Coundl, 20405} This increase in the number of refugess Fes impliomtions for eduomtion
us'n'-cllummmmmeﬁmlp?rmbﬁim[EPq. Fﬂ'hrhrﬂ:,ﬁiﬂﬁlitﬂcﬂp:ﬁﬂzufﬁuth;
with ASK and ASC, teachers have Dazun b0 EXpress COnCems regarding how to best oupport thess
wulnerabie children and youns neopk [CFF) thius reguiring further saidance from their school EF [SAmot &
Pinson, 2003; Hart, 2005,

ﬁ.-:l:essirﬁ_ﬂ'-e school curmioulem for thess young :ﬁ:l:l-emb-ed'ﬂ.ll-erlg'rﬁfar severnl reasors. For
Exmmp, it wis Pound thet school aged asyium seekers snd refusses who heve sthended school in their
Cosumviry of origin found the spprosch to teaching in England very different. Many of these youns people
stmuzpied with the Isnpuesee due o their unfamilianty vith spesking Englich and many of the older LASR
had been out of sdumation fior some time [Appa, 30003]. In addition to these more conorete leaming
barriars, thare sre slso CONCEMS SUMTOUNGing the :m-:t.l-:ln-ulwull-bzln.; o these youns seonle. Far
instamce, whilst there has been some resesrch which has =xmmined the emotional difficufties and mertl
hiasifth concarns that UASC eupariance (2.5 Rutier, 2003). There is also & Bk of ressanch which has
CoTeidered ieachers perosptions and wisws around parbiousr bemmiers or ditficuiies seTDuRd ng supportins
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these children or nessarch which considiers how such FFI:H'IEE.'I-DIHJF man support the :m-:*.innulw:ll-b-einE-:lr
1:I1i5'.ﬂ.||ncru:He5n:l.||:|. Wiithin sducation, EFT hawve a meusinrulrupmsi:iitr'h:fm:rcrfeﬂun-m'nu of
sl chilidren, in accordsnos i.'ﬂ‘.hﬂ'ltE'-El"‘ll Child Matters mpencn [DFES, 2004]. However, newly mrrived
children md'lrnl.rEFeuFle.:E'rF':L. sp-b:rﬁ:ulllll UASC s, are identified as & cohort whers the skills of sn EF can
imprul.l:_-:-utm*nu.:leletaJ., Z005). The next section -_i.l'llq:ll.rtine u.:ri-err:-.'ii_-d.'_-:tﬂ'rtli'ha'ut'n wiich
has congiered the effects of wer-related I‘.Iﬂ.l'rl-u-:ﬂcmn\:vl'ﬂl'h'cll-b-ﬂl'ﬁ and the I"I1|:|H-I:t iof thiese effects
within schoals.

The curnent resssndh :'upmutn;ﬂicitth: mercantions and views of teachers themeehees inrelation to the
nF-F-crturi'Eu und_l:l'ﬂllm-z's fiar wnrh'rE with Lln?si:m:lse:m'u'terll -:!I:H:-inth: :|-=r|:-=:rt_i|:|_rn= and -:'ii:ws-:ll'
aEC th:rn.n:hﬂl:mm 1._|. Thee s=ooned :I'luul"rutn:!d:.lzb:lpa.penu-:lrp::r Superason sacoinnes o
disouss Furl:l'i:ulu' challenpes un:lsLl:-:umafmrﬁrﬁ;wimu.ﬁsc fu.:'Js.'irlE; :F-edﬁcullllms:n:iulunu
:m-:t.imlde.l:h:lp-merﬂ:, :mﬂuigapﬂnmmmuhaﬁuﬂr prablem sohe ml:lt-:-Fm'.ri-:I:a.m:-:larti'-.'e
nebsork B0 share iceas for mpp-ar*.h; UASE im schiools. This resesnch will b= carmed oot in & rursl lool
uuﬂr:!rﬁ::.' whuermnlrunnn:-:lfnpunind amylum seeker :I'ibdrmr-dlllm.rﬁ peopie have recently armeed. This
procesz will be Eemlusted LEiI'E & pre- and post- target rr'--:ln'rl:-:-l-'iric-I e'-'ul.lu'l:innqu-'_:t.iclnnu'rl:.

Aims and chgectves
Phazel

*  Toeuplore the Fcrc:pﬁm,'-'i:i.-; and u:p-tri:nn'_': off teschers whio work with LASE children and youns
pecpe. - e e s cocream

*  Toidantity challengzs and opportunities which teachers have exparienced within their cassToom in
r=iation to supporting the emotionsl and sodial needs of UASE learmears. [Semi-structured inteniews
leading to foous groups).

*  Toeuplore the perceptions, views and experiences of WASR children and young people and identify the
challenzes and successes that they have experisnced within their school setting in relation to socisl and
emotional difficufthes. (Uising the phenomenographic aporoach of personal oonstnact prychaiogy|

Phazed
*  Toeuplore and understand how the fingings from phase 1 can be used o develiop pear suparvision

sessions wihich can provide teaching professionals with strategies snd support for working with LASCS
within this sampie.

*  Todiscussand formuiabe 8 range of stnategias (throush peer superdsion| that c2n be used to support
tie emotional well-being and socisl nesds of UASCS.

*  Toewnluste the effectiveness of phase 2 using a saling meanse.

Besarch quesions
Phazs 1

1 HmutdmhnﬁurdﬁmmitﬂmfmtumenmiE wath LIASCT
Z. What are the ﬂ:F-EI'iH‘IDEl:Ifl‘J'I'I! Umint:mmmmzmﬁuwmulcrﬁu fior thami in
utt:ndin.; school in the UET

Phasze 2

3. What ftratezies and techniques can teachers e to support the socal and emotional welk-teing of
LIASE in their dessroom?

4. Towhataxtant dobeachers foel thet pesr supsnyision and EF input is useful for supporting the
emotional welk-being of UASCE?

INTERMATIONAL RESEARCH
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The following sections reguire an sssessment of possible ethic] oonsiderstion in your res=anch
project. f particular sections do not seem relevant to your project please indicate this and darify

why.

RESEARCH METHOOS

Dyts Collection: Phase 1

A_Fi'bu_t inte!'-.'l'ew will b !:-:-n:l.ll:tzl:l in -:rl:lcrt:-_tﬂ.'t Lhc interview schedule and obtain feachack from e
|:|||-:r|: IRk EraERee rnE;-rl:Iln.E thi process of the e raew and to ?Lher fead back fior any amendments
requirsd. A soale messuring the confidence of teachers in supporting sodal and =motional needs in their
dassroom will be onducted |:-rinrt-:h the semi-struckursd ink=rasw and post phase 2 wehich wall messurs
gquantitatively the impact thet the peer supenision and EF support has had on the s=f-efficcy and

confidence of the Pl'l:I'I'L';';II:II'BIS'nh:II'ﬂ'.IE mlmﬁmdwrﬂ'm.pmngﬂ'c sooal and emotional nesds of
LI&SE.

Semi-struchared infervisws will be camed |:||J:|'r|-:i".ri|:|uulllll nftha.lﬂ'retenmingmﬂ-:lrﬂre UASC. Thess
imtaryizas will s to sict inrformation for ROL: What mulcrﬁummmjﬁuu'iumrtem'm
mrlinﬁ'n'i'm Ll.l!ﬁ:;?_'l'hr-:!ugh eil:ith;inrmtﬂ.ﬁnni!'rqegendert I1:I_1: il:tih:-u-_d -:fre_::m_:-u :|:|'|'E i
ufra:te-:ll:illme-:pn-:m o othesr besmichssrs wall be minemised. This s of theses inkeraesas 15 also to pru'-.'u:le
& safe soB0E fof the teachers to disouss both opportunities and chal wihen working with UASC
Ink=rviea questions will be Gasiened using 2 concept mep. Cuestions will be desigred as oper-ended
|:|u-'_:r.i-:lns which 'n'illcr-:l:lumﬁe ki |'n-|:|-q:|r.r| descriptive daks whare possible. & mibchure of unstruchuned
snd shnschured q.r_':ti-:lns will b= used which to promote the inbenieyssin i|:|ir|.5 the conversstion but to
coadinm foous woon the resesmch -:r.lu'h'm. Al semi-structured interviews will be recorded u.sin.;a.
Dictagnonz.

The deta obtaired from the semi-structured interviews will inform foous group questions and dsoussions.
The focus group will consist :l'uIIFu'Eu:l'mﬁi.mt-:-nl |:|urt'l11he sEmi-structured interdiaws. Thase
|:|uuti-:lns mnd toic discussions will e prowided to the :u'til:ip-unua.l:-:-u:lh-:l'da.'lls anor bo thee focus
Fradn sm:r:mt-:-mmﬂn.:: p:u"ﬁl:ipurrl_'.': - zame 'Ii!'ne_h:l colisct r.neirr_.n-:-u.Em: i to the :-Lu-u:m =
seszions will follow Enssmer's (2002 | musance on ‘Designing and Conducting Foous Group Interviews
indu:irﬁ Fiis muidanoe arcund quﬁti-:lnh;. miaTiber of :arti:ipm'l:,emi"mmznt and modarabor skl
This method = also purl:in.lurrll mooronnate for the current resesnch as it has baan supmestard that ressarch
:Ltjeclsure-unp-c-wn-:luprt-:-fﬂ'isprm mhm-:fempnmm comies from I:u:'l15'.rur.r=-:lu
{|Byron, 15) haing the opportunity to work coliabortively with researchers and other
purﬁ::'puru [sibhs, 1997 and JEi‘E abie T Lz ther experience to articulste theirvisws. This method ties
in q:lu-:eh.' with the :au's-upenmun muzede] wihich will :ee-:pbradlnFlm E'nfmhlll mearticinants will be
Enn:-l:a.Ezl:It-:-ﬁnjs-:rmurstuﬂ'ﬂram:irﬁnjhﬁ-dmlhrﬁu Tmru-:u:gn-nmmsmll o reorded

unnEa.I:hl:tu:l'I-:!rre
| micirwiciusl work withi U i T SaskEr and chikdren U - InkErvizw techni

The UASE and young penple will b= msked fo bake Puftl'nmin'hﬁﬂ.riew usinEthe "I:ulh'nE stones’ I::l:rﬂ'q.le
|H1Il:|1 i._:-:I-L'n'Ene:It-:! obrbsin thesr views ard thoughis about -:Fz-:lrh.ritru SiFeE HI11-":I'iI'I|5 Erl_:l sl:rﬁnE school
n Hntum.:'l'l:-rmm:-h. =.5.'.l.lm.trmwnrl:|:| fior you o Tar srce rrmnga.l:m-:-:d n Bntum| and
:I'n.lll:ru_;-_'s.-':uﬁ:rstrl-utrm'turism -:l.n'rE ‘their time in British schools, (for esample wiek has not worked
far pouyhas been diffiosk for you S mnnrl.; at school in Britein]. The method is H:I':Il'l:IPﬂ:HJ:E‘I'DI'ﬂ'lE
naTent resesnch ultlsl:l-_nﬁmdfu'rb.n:luru wihoze views mery be diffficult to a.n:-utum"l.'u'wmu.rﬂ'.,
EI:H:I-I'-I| ThiE 'I:ed'n-:r.rtl_rr.l:lh—_': F-rr__':-:ntrEu JOURE, pErsan with = s=hection of stones winch ane different
Codceurs, beorbunes and m-ua.ndul-cm; the yong F-e-:h:rlet-:! mick shones which rep'u:nt'ﬂ'mrun:lt-:m ard
experiences. The 2im of this work will :r:mhr:.'l:u glicit their views and for this reason, only young people
with somie soolen Enslish will be asked to ke part. The youns peopke will be irrdb=d to disoess amythine
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they Wwish 10 buk will b= remindesd that informretion that '11-u'|rirr-.'|:-|'.|= serzorel harm o themseles or othars
will be passed on.  These inkerdews will be between 13-30 minutes dependent on how comfortadls the
yIUNg person is to spemk with the inkervizwer and their acquined level of spoken English.

Akhough the topics of the questions asied in the intenvizws ane not significantly sensitive [suesses and
barriers within school) It is vital to stete that the young people interdewsd in this shudy mehtI:-e
Furlin::Jhrlllr whmhlec]u oo e rH'I.EEFIIdHFIITJ"n pmaimr Itu'lf'ﬂﬂ_'rdl‘.hﬂir FI'L".I-D'H miEroe )
=gy 'I'I1E|r urellh:l':.-tn hanve u:p-:nzrrncl:l pn:-urrd pnst-mlET-:.u:ln frauma =nd rtmu':.-b-et.h-uthan.;
part of the nesearch ibsaif nesults in re-lived Teumstic expen ences resulting in high levels of stress. I
distress beoomes apparent, questioning Mt and :n'ill oe stoppec. The youns pecoie will also b= infiormresd
tlmttlwlr oo niok e to answer any -:r.luh-:hn.': wihichi I:I1E|r fizs=] uncomiortable in |:|n|r|.5 0. i ak mlrrhﬁc of
the interview, the young peopie interviswed become distressed, the inberview will b2 terminsted
imrr-e:iu'terlla.rl-:lr.he sehissal will bie notfied and school pnobocols will b= folicvaed for whan & child or poung
person is expenencng difficultes. Inadditon to this, as & treined profiessionsl who hes regular supenasion,
| can provide & certein degree of support (e.5. for iow levels of enety or wormy) o the young person at the
5F-e|:|'1‘|'c time 55 In:-nE;us'u'-tirnmds“ within w,'p'nru.imlrenit ard g Rt show or report I'iEh iy
of piysical or pspchalogical distress. I they cispley or report distress, | will Fevee spoken o the school in
svanos to ask for capabilities to support buk in the mse where this is nok possiole, | will heve made & jprior
srrAngEment im advarce to deal with ary adverse effects of my ressarch wiithi & conksct through CAMHS
[Cridren and Adobesoent Mental Heakh Senace] so that the young person hes appropriste exdemal
suUppert. Similaryy, if any safeguerding CONCETES arise Guring the interview, the schools safegusrding
Fr!:lt-unds m'! hefnlh_:rﬂd_l:n Ensurs the :-ufel:lrund_pn:rtuctﬂ'te ppcho jical -wdlhein.; of &l young people.
Prar to m-hrEI'.rmnt:mm_. the :.vm;p-er:-nnml heree e oD ; to hevee snother LESC shudent
or member of staiT [not taking part in the reseanch| present to support them and to support them, if
neceszary, with language. B hurther questioning is required than open and non-directive guestions will be
a5k to shnwrup-tctund |:rr|".r|||:'|l o the FOUNE person.

Dot Coflection: Phase 2

Peer supsnvision sassions will b2 offered to parbopents who took pert in phass 4 [ieschers anly). The
sesinns wil Fut:n'h'-ulrr' Uz hutha.p'h:t-lun-:ﬂ-'irﬁ framestek 2rd 8 solutian-focussesd frameawork in wiech
bemchiers will b irmvited o disouss :|-:Itl1t|1:|:cl|:r|:mrtun'r|i-=i amd chalizrges thet they face ﬂmwa‘h'rE with
LASC. Howsver, the nesds of the teschers will be cisoussed and the framework used will be d=oendent
up theirn:-'nnru_:l:l:ls mnid e nci_:l:ll:- nr_l'.hi: LI#S_E mlfl'nilld::uﬂmﬂ'rc nL_l:l:-:l'r':u that they 'Ari_sht-:h i
schiEve. Thers will be s botal of = cecoons which wall be betaeen 60-50 minubes Iw:||15. All sessions wall be
recorded. The first session will provide an opportunity to discuss the findings from phase 1 and will inform
hioww e peer superdsion sessions will run. The foous on the dhellenges will D2 in relation to sodal,
Emd‘jmlrdwdl-hei'ﬁmtumjeni: progress and Hhis will be made E-lplil:it HI‘I:I'I\:II.I.E“hH: is worth rn:ltirﬁ
that these fachors mey be interiinked and therefore mey anse during discussions.

1 mm a.rrtil:iEu'EnE;mut many of the: dhallengss that arss from the Intervess, focus groups snd phese 1 of
the superazsion will incude: working with childrenfyoung peopis who hee expeerienced traume, difficultes
sround m;imuma:ﬁthnulmn;nﬁe," Ie-.relq:rrun:'.l'r:u E|1E;|ish 5|:m+:u1=ttl'rtp-c-|'rt of e, Isck of
ul‘d!r!tﬂ'hﬂi‘Eﬂl’E-lF-El‘iﬂ'll:E mroUnd aduction, oulurs| Sferenoes, difffiouRizs sround trensition and
devaioping friendshipsbulling from other children. These sessions will chengs dependent on

child /tescher meacl. The initisl sezsion H'Ifurthﬂ:H.pm that will = re-visited mnd r-u'h:t::lem'n"rm
changes mul:l-l:duﬁnE;mz :ws-up-en'i.':im cycle 'rrnene::urlr.Thc r'l:mairinE'ri-.'l: sEssions will EnCourase
Leachers to Dring cass examples [one in e8Ch peer SUpenizion sesion| b prodiem soke and Cisous dunng
the sesoores. This methiod Is-:IIL'IEI'rEI:I‘I:-:I orordide teachers will slalls to work with LASC and to not be
inbirradsted I:r:.'t.h:'r lﬂd:cﬂ'm-llsmlﬂ.'ﬂ.lﬂpﬂrﬁl'ﬁ them. These mase shodies will ino o the young
Fers-un's oeCiEroUnGs and pokential difficufties they are experiencing in sohool. The: desription of
indivicusl children will b= anorymised for confidenbality through the remiowsl of remes to ensure
urrnrflr"ni'l'lru'u'u'ill :r=|:r|:|'.l|'d=dt|:| ma |:|ri-:lr to ties sEszion. rrrzquired,. soemes (el st.r-:.tL:;l'u,'Tdu.': wroeund
the particuler need, for smmple breurs may b chared and discussed during this secsion by me after the
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groun e had some e for Frntiem-sur.rinE. At the =nd of the final seszion, purlin:l'purﬂ will :le5i'-.'enu
THE evalumtion where they can necord how helpful they found the process to be. There will sk be an
u|:1:-:rturi‘l'|rin1:|'-e saszipn for feadieck of the averall process. These sessians will also be recurdedus-h;u
Dictaphane.

Diyta/ Information Snakyss

A m miKas mithoss sasiEn has Soan ussd within this research, The saction beiow outlires how both the
qmli‘tuﬁ'ﬂu'r:lq'_nnﬁhm ta will be aradyzed.

Prase 1- Analysis of semi-structunsd inteniews with both staff and UASC and fo0ss groups
Samistructured interdmas and focus grouns will b= recorded and t'ms-n'ip'uru:lt-:-idmti'r:.' r|:-:l-:|:|.r1"l15
1:l1|:'n:stml:i:'n:r5c within The gata.

#.Lhemuuca.rm\-.-:uF-Frnum'mllwnﬂmu:ul oE .mdt-:-unurr:em:utu,ln-nrnnﬁﬁstugsmm.n&
Clariz, 2005|. Thsupprum:hﬂll Enable fexioi &, ulb:-'mnE ::ﬂ1|rd.r:tr'a:u'-dded'm:u'm.us ofduin
snd will provide nich date o inform the subzecLert mction rasasrch stape. Cude:m:lﬂ‘-emsaummtun will
be mxmminegd r-::m:dl:.' LElI'E WWTWD mnd mind mians, Eoth indsctive and dedschive a.p:rc-m:hu will e
upeu'r-:runurlr:is. Sami-structured interview qurh'-:-luurd r-:n.u:?'n:l.lpqurﬁ-:-m [m-:Hﬂ.ur::-:r-:h
qLustin:lns]'ﬁrillhc u:.l:dt-:lFrl:-'.ril:Itl'ritiu.ll:-:-:Iu.lh'r:: defin is sorted into these codes, data will be further
Enalyzed u:inE A inEustive Bpproach to sanarate moiticrsl codes ara themas,

The detnils of the steps that will De kaken in the six stapes are detailed in the table below.

Stage | Detmils of the steps that will be taken

1 Tl"llnn:l"iFl‘.i-:ln iof cats |.Tm:|-:|rt-=|:| imta N

2. Deductive anoroach: Brosd codes will e used as & template for analyss. Transcripts will be
'11:th:||:|i|:u|r|r sEnrched T in:rrh'f:.' Ak which it under 2ach of thass podas,

3. Inductive Bpprosch: 5u1nr.i-:|n-:rru|:|-|:|'m'-:-rm :-:d-s[s.lh cude:]wiﬂinr.hetem:mtzn:ﬂ'
orosd codes.

4, iGaneration of thames oy mcrersimilrn.l:-n:-:lu.

5. {Iﬁginulmtu'niﬂineumu:me will o= checkad To Ensure that it is sutablz o =sch
emenmenk theme.

B. Each thermes will be defined snd dats will D= re-srabysesd to =nsure that the theme and

definition iz rearesantstive of the rew caty. Thama:, dafinitions snd axmmples of dats wil
oe neconded in taular format in preparation for reporting the resufts.

Phase 2- Analysis of peer supervision sessions

The samie mathod cutlined sbove fior the aml-lu's o the semi-structured inbervisws and foous groups wil

b used ta anatyse the :wsl.p-em.um saszions. These sessions will D reconted and transcripts will be

resd to t:lzmn‘lr re-gocurnng themes that ST witihin the data

Prase 1 and 2: TME evalustion |guantitative data]

The targst m-:ﬂl:nan EMUu'h-:n.:TME]'Mum will b comiplated mre- mnd most- research wil be anahysad at

e amd of the resesnch, Paired su.'npbﬂ T-tmsts mnd affact sizes will D uses bo mssess the 54?1ﬁ:|l1|:c ufurr-.'
arges ms:ur::-:!n_'u'-eTMEl:-er-:lre Eni after the ;H:LF-emn-:-npeu-:-m Ay :bmm.mb:l-:l.lt _Thl:

will be condusctad Lnrﬁth:SF'Sﬁ program. HEB: | il check that none of the assumiptions LI'I:IIH"FIII'I'II'E‘HT:

us= of F-ul_'u'nrh"il:sl:u'ﬁrﬁ-: e been violeted and if 5o | will uss the saoroonats and :qLi'-.'aJeri: nan-

pur-rrrt‘h'u:tﬂls.

Expecied project outputs
It iz axpeectas that after thi rassarch is complated, the resesnch snd the subsequent findings mey be
wrikben up publisher in & iounal articde or discussed during & conference presentation. However, thers will
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be spedific protocols bo ensune that all remes, personsl detsils of particznts imeoled will b2 anomymized
‘o emsure that they canneot be identiffed.

PARTICIPANTS

Saconcary schools will b= conincied |:F-=:iﬁ:u|r|-ﬂ-=mm's specil needs coondinator [E-El'-l-l:n]| wia m-mmil
They '.'rillnrllll T E-Ti i'I'tI1=|r mr= rLjstEradul'ﬂ'-.'l'rE unnn:-:lfnpunin-:l arylum seslker or refuzes youns
peopie wit=ndine their schools. This Information will be scosssed via m-llEl:I.r:uﬁnruI Paycholagy SErdiDe
snd will e provaded try Dewan County Counicl

Argeund ten secondany school teachers will be asked bo take part in the resesrch; the: resson for this numiser
is that action resesrch tendcs to De more effectie with betaeen 3-10 partidpants taking part. Some of
‘thiese teschers Ty WOTE 5t he Samee school but sl most hese dﬂﬂtﬂd’ll’ﬁ and r':El.l-url:-:lrrbuct|ul: =ast
|'|l|'rtl11:l'-= LA The tanchers ml:lb-etea:hrEurr-.-wmct The same teachers will De wsad for the
semi-structursd intenviews |phase 1), the foous E'r-:!up.lEl'use 1 mdﬂ'-ep-eersup:rm-lm sEsTions |
2| 'I'I'lcr'upa:h'-.tne::-:lnd-u"r schooi-azed unacoompanied asyium seeker and refu.;acu:hl:h:mu:ltntm
sl'_u:len'r_:| wha are taught by the teachers 'I:uhnE Purtmthe resemrch will b= invited o teke purtln SETI-
struchureasd inkeraeas. They wil onby b= imvoksed within this arss of the ressarch bo =ik their views of the
opportunitics, successes, chaliznges and difficufties of attencing school in the UK. Az all the young peopie
imeoleed within the resesnch will be serondany aped, it is estimated that thess youns F-e-:-:Ht'.'A'I betweEn
‘I:I1E=!.EH-:|1'11-1.E-'|E¥'E MEtMGmgﬂﬂt&h@mthﬂUﬁE!r&m Itl.':“:el'lltl'ﬂt‘ﬂ're
majority of the participants taking part in the reseanch will also be male.

Al of the LASE takines |:urt wiill b= vulresrable dues o several fsctors. Fi'r::th.', many mfh:mlldrmlnm
dLret-:la.l'rrnnEmthl: UE urpcoormipariad. Thersfore, soms urtrmmlu'mrm.'llalmb-e in fosker careor in
the :-'n-:usclfhcing adicoted. Bﬁrﬁﬂtirﬂ:erﬁm the youns people will Fizre thes oootion to Feve an
soult or s peer st the inteErdew to support thaarm o sid tham H'ri'ﬂﬁl%! :utmtﬁfthﬂreirr-u:lc_lnsﬁ.
Thes young people ame ko0 vuinerssie gue i the pre- and post-Tigrations traume that they are likely to
hEe Ex e EnoeE.

THE VOLUNTARY MATURE OF PARTHIPATION

The teachears invodved within the resesrch will be recruited throush contacting the school's SENCo vis e-
mail. The'll'.v'illulll'ﬂ.'.l:'mlunl:autl:ltn tub:epa.rtl'nthe research. The young F-eu-pleirr.rnll.lbd will b= invited
to tmke F-urtin_the research throush :iscﬁ.imsn'iﬁ'l_:l‘-e s-d'ml,.tl'u i.:l'll o on 2 valantesr basis crify. ho
Furhup-urﬂ wll D= iryrtedd ba ke F-urt'.'mu Bne hﬂﬁ'll'ﬁl':f erﬁu;edlnllltﬁ'ulm:hﬂbu.

'.'.'r'rtt:n.n:urﬂert_'n'ill :-;c-:tuin:dfr!:m lokh the bemchers invobvad within the resaanch and the young
people imoded including a parent/carer'socsl worker dependent on their parsonel situation. Written and
vartal morzent will alse be obtsired from the head teacher of aach school. To I:n.iurl:‘ﬂ'ﬂl:‘ﬂ'rt'll:lunE
|:|eu|:4e e murrd:mturdrﬁn:!f'mng cons=nt, -:|1I'|r LASC i.l'ﬂ'qu;-:-:-d bve] off rec=ptiom and ElFI'LH-I'.'E
lanzpe will o= asked totake part. This will slso b= disouss=d ard confirmed with the teschers tuhnE; part
ﬂrldﬂ'ltSF-bCiﬁl: secondary sohool.

ﬁ.l.h-:uEI'urtrm'rm.r: Deen desmed o be mmemmwmhtumrrmhzﬂtm s the adulis
within the resesrch, due to the limited ressarch within the ares of UASC | believe it to be imperative to
s il e WwTthin the ruwm.purhmm-.'umcrHEMHrmtn Corsider hiow UAST oan (0s bast
SLFFICl"tEI:I within schoods. The yuoung people will not b= u:.l:adq-mhnrs about their :re-mlEn.u:!n
ExpeariEnoas Bithoush these will e cisoussed sensitivaly if such topics: srisa.

Al purlil:iFunL:fmmb:l in m::hﬂr'ﬂ'llumrﬂ': res=arch 'n'ilinE;h.' anc wil haee be=n 1'|.l|'-.'im'-:lr"n-a-:I-:dI
‘the :rl:-m:t and ressarch process andwil undcrst-un:lwmttrt-,-ure a.ETaurEt:-lnt-u.hn.;Fm't All
purhup-urﬂ will D= imfiormied of their nmmmutmﬂm and thair right to withdraw or amend
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‘I:I1ﬂ'r1:|"-u.|'ﬂ:rl'|:l‘.':. Al 'will o= informsd that their detmils will be keot D:-lTI'iI:Ilen'tl'all'lr and data will be
snonymised.

SPECLIAL ARRANGEMENTS

Al mdults and youns meoin b inseoibved within the resesrch hillm'.lzﬂ'-euppcrmritr'unmﬁrrmzn conzEnt
Torm to dedans un-r::amlracr.lrm“nrﬁﬁnerﬂ For mmFle,fn:rud.le with amy val nexds, =1
Torrres will be Frw-:ladlnu mrger fort, mitra timie will ba Frwdb:l far 'rilinE ot documantation NG exiTE
time will be nﬂemﬂfmm:rrﬁln‘tﬂﬂmqw_m:ms

Far the LWASE and young people imvodved in the shudy, Extra bime will JeFrn'J'i:Ia:IfmwnriE q.luti:lns.
"h.ll-:l'nE; StDﬂE'.:WEmLI‘ﬂL .b:n.'.\d-]l'sun IrfErEw tc.:l'li-:r.hed-u'i'-.'adfr-:lm Personal Construct Psychology
[FCF] theat is desizned to support seif-advocacy with individuals whase views may be difiodt to asoertain
Far the purpases of this rmurm.hl:i'EE'b:nu'.'ril_lb-e us=d u:m-:-F-u'l'rEu-:E'.ri't'll'p_rith UASCs du_rirg
inbzniea snd will b= adapbed for them o share ther successes and challenges of poins o sohol| Im thie L

THE INFORMED MATURE OF PARTICIPATION

Al Purtil:ipunu il e imitoeremd of Hhes maturs of the Frnj:l:ta.tﬂ'-el‘l'r:l: oot of contact and wall ::E;i'-.nm
‘tw inforetion snd consenk form prior to particpation. nformed consent will be obtained in ne with the
HIPC standards of proficznoy. All :nm:pm'ls mllhcﬂ.lh.'mr-:rmbd iof the aims, purposzes snd Pl'ﬂl:q!dLl'l'J
Of the: reszarch prior to participation. All participants '|'|I1II5|.:'|I11:'|'|I:I-:|:FIIHI:|'I'LI'III:-:I:H19:H: forms priar to
Furhu:lputr:ln one for thiemi to h:eF- and one for us &5 the nesssrchers. F'rhnpun'u wiill b imfoeTriad of thair
riE;rtt-:I'.'ri'tl'r:r-:.w. Particinarts wil hcl'nfnrrncl:ltmtﬂwr' [N rediEw, amend or i.'ir.hdr-!.'n'ﬂﬂ'rtmrﬂal'pt
shiouid they witsh o F'url:in'FunL: s 1] e prvmacie aware that they can changs answeErs or radrain from
ummrﬁmrquatmsd.lnrﬁmaﬂmw Enrﬁdmhuﬂ:-.' will be mulntumdmr-:l.l?r:lut mricl mll et will
i1 mrr-.'mmed o daks will b= vsad as Prtl:l'un l15PEI:|‘.Il:II1 arocess. All deta and information will be l:q:rt
sensnely and be pasoword prokeched.

ASSESSMENT OF POSSIBLE HARM

The raz=srch is mﬁmr:mimummmuuﬂirﬁmmnu Tha qu-_-:t.i-:lns msiad in the mami-
struchured inkerdiEas and Tocus sroups will not be :r-.mmng-:ulrll-:rﬁn-:-‘hmulrf'hmﬂ.l &5 they are not
personal i pature, they will focus on the successas, opportunities and challsnges for |.rm:-:|:r|11|:-uri=d
ssyium s=eker and refugee children [LIASC) within their dassroom. They may, however, lesd to disoussons
Bround the chalenges that the teachers themsehves perzonally face when working with this vuinerazie
Eroun. Within Wm;tzﬂﬁsmllbecn:-:l.lmﬁzd‘u:- I:nn.;' cazas in thesir ciassroom to disouss and
probiem solve with their peers. Rtis possible that issees aaTounding trauma may ariss in refation to the
UASCs u:perizm if st any timie the teschars Bppear to be Ernut.i-:ln-ulllll ar F-:r'd'ﬂln:vE;imJI'r' distrazzad, the
SESSIONRS '.'l'il_st-:lp!.r-:lw:u".risi-:lnu'-:lrurﬂ'-er suppost 'n'il_l_:le-:rl'er_n:l. Informed corsent will h:_s:l.l?rtf-:r
the teschier imtersews snd floos Froups mred DS SLPEMVISION SEE0ONS nepurutcl':.-.ﬁ:-_u:lnm will o=
confidential tnd reported aponmymoushy. Their ri?rtt-:l withid raw utm:,-F-:-l'rt 'n'illa.Einl:-trrﬂ:h iChemr.

Duri'Eereinta'b.imwierm'fcu'E peopie hmhﬂ.hqﬂﬁnmuﬁdnﬁllnﬂlﬁmmpﬂﬂ-
Mmigration eiparisnoas i.'ﬂ‘.l'lh‘ﬂ'rs EACondany .':-:hu-:-_lszttinﬁ, s:l_u-:iﬁl:ulrlrﬂ_m a:pmtriﬁs.m_ms ang
d'ﬂ.ll:ru_;n:: that th::.'m'.eﬁ.-:edm the dessroom sinoe u'tl:errdlnE.'a-:hnd i ithe UK Ris F-u-:nhh: 1:I'ul:th-='|l
may discuss pnl'e-miE'mu-:ln enpariances which may be smotionaily o |:|p|l:|1-:4-:ﬁ||:ulrll dl:lrusmE for tham.
#.I‘.hl:vl.lﬁhmﬂt topics WOR't b= inftimted, these matters will o= discussed mmrrammmmr.rc
listening snpromch as opposed to exploring any of the matter rised. if the young peoole become
distrazsed, the irterviey will e terrirated snd releyvant 5:|'-n-c-||:ruh:ln:dsfnri.l'ru1m:l|l:l|rl:rjaec or
a5yl sezker| is i'_'-::mi:ranE; gdistrass or difficulizs will oe followed. As a trained protessional, | will be
rn:zr.nrﬁ rl:Euhr sumenision ard will sble to sanF-c-rt arrr'lmm-edl-u'te instamces mr:a.'ll:unE Dersan idoes
become distressed. Informred consent will be sought for shudent imbervizws from the child themseies, the
hesd teacher snd their carer foster pu'mt.'pzdal worker re-:r.l're:l Riespenses il ko= coanfidential mnd
resorted unurfrmc-l.sllr.?-eirriﬁhttn i.'l'ml:rui.'u'turrll aoint '.'nl'illu;.u.in be minde chuar,
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ety oraen safepuardingwell-being

rtl'simp-m-tmtthutl 5T mwrane of the :-l:nsi'h".rit'll o this ressanch and that | protact iy owe wmioticral wel-
heirg wtar mrtirg'nim'.lulrrenbh ?'-:-.lp-:a.n:lﬂ'reirtud'rer:. 1 iy :epmzp'h'bl:t-:!'.ril:uﬁ-:l.l: irauma
wihen working within this fizid and thenefors raising issues | mey have during supendsion will s important.

Piosar imbalanoes

H:,-rnlzl'nth:reneurm must be clearty gafined &z s ‘resesrcher’ Bs ansosed to an Educatisnal
Fpllmq:hEirt This k5 to hel reduce merfmmmmmt:ﬂirgm:m'm peopie may
Eq:enznce whilst 1:-u.l-:||'5 Furtlnthtstudlll | anticpate that this mu-,ll:-em-:f-e |:ha.||u15|r5 in the sepond
|:|I1'.|5e Tor the sl:udlllandthuzfm MIERGUNES l.'|I1III:-e13.I-:u1‘|:-:-|'|-el|:| pre'-'erﬂ: thase imbalances.

DATA PROTECTION AND STORAGE

Em'l'i-:lmﬁuli‘t'll of thes ciaks will b= maintsired ot all Tmas. Ho F-em:nuldetih:-:tpw‘ﬁ-:inrﬂs will be
recorded excepd names. The namres and F-er:-urnlrlridu'rh"l‘l'ﬂ:-le deta of all partcioants wil hl:a.lm:,!ﬁpu:l
in thes electronic research database that is crested by the reszarcher using an siohe-numeric code. This
infoemreation 'n'illlcptumtellll from eery personalty idertifiakie logs created for the I'mtﬂl-d!n‘ﬁf'll
Cormections between particiants. This oata will be Dacked up Onko &N encTypted Stomse device. Any
indivicsal files created for thes purpaose of the resemerh will b stored umder passward arotection snd bocked
in & room in e reseanchars residenos. Al'rr'ruwm'.'rillb-e Fmimeninmurmfmipedfam..:llmnl.ﬁll
I:IE passward Fr-:tzl:tn-_:l..ﬁ.ll sarbcipants l.'||'iII_IJi: made swsne of thair riEht_I:n withdrae ther date. Rew dets
wil heIeFt for & masaemum nfi:.'mrmmllbepussmrd orotected un'hll:lelcted.-'l:le:trn':.'ed.

Data phtziresd throush interdews, fOOUS groups and pesr sunsnision saxsions will b= recorded on 2
prortanke device. This inforrretion will e will e kept seounely in 8 ioced cabiret nd will be ket onthe
portaiie devics for o longer than 7 days befors being transfermed anto 8 comguter and deizted off the
portabie desice. All dats kept in electronic format will be keot on s pasvaord-accessed comyprber. This
data will be backed up onto an encrypted storage device. Any personally identifiabie information will
be destroyed st the end of the study. All forms will also be kept securely and any personally
identifiable information will I:-ed:"trl:n,i:d at the end of the shady. The results of this researdh may
be published or reported, but individual or school names will not be associated in any way with
any published results

DECLARATION OF INTERESTS

Mo commencial interasts,
Prpchology Serdice to inflo

USER ENGAGEMENT AND FEEDBACK

4 the resesrch will us= &n Action Reseaanch methodology which is & reflecties process, Frﬁl:ipunu.:b-cth
secondeny teachers snd young people] wil be made sware et they have the ootion to Sive feedback after
e interadmws, o ups snd Hupenh'm sanzions. ATarget '11|:|ri'1:-:|r|'n5 evalustion form will also
b provided which will allow the particpants an ooportunity to revies the tangets they sent prior to the
resezrch and assess if they heave resched their mals.
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INFORMATION SHEET

Informanon sheet

Student participants
Dear
T woorld ik o rvife you to take part in a research project about the sxcesses and challenges for
umaccompaniad asvium seekers and refizes voung people amving m UK schools. [am mterested
in findinz guf what has zone well and also what challenzes vou faced. Twould also [ke o know
mxare abiout how UE schools can best suppornt von with amy social and emotonal support you may
nesd
Az well 2z pakingz sure that vom fesl happy in fakmge part in the research, Twall also nesd fo ack
wour carers for their permission. T am sending thern a leffer ke thes one
If you agres 1o take part in this research project, vou will be asked to meet with me and answer

some questions about your experiences m school in the UK
i The session will last approsimately | hour

¥ Tiwill take place m the summer term af yor school or bome, whichever you fell me von woald
prafr

¥ Tl ask voa some questions fo g0 the conversaton started: however, there are no nght or

WIDDOE ANSWETs.

You can bring alonz a fend or an adult who you trost to sif with us dumg the session if vou

think thes will halp yan o fes] relaned

I can ammangs o have a iranslator with us during the session I you fze] that vou would Like help

speaking o undarstemdime Englich.

The session will be recorded on tape so that [have a record of what was sad.

The audio recording will be stenad to and typed nfo a wiitfen Tansoipton by me.

Mhysalf and moy supervizors (Andrew Fichands and Chris Bende) will bave access o your

interview data. Mo one else will listen to the recording or read the mnsmipton

A ary time befors or during the interview i you feel liks v want to stop and do not want o

fake part in the research amymore, that is fne and vou can just 21l me.

After the mferview vour Tecording will be shored for T days, donins which time if you feel

unhappy with your dafa being used vou can azk o withdrow it Srom the study (just confact me

1sings the t=lephons mmber or e-modl addrecs at the end of this letter].

¥ After those 7 days, your recording will be mven a umicque I mamber and your name will be
takemaf it This is to maake sure that your information i anemymows and confdental
However, it also meams that af this point it will no longer be possible for you to withdraw your
i .

¥ Finally, to szv thaok you for aking part in this snady we will give you a £3 voucher of vour
choice (g2 i-nmes, mobile phone top-up). I you do withdraw vour data becmiss you fesl
unhappy vou can sl kesp this woucher,

Al the information T 22t from the: mterviems with yourseif and the other youme people I speak to
will be writien up in 2 report that other peopls will read. Your name will not be put in the repart so
wiat you have said will not be lnked to you in amy way. Iwill not falk i aoyone else about what
vou 121l me about your experiences. However, if vou share ay informution during the session that
makes me semiosly concemed bt vours or somebedy else’s health and safefy, [ have a
responsihility o t=ll one of the adults vou work with and mst so that we can decide what we can do
m{riﬂ'tnaq:qrunm Tt &5 umlikely chat this will bappen, b if' it does, [ will discuss & fully with

%ng[:an i this project &s yoar cheice. It is ok o vou do not want fo take part or f vou chanze
wour poind later amd want fo stop half wary Groush the session. You can choose to stop fakins part at

¥ OF WYY ¥ W
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amy fime and you won't nesd to give a reason wihy.

Firally, it is fmpartant to say that taking part in this research (or choosing not t0) doss not affect
yor asviom seeking status at all Tam a researcher bazsed at The University of Exeter and not Enked
o The Home Office i any way. The informaton that we disozss will not be @soussed with amyone
alse

Please keep this information Sheet in a safe space In case you want to read it 3z in the fismre.

If vou wouald Like to 2=k me or one of my sepervisors (Dr Andrew Richards or Dr C
Boyle) any questions vou kave shout the research now or at any Gme during the project, these
are our comtact detals:

Asfsiensier seuk [Afmes horzan)
AL Richasdsiensier.se uk {Andrew Fichards)

i Baylebieveier ac.uk (Christopher Boyles)
g OOOOOOOX
Thank yoa for taking the time o read this mformation
Yorars sincemely,

A
Ed .l'h]mp ol oeist it

KE The information sheet and consent form will be given at the same time shich dietails the information
regarding the study and confirms their consent to take part. The information sheet will be read to the
children and young people and & space will ke provided which will confinm thet they understand and are
happy to take part in the nesesnch. Both the instruction sheet and information shest will be offered in
Englich and Arsbic.

Informarion sheet
Carersisocial workers
Deear carer
T'wionld like to mwate your Soster son'danzhter to take part in a research project about the successes
and challenzes fior umace syl seskers and amiving m UK
schoals. | am imeresied Mmhsguuidlmﬂahniﬁdiﬂmgaﬂﬁhaw

faced Tweould liks fo kmow meore aboat Bow UE scheals can best suppaort them specifically with

social and emotional factors.

A well as making sure that vou feel happy with them taking part in the research, I will also need be

askang for their permission

I you agree for them to take part in this research project, they will be asked to meet with me and

ADSWET SO questions about your in school m the TIE

¥ Mﬂm‘lﬂlﬂﬁmﬁ]ﬁﬁ

¥ Tt will take place m the summer term af their school or your home, whichewer you tell me you
wotild prefir

¥ Twill ask them seme questions to gt the conpversation starsd; bowever, thete are oo night o
WIOOE AMSWETS.

¥ They canbrire along a friend or am adudt who they thast to sit with us during the session if the
think this will halp them o feel relaged

SEE Bthics Apsliothon feffn_lefnslate_vl0 P 11 of 30
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¥ Iian amangs to have a translaior with us during the session If they feel that they would ke help
speaking o mderstmding Enplich

¥ The secsion will be recorded on tape so that T have a recard of what was sxid

¥ The mudio recording will be listensd to and typed inbo a wiitien Tansoipton by me.

¥ Moysalf and moy supervizors (Andres Richards and Chiis Beyls) will bave access to the
interview data. Mo one else will listen to the recording or read the tmpsoipon

¥ I atany time before or doring the mtenview if they feel like they want fo stop and do not want
to take part in the ressarch amymare, that is fine and they can just tell ma.

¥ After the inferview the reconding will be stored for 7 days, dumng which time if oo/ they feal
umhappy with their data bemg used you cam ask fo withdrr it fom the shdy (just contact me
using the telephons mumber or e-mad address at the end of this letter).

¥ After thoze 7 days, their recording will be siven a umigqoe [T manher and their name will be
takenof it This i to make sure that your informatian &= apeaymous amd conSdental
However, it also means that at this paint it will no longer be possible for yow'then to withdraw

¥ Finally, to sy thank you for their asreement to take part i this shady we will give them a £5
vocher of their choice (g i-hmes, mobile phone fop-up). I you'they do withdraw ther data
becanse you'they el imhappy they can sl keep this vouchsr,

Al the information I get from the interviews with the young peopds I speak to will be written 1p in
a report that other people will read. Thedr name will not be pat m the repart so what they have zaid
will not be linked to them o any way., [will not talk fo amrpone slse about what they tell me about
their experiences. However, if they share any mformafion damg the session that makes me
serionslhy concemed abouf their or somebody alse’s health and safety, [ have a responsshility to tell
one of the adalts they work with and toost so that we can decide what we can do in order to support
them It is undikedy that this will happen, bt if it does, T will disonss it falhy with them first

Their participation in this project i your'their choice It is ok if o mot wrant to fake part or
o stop faking part at amy fime and oo won't need fo Zive a reason wiy.

Firally, it is mopaortant to say that taking part in this research (or choosing ot fo) dees nof affect
their asyium seeking stafus at all. T am a researcher based at The University of Exeter and nof lmked
to The Hame Orffice in any way. The informaton that we disozss will not be discussed with amyone
glza

Plesse keop this information Sheet in a safe space in case you want to read it azaim in the fire.

If you would Lile fo ask me or one of my sapervisors (Dr Andrew Bichards or Dr Chri
Boyle) any questions vou kave shout the research now or at any fime during e project,

are our contact details:

.&EQ Amiiiienier.ac ok (Aimee Morgan)

A Richandsiieseiers ok {Andrew Richards)
C.Boylerieneier ac.uk (Christopher Boyles)

[ J—

Thank yoa for taking the time to read this mformahion.
Yiours sincenely,
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Ammes Margn
Educationl Psychlogistin trici

Informacion sheef

Teacher participants
Drear
Twrorald like o Emviie you to take part in a research project about the successes and challenges for
umaccompanisd asyiom seekers and refiipes youne peopls amiving m UK schools. [ am mterssted
in fndins gut what has gons well and also what challeness vou faced when working with these
children and youmg people. I woudd like to know mare about how UE schoeds sappont
umaccompanisd asyiom sesker and refigee youns peopls specifically with soecial and emotional
faciors.
I you aETes to takis part in this ressarch project, there will be thres parts to the project and on the
pondifion you are happry to fake part, you will need to take part in all thres parts.

« Forthe first part of the ressarch von will be asked to mest with me and answer some
dquestions about veur experiences with working with unsccompanisd asyiom seekers and
refirzens, This session will last approsimately 1 hor and will take place around the summer
TEm

+ Forthe second part of the research ven will be acked to take part in focns proups where
artbeer pzachers wh are working with unaccompanisd asviom seskers and refigpess. The
aquestions will be prostded prier to the faoss sroup sessions to allow vou some time to think
ket your responses. This seszion will last approsimately 1 heur and will take place n
U ferm s ferm 2017

« For the third pant of the r=search there will be approsdmately four fve supervision sessions
ilastng approvamately 1 bour and a half) where ven will be able to @ise any concems or
izsnes that von mey be epeneancins whilst working with this groap of youme people
Alverratively, von will alse be invited to disouwss successes e workine with
unaccemparied asyhom seekers and refgess. These sessions will take place acoss mbomn
e 2017

¥ All sessions will be reconded oo tape so that [have a record of what was said

¥ Tre mudio recording will be listened to and typed mfo a writfen Tansoipton by me,

¥ Myself and my supervisors (Andrew Fichards and Chris Bende) will bave access to vour
inferview data, forus Eroup daim and pesr supervision data. Mo ome else will listen fo the
reconding or read the mansiption.

¥ At amy e before or during the intenview i o feel liks vou wamt to siop and do not want o
fake part in the research amymors, that is fne and you can just 621l me.

¥ After the interview vour recording will be stored for T days, dorins which ttme i vou feal
unhappy with your data beimg used von cam ask to wit b it Srom the stody (just contact me
1using the telephons mrnher o e-mad] addrecs at the end of thes leoter).

¥ After those 7 days, your recerding will be miven a umicgoe [T manher and your name will be
fmken o it This & 1o make sure that your informaiton i: anemymous md confdengal
However, it also means that at this point it will po longer be possibls for you o withdraw yox
informatian

All the informaion I z=t fom the mmerviews with voursel and the other feachers and voums people
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1 speak towill be wratten up m a repert that other people will read. Your name will not be put m the
Teport 50 what you have sad will net be Inked to you n any way, I will pot talk to aryons el
ahout what you tell me about your experiences. Howewer, if you share amy imformation daring the
session that makes me sevipusly concemed about yours or somebody else’s health and safety, Thave
A respomsibility to speak to other professionals so that we can decide what we can do i erdar 1o
auppon: you'the children and young people. T is unlikely that this wall happen, i if it doss, I will
discuss it falby with you first

3 in this project & choice. It is ak & vou di not want to ke part or i you
wlnﬁmfﬁnm gghﬂfmmghiﬂﬂﬂm.Ymmchmmmn@Ehﬂgmﬁtﬂ
amy time and you won't nesd to Zive a reason why.
Please kesp this informaton Sheet in a safe space [ case oo want fo read it azam in the fisre.
If vom wounld like fo 25k me or one of my smpervisors (Dr Andrew Richards or Dr Christopher
Boyle) any questions you kave about the research now or at any fime dorng the project, these
are our comtact details:

A L Richasdsiie seler i uk hards)
i Bayleeveier.ac.uk (Christopher Boyles)
g IOOOO00O
Thank you for taking the time fo read this information.
Yomrs sincensly,

Ammes Morgm
Edurational Peveholosict in i
NE: There will be an information sheet available in 3 cartoon format for UASC if required.
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COMNSENT FORM

Lonsent fm
D Young person participant
Please read the Information Sheet befors flling in this form. Pleace read the statements below and

fick the bomes if you agres with them. If vou 5120 your name af the bottom of the page, then this
means that you agres io take part m this ressarch project

o

S
it
L
-1
.'-r'
|'II II' |Illl IlIl
- | -

-

N

B

1

@

T have had time to think abour the mfemeton.

T confrm that [ am choesing io be imvabved in the
project and bave not been pressored ar memacted to

fake part.

Tumderstand that I can withdraw from the project at
any fime without sving areason. T do so my
imterview recording will be destroved

I mderstand that T do not have to answer amy
questions during the session that T do not wamt io o
feel mableto.

Tunderstand that the things I talk about in this
project will be writen in a r=part. My name will
ot be used 5o no one will know who said what
Extracts from the reconding meny be nsed a5 quotes
in order to (hestrate cerain peints in the report
however no one will be named

Imdersiand that the seszion will be mudio tapad o
that thers iz 3 good record of what was sad

I'mderstand that the recordins may be heard by
the researcher (Amee Morgan) and her sipeniisors
(Andrew Richards and Christopher Boyle) and
possibly by another professional wh will type op
2 written tramscription. The tramecripts and
qquestinemairss will be storsd in a locked cabmet

T apres fo take part m this project about the
oaccesses and challenzes for imacoommanied
asybum seekers and refirgee youne people amiving
in UK schools
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Diks Protection Motics

e mﬁwﬂmmmm will ba Lwn'_rhr TRERGroT uur,:lcl.wsm:lumr pursonai daf wil be processed 0
OECOVEGCE Wit curent dota protection iegisiation and tha LI'I1II|'|I'I3|1"|"'.'= rotifiotion lodqed of tha
mpm:ufrnn Commizsionars Dﬂﬁm ¥our umﬂ.:l.' ciotn will b wm:n:l i thi strictest mﬂl‘m‘m i will rot
b disciosed tn any unouthorses thirg I:II:Il'hﬂ Tha razutls of thia rasearch will ba |:u|:||.'.=.*u'|:I in anonymises
J'tl.-m Al prriiciarts wii hava the r.'5L'1‘r o ramove their data. All row ceto will b kot mnjﬁdmm Al gotn
will be stored ond posswond protecied. Doto wiil b r:nntl':lr.:lr.':l.:l.nmum ufﬁﬁumtnmﬂﬂb‘umn‘

Thank vou for vour time i reading and completing this fonm. Pleasa retom it to the following
adgress:
Aimes Margan, Educational Psychologist m miming

(O altematively send it elecironically for AmsRoEe e 1w
My thanks,
Ames Morgan Educational Psychologist m taming.

Comsent form
Carery'social warlers
Yo child has been imyited to join a research study which aims to examine the perceptions, views
and the expenences of unaccompansed asvium seskers and refizes children and vouns peopls and
tio identify the challenzes and successes thar they have parsonally experienced within their schoal
seffing in relation fo social and ermodioral issmes.

Within thiz ressarch we are also examining the peretions and visws of tsachers who work with
umaccompani=d asyiom seskers and refizess whilst developing prcical smatemes to supper the
social and emotona] well-beins of these ymme people m schools,

Please ke whatever time you need to discuss the study with your Simily and friends, or ayone

else you wish to. The decision to let the vouns person jor, or not jod, & up to you

As outlined in the mformation sheet, your young person will be i fakiz part in a senn-
seracnured mtenview for approsimately ane bour.

This study imvobves the following rids:

. thﬁsﬂhledmdmetewmwmgpmmmﬁh&mwdm'mﬂm
memonss, for exanmple, m their country of onzn. If this sinaton eoors and they become
diziressad o we belisve that it is in their best inb=rest fo stop the interview, the yYUnE person
will ke rempred from the research and they will be sigmpested fo fnther smotional sopport.

Beenefits to taking part i the study

»  This reseanch aims fo suppert uracoompenied asylum seekers and refirzes voure people with
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ihe suooesses and challenges that ariss in relation fo social and exotional izsoes dming teir
e at UK schools. Tt is possible that disosssme both the successes and challanges may he
partiolarty empowenng for thess voume peepls o disomss.

» Thas reseanch will am fo sapport schoals in inplemening praciical sratzEes to balp suppor
umaccompanied asyium seekers and refipzees with social md smotonal difficuldes or iszoes,
The results Som this reseanch will be wriften indo a repart and then be openly shared among
schenls.

C onfidentiakity
All data from the interview will be held in confidance. Thay will not be used other than for the
purposes dascribed abowe and thind parties will not be allowed ooress to them [avcept as may be
required by the law]. However, if the young person requests i, they will be supplied with o copy of
pour guestionnaire response. Their dota will be feld in accordance with the Date Protection Act.
Dits Protection Motics

Trrnmmhmpwmm Wit hnwn'fbrwa‘n'rnw‘pwsmduwmmmdﬂcmﬁ be processed in
nmmmﬁmmhm and mmﬂsmmﬂgﬂmm
|nfb.ﬂmhuﬂcnmrnlmmr':ﬂiﬁm ¥izur parzonad! data will be tracted in L'w:b?dmmﬂﬂuhﬂmw will pot
be dizriosed o any uncuthonsed th."u'nn.rhns Tha resulis u_rn'rnrnsmhmu'ﬁnpahwhﬂmn anonyrned
Jorm. Al particisants wil wmr.'gh'rmnmwmﬂrﬂm Al row dorto il ba kept confidentiol All dota
n-ﬁ.\'hnstm'ndwpaﬂm,nmm ta wall ba r:n:ut‘rnr.:lr.':urimum u_rﬁ'm:.lmn'rmmtu:rm'.
Anomymity

Fiacorted \nharviaw coto will b hiokd and wsed on on anonpmous hasis.

Imcentives

The young person will be ofered a £5 @it voocher of their choécs for taking part, this will be gven
even if they decide to withdrawn from the research stdy.

The right of 2 voung person as a research

Participation in this study is volontary. The voums person has the right not to partcinacs at all or to
leawe: the study at amy tme. Deciding not to participate ar choosing to leave the snady will not msult

im amy peralty ar loss of benefits to which your child is entifled and it will no harm bisher
Telatsonship with the school. If vour child decides to leave the study, they will need o speak o me
thmoush contacting me via e-mail or by speaking to an adult at the school.

Comtacr for guestions or problemes

I you would like fo 3k me or ane of my supenvisors (Dr Andrew Richards or Dr Christopher
Baovie) amy questions you bave about the research now o at aoy fime during the project, these are
o comtact details:

AmdRiEesisr w uk HI.EE‘!IIIEII

A Richasdsdeneier e ak [Andresy Bichands)

C By lelizie netes el (&rﬁtﬁ;ﬂlﬂ'ﬂuﬂa

Asa carer or legal snardian [ anthorize ... SR |« 1. .4
mame) o become a parficpant in the research SIIIZIFIIEEFMIIﬂIS form.
Child's date of birth:

Carer or legal snardian’s signatare Diate

(Flease print your full nams)

Thaok vou for vour fme i eadine and conpleing this fom Please etum &t o the following
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(O altemmativehy send it elacironically 00 ApBRidicsse g
Many thanks,
Ames Marsm, Educational Peychodogist in maming

Information and consent fom
Teachers

Tithe of Research Project

Exploning teachers’ views and expensnces of working with unaccompansed asyiom seekers and
refugess (TASE:s) whilst developing practical strategies fo support the secial and emotional well-
bei.ugnf%ASF.silln school setfings )

Detaits of Project

Part |- brvaives taking part in a semi-rorucared nieniew folimwed by fho groups.  Part | ams
i

» Explore the perceptions, views and experiences of teachers who work with UASE children
and young people.

» Toidentfy challenges and opportunitie: which teachers have experienced within their
clazmroom in relation to supporting the emotional and soal needs of TASE learmers.

» T explons the percepiions, views and expenences of UASE. children and young people and
identify the challenges and successes that they have expenenced within their schoel sefting in
relation to social and smodonal issues that are experienced by imaccomparied asyvhm seekers
and refiizees. WB: The third aim is focnssed ooly when interviewing the uracconpamied
sy i seekers themeselves.

Part 2- Attendimnce ar all foe poer supervition sestions will be required by all achars wha hove
reakem prrt in phase 1. The pear supenision sessions ore desienad for seachers o disouss specific
i smdes (dscissed mammously) and there will epporamites for portioue difiouites with
warking with thir group gf voung peapie to be disnersed and prodiem sofved  Part 1 aims ta:

»  To explore and understand how the findines from phase 1 together with the evidence base can
beusad to develop peer aupervision sessions which can provide teaching professionals with
sirafepies and support for werking with TTASCS within this sample.

» Toidentfy specific sratesies throush peer supervision which may help to sappart the social
an ernotinma] well-beinz of TTASCS.

»  Toevaloate the effectivensss of phass I using a rating scale.

Contact Detsik

Far ruru':erl'nfunnuﬁan aboat the rasasnch, plsase contact:

HEmie: Sirmps Mur;m

Postal accress: Evater u'nmw ST Lukias Compus, Haowitras B, EX1 20U
Emnail amEs0e s uk
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I you heree |:|:-r'-::r|15,|'-:|uﬂ.'h'|:-|15 sbaoart the ruurm;mwuuulizt-:l-iﬁnuswim SOMmEnne =los at the

University, plesse contact:

Andraw Richards, Etar bm'l.n'n’rlrﬁ Lwies Campus, Hemwitnee R, SO 2LU. A RichardsfPanataror uk

Confidentiality

Quastionnoings w.-.'lbﬁ:-mn‘.r.-m-.j'idnm Thqm?mtbﬂmm‘ﬂt‘nriﬁﬁtbﬂmﬂmﬁm‘nm

nrrn'L':l.'n:'n-u.r.hﬂmﬂ.ﬁhﬂmﬂmiﬂtﬁﬂmfmtﬂnﬂyhﬂnqﬂrﬁ'hyﬂuhﬂ} Howsver, IJ"J.'M

mmuatlt.}mm'.'ﬁnmnnﬁ-ﬁ'wm':-u gy ﬁ-f:rnurmu'rmrl-ul.rrm::,xrw Your date wil ba e in

groondonce with the Doto Profecton Act.

Dats Frotection Motios

mwm}wmm nﬁ'.‘umﬂprmluuwsmﬂpummlmm'umh

orcordonos with cuTaet doto protection legisiation and tha Univarsy's notification lodged ot tha

Infemation Commissionar's Office. Your parronal dot will be tracted in the strictest configenca and will mot

b disciosed to any unsuthonses L':li."n'lu-um'ns. Tha results of @ research will b quhﬁs'm:' in nrrl:lﬂ_p.ufm
All poriicipars Wil hava e right to remove thair doto. AU row doto will be ket conjfdentiol. All doto

Wil b Stored and posrwond profechd. Dota will ba kapt for o maximum of e years than cestnoped.

Ancmymity

Rmm‘wwm.pnug.wpmﬂmwﬂnum gata wall ba mﬂunﬂmﬁmmmﬂﬁmﬂaﬁﬂk.

Consent

PART 1- Tescher Semi-Structured interview and foous group sttendancs

[ give: consavt to my participation in Port 1 of the rezaonch project which Imeeiier aeneering @
series of muestions abour the sucoesser and challmges when working with mmaccomparied aryiim
seabers and rgfliges. | have been fully informed about the aims and purposes of the project. |
uvnderstand thot:

= Thard & fo compulsion for ma bo porticipata in this reseanch project and, i ! do choese to participats, [ may
withoirow ot any sioge.

=) et night fo Aafuse pevmission for bha publication of gy infarmation obout ma.

-Ar.'p.'r.]bmuhm w';m.'gwwﬂhnmml:rp' Lhat nurm:lft'nr.rrmn.rnwd; H.":I.'EI1.':I1I:I].'II'H:|'|.I-I:I'H
nuh:tumnnrmmn OF SeTAnGT prasantahions. =
oppiicabia, the ifarmation, which | qive, moy be shored behwean any of tin other researchierfs)
In-u.rbaﬁ-mngmmu,m:jnrt

wAl information | give il be trated os confidamtiol

wTha resaorciar || will moke every affort f0 prasaree my oronymily.

[Siznature of partidpant] |Prirvbed narre: of participant)
[Sizresturs of res=archer] {Prirted rame of resesrcher]|
foate]

PART 2: Teacher Peer Supefiskon Semions

I giva consent to my porticeation in Port 2 of the reseanch project which imeaivas up ho five sugariision
sessions. [ howa bean fuily informed about the aims and purpesas of the project. | undarstond that:

s Thare i no compulsion fior ma o participata in this resaonch project and, i | do choose [0 participats, | may
withorow ot any stoge.

w! ingew tin nigivt to refuse permission for e publicotion of any infarmaotion cbout me.

wany .iq'l:lmwh'm Wity ! 51'!.! will b anad sodly for the purposes qm’rmlnr:ﬁiect. Which may inciuga
pubilcotions o SOO0EMIC CONTREN0E OF SETANGT Dreantahions. *[fagaicabie,
the informchion, witich | give, may be shared betwean any of thi chier msearchers| particoipating in this

S5 Erhis Appllaation form_lefmplite_vlD Piios 19 ol 30
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prowect.
®Ail information | give Wil be trected o comfigentiol
*Tha ressarehar|s] will moke svery effort to praserde my orompmily.

[Sigpeaturs of partidpant] (| Prirbesd rearmes Of participent]
[Sigrature of researcher| |Frimbed name: of researcher]
[Dats]

One copy of this form will be kept by the participant; 2 second copy will be kept by the
researcheris).

B The information shests and consent forms hawve besn changed/amended but are based on
Doggesdt's [2012) reseanth who also worked alongside unaccompanied asylum seeker and refuges
children.

SUBMISSION PROCEDURE

=it and stusents should oo the Frl:h:b:l.l"! Do

In purtil:uhr, studants should disouss their a.FF-il:ur.i-:ln “wTth thasir su r-'isu|1=:| J dizzartation tutor | tutor
snd ;uin i spproval Fd'l'-:rh:ls.lhmissiun Studenks shouwld 5 Egidenos of approwsl with their

spplication ez 2 cogy of the supervizors email agoroval

This apabication Toem and esampies of your consent form, inforration sheet and transiations o g
dosuments which are not weitten in Erl.g;iﬂ'u should be susmitted by el o thie 5515 Ethics Seqretany win
one of the following email adoresses:

sziz-sthips@exeter scuk  This email should be used bry staffand postdociorsl students ini EEEnis,the
Instituke for Arab and Ismic Studies, Law, Politics, the Stratesy B Sa:uﬁt'll netibube, and 5-:tci-:|b:|5'|r.
Pl'ilu-:-nFrrIr. Anthropology.

w Thits =msil should be used by stalY andl postdoctom| shadents in the Gradusts
Schood of Education.
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Appendix 6- Information sheet for UASC (Arabic translation)

(a9 4nda Apas
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(Please print your full name)

(Please sign your name)
(Date)
Thank you for your time in reading and completing this form. Please return it to the
following address:
Aimee Morgan, Educational Psychologist in training
Many thanks,

Aimee Morgan, Educational Psychologist in training.
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Appendix 7 -Examples of initial codes and themes: Part One interviews with

professionals

Higher order initial
theme identified
across data set.

Sub-theme

Initial codes

Language as a barrier
for communicating,
learning and for
supporting needs.

Language as an
academic barrier

Accessing lessons and work

Language impacting learning and
progression

Supporting needs

Difficulties with understanding and
meeting needs

Being able to express needs or
wants

Language as a social barrier and
impact on integration

The impact of language on social
and emotional health

Communication and
understanding

Doing everything in a different
language

Communicating their background
and past

Alternative ways of communicating

Not understanding

Barriers for
communication

Immersion in English outside of the
provision

Feeling heard and not being able to
communicate

Varying levels of English and
learning at different rates.

Language barriers

Personal and moral
development and
learning opportunities.

Learning
opportunities and
raising awareness

Changed world views and a sense of
perspective

Staff developing knowledge and
skills through supporting UASC

Lack of experience and knowledge
of supporting UASC

Developing cultural awareness,
experience, teaching and skills.

Personal and moral
development

Developing empathy and
understanding

Moral and personal responsibility
and values.

Satisfaction and making a difference

Developing
relationships

Enjoyment of working with UASC

Seeing UASC happy, doing well and
progressing

Feeling privileged and proud of
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UASC

Positive and supportive
relationships

Understanding the
experiences and social
and emotional needs
of UASC and the
challenges of meeting
their needs.

Seeking asylum and
impact on emotional
health

Visits to the home office and
different asylum decisions
impacting UASC.

Uncertainty and anxiety of UASC
future

Social and emotional
needs

Emotional and mental health needs.

Feeling valued and supported

Being prepared for British culture
and adulthood

Frustration

Feeling safe, being open with
sharing information and accepting
help

Integrating, feeling socially accepted
and trying to fit in

Cultural and religious adjustments
and understandings

Developing friendships and
connections and social support.

Observing, watching and stepping
back from a situation

Home placement and
other experiences

Home-school communication and
relationships

Relationships with and support from
carers

Awareness of living arrangements
and experiences

Emotional needs and experiences of
adversity

Impact of past and present
experiences

Challenges of meeting
needs

Protecting and supporting UASC

Unpredictable reactions and
containing high levels of emotion

Feeling unqualified for supporting
social and emotional needs

Balancing different roles

Not wanting to probe

Managing difficult and complex
situations

Uncertainty if they are doing the
right thing

Understanding individual needs and
different presentations

Shortages of information
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Political and wider
context factors.

Political and global
factors

Impact of political climate and
terrorism

Gender equality

Media influence

Asylum status

Different asylum decisions and
status and impact for UASC

Uncertainty and anxiety over the
future

Inclusion and Diversity

Attitudes towards diversity and
difference

Difficulty with monitoring inclusion

Learning about living in Britain

Preconceptions of refugees and
making assumptions

Academic pressures versus meeting
SEMH

School priorities and ethos

Social cohesion and inclusive school
attitudes

Appreciation of diversity and
learning from UASC

Racist and prejudice attitudes

Placement and timetable of UASC

Differentiation of needs

Social integration and induction

Perceptions and
developing identities
of UASC

Changing identities

Developing into adults

Not to be ‘defined’ as a UASC

Polite, well mannered, well-
presented and respectful.

Developing their own identities and
being able to be themselves.

Appearing outgoing and confident

UASC as young people

UASC as unique and not
homogenous

Mental strength, motivation and
enthusiasm to learn.

Experiences and views
of UASC

Emotional maturity and experience

Group dynamics and cultural
differences

Happy, doing well and achieving in
setting

Not talking about the past

Similar as with other children

Gaining empathy and receiving
support from other students

Enjoying sport and playing in teams

Masking vulnerability
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Extra-curricular interests

Vulnerable and affected by past

Resilient

Funding and available
resources to meet
needs

Funding and money

Big classes and mixed abilities

Lack of staff training and support

Money

What is achievable

Nature of ‘sudden’ arrival

Prioritising needs

High workload and balancing
meeting needs

Limitations of what is available

Time and obstacles

Placement of UASC

Obstacles

Accountability

Time and effort

Missing coordinated and integrated
approach

Lack of contact and shared info with
other staff

Disagreeing with school provision
and plan for UASC

Additional Support

Buddy systems

Importance of additional support

Training

One-to-one and TA support

Community support and other
opportunities

Pastoral support and links to other
professionals

EAL and language support

Support and communication with
colleagues

Specific professionals and agencies

Specific and individualised
approaches
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Appendix 8- Nodal structure from Nvivo: Part One interviews with professionals

Nodes
* Name 6 Sources References Created On Created By Modified On

= ::::. pelitical and wider context factors 204 10/26/2017 10:12AM AM 1/16/2018 7:17 PM
.:::- asylum status ] 34 12/16/2017 10:56 AM  AM 1/28/2018 1:39 PM
(::. inclusicn and diversity ] 151 1072872017 4:14PM AM 2/4/2018 8:00 PM
-:::- political and globkal factors 4 27 12162017 11:59AM  AM 1/16/2018 717 PM

= -:::l language as a barrier for communicating, learning and for supporting need 90 10/26/2017 12:20PM  AM 1/28/2018 12:50 PM
-:::- language as an academic karrier 5 17 1772018 11:28 AM AM 1/28/2018 1211 PM
-:::- supporting needs 6 45 117/201811:30AM  AM 1/28/2018 12:11 PM
-:::- cemmunication and understanding ] 25 1/17/201811:34 AM  AM 1/17/2018 11:34 AM
C:. barriers for communication ] 42 1172018 11:3pAM  AM 1/28/2018 12:10 PM

= .:::. perceptions and developing identities of UASC 220 11/19/2017 10:27 AM - AM 1/16/2018 7:20 PM
-:::- experiences and views of UASC ] 172 1/15/2018 4:52 PM AM 3/16,/2018 942 AM
.:::. changing identities ] 94 1/15/2018 5:18 PM AM 3/16/2018 2:42 AM

= {::. persenal and moral develepment and learning cpportunities 136 12/15/2017 12:22PM  AM 1/28/2018 12:57 PM
C:. learning cppertunities and raising awareness ] 80 10/26/2017 1:43PM  AM 1/28/2018 12:57 PM
.:::. persenal and moral development 6 34 1/16/201810:15AM  AM 1/28/2018 12:57 PM
-:::- developing relaticnships ] 42 12/16/2007T12:01PM  AM 1/28/2018 12:56 PM

= .:::. understanding the experiences and social and emoticnal needs of UASC an 333 107292017 T:33PM - AM 1/28/2018 3:10 PM
-\::- challenges for meeting needs 6 98 1171372017 10:59AM - AM 2/2/2018 748 PM
-:::- zocial and emotional needs 6 233 1/16/201812:09PM  AM 2/2/2018 1:533 PM
-:::- home placement and cther experiences 6 103 1/16/2018 1:34 PM A 2/2/2018 1:10 PM
C:. seeking asylum and impact on emoticnal health 5 34 10/27/2017 12:14PM AM 1/28/2018 3:00 PM

-

=) funding and available resources to meet needs
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239 11/16/2017 01 PM - AM

1/16/2018 7:24 PM



Nodes

+ MName o Sources References Created COn Created By Medified On

[—}-(::l understanding the experiences and social and emoticnal needs of UASC an ] 353 10/29/2017 7:33PM AM F28/2018 3:10 PM
- {:} challenges for meeting needs ] a8 11/13/201710:39AM  AM 2/2/2018 7458 PM
- {:} =ocial and emotional needs ] 233 1/16/201812:09PM  AM 2/2/2018 1:53 PM
M- ':::' heme placement and cther experiences ] 103 1/16/2018 1:34 PM AM 2/2/2018 1:10 PM
Bl [:l seeking asylum and impact cn emoticonal health 5 34 10/27/2017 1214 PM - AM F28/2018 3:09 PM

E}---:::- funding and available resources to meet needs ] 239 11/16/20017 1:01PM - AM 1/16/2018 7:24 PM
- .:::. funding and money 5 31 1/16/2018 9:42 AM AM 1/16/2018 7:24 PM
- .::;‘. what is achievable 5 34 1/16/2018 9:44 AM AM 1/16/2018 7:22 PM
R~ {:;‘. time and chstacles 5 50 1/16/2018 2:47 AM AM 1/16/2018 7:22 PM
- {:} Additichal support ] 161 10/22/2017 3:22PM AM 1/16/2018 7:24 PM
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Appendix 9-Thematic analysis: Quotations organsed by final themes (Part One

Interviews with professionals)

Higher order
Theme

Sub-theme

Quotations

Language as a
barrier for
communicating,
learning and for
supporting
needs.

Language as an
academic barrier

Supporting needs

Communication
and
understanding

Barriers for
communication

‘There’s nothing he can do at the moment but it’s
like, “‘What can | do with him?’ because the, what is
it? The, | can’t remember what it’s called now,
something skills, which is the low level English, that
changed completely. So it was too high for him to
start so he hasn’t been in any English lessons because
he just didn’t have the language to pick up where
they would be, even in the bottom classes. So it’s
been really difficult with the timetable’ (SS2).

‘the Maths maybe, thinking about one of our
students can be really strong but then struggling with
the English side. It really brings home how many of
exams are dependent on really good literacy, so that
you can’t do well in Maths GCSE if you can’t
understand what the questions asking you to do
because it’s a really wordy question. You know, those
kind of challenges’ (SS1).

‘there is one lad | do have a little concern for and
I’'ve- I've raised this...I see him walking around on his
own a lot. And he plays football on his own a little
bit. He- he does have friends, like when, you know
when there’s people around they’ll- they’ll happily
talk to him. | think his...the barrier for him is- is
language. | don’t think- | don’t think there’s anything
more to it than that. | don’t think there’s anything,
you know, he’s being segregated or anything like
that. | think he doesn’t quite have that gateway to- to
integrate as much as he would do’ (SS1).

‘it’s like the year nine lad | suppose who's struggling
with his language and- and you know, he feels quite
socially discluded to- to an extent | suppose be-
because of that barrier’ (S51).

‘vou know, the language barrier so it’s quite hard to
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get him to understand what you want’ (SS1).

‘Well his biggest challenge when he came was
actually not being able to communicate with
anybody. Now he gets very frustrated because he will
say a sentence and then the key word that makes the
sentence, he can’t think of, so that frustration is still
staying with him until he improves vocabulary even
more’ (SS2).

Personal and
moral

development
and learning

opportunities.

Learning
opportunities and
raising awareness

Personal and
moral
development

Developing
relationships

‘And it’s been really useful to get the point across. |
don’t- I don’t use them as a- as an object in my class,
saying look- look at this chap he’s been to these
places. | don’t use that. But it makes real world issues
real to them. They’re not just names, numbers and
things you hear about on the news, they are people’.
(SS1)

‘Yeah, it’s given me that understanding and I've
asked questions and X’s been very honest and
approachable and I've learnt as well as him learning’
(552).

‘it is just very rewarding to feel that you’re having
some input into these people trying to put their lives
together again’(C1).

‘I wanted to get involved with supporting this whole
crisis in the first place, of refugees and |, | didn’t
know how to so when this opportunity came up, it
was like a gift, you know? This is an opportunity for
me to be able to help...’ (C1)

‘We’ve got quite a close relationship, he talks to me
about a lot of things...I've gained his confidence and
since he’s found more language he’s able to converse
in a way that he probably wanted to from the start,
because when he first came he couldn’t really say
anything so he was getting quite upset’ (SS2).

‘there’s a difference between an intellectual knowing
of events that happen in the world and, and, and
emotional understanding and because...we’ve
formed relationships...where I've got to know them
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as individuals and people, so that separation it’s, it’s
not really possible’ (C1).

Understanding
the social and
emotional
needs and
experiences of
UASC and the
challenges of
meeting their
needs.

Seeking asylum
and impact on
emotional health

Social and
emotional needs
in provision

Home placement
and other
experiences

Challenges of
meeting needs

‘The visits to the Home Office have been very
distressing for X...Occasionally when he’s been, he’s
had the next day off because he is so upset and when
he’s been in school he hasn’t really wanted to do
anything...it has affected his education a lot,
especially seeing he had one two days before his
Maths GCSE as well..."(SS2).

‘I think that, you know, for the individual concerned
who hasn’t got it, | think he’s, | think he’s really
fearful. But we’ve talked about, ‘Okay, let’s keep
positive, we don’t know.” | think, from what | looked
at the beginning, | think the appeal process, it has to
be dealt with within a year but it could take up to a
year, | think. | think that’s my understanding of it’
(C1).

‘one of the students said that she didn’t want to have
to talk about her past...Another one agreed with
that...and she then went on to say that they have to
talk about it to the Home Office...the Social
Workers... their doctor, so there’s this sort of, seems
to be this constant revisiting” (C1).

‘emotionally it’s been a rollercoaster. Leaving family
behind...Home Office visits...social workers changing,
younger carer’s children, all affects his emotional
wellbeing . He doesn’t understand a boy and a girl
holding hands...kissing...children being naughty
doesn’t happen in Iran, people being rude,
swearing... so for that there’s been a big emotional,
because he has to cope with it all in his mind...”(552).

‘some of them struggle with the mechanisms for
coping’ (SS1).

‘what I’'m seeing is some social and emotional needs
to feel accepted by the group... I'm witnessing
someone who’s trying too hard to make people
laugh, too hard to be really close to people and yeah,
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I’'m witness the dynamics in the group as a result of
that’ (C1).

‘there was talk at one point that a couple of the
students felt that... we didn’t care about them. | think
it was expressed and what came out of that was
understanding that a couple of people were really
struggling with their English... | think the groups were
being led by the more able students, so the others
weren’t being noticed as much...” (C1).

‘there’s another student who isn’t particularly happy
with where he is... he hasn’t been moved into a
family and that’s what he would like. That hasn’t
happened and | don’t know if it’s possible and for
what reasons maybe these homes aren’t available’
(C1).

‘trying to balance that kind of.gateway to them to
socialise in a safe environment ...But also you're... in
charge of their education, and... trying to equip them
presumably for a life in the UK...with grades and
stuff’ (551).

‘Well | didn’t have any specific training, so being sure
that I’'m doing the right thing by X...when we knew
that we had a refugee coming into the school...it
should have been looked into, you know, if | was
going to be his main support that | should have had
support’ (SS2).

‘I don’t feel qualified to deal with massive emotional
problems, if there is any’ (C1).

‘It would be having a full understanding, there’s a
challenge because | don’t want to probe. It’s not my
place to probe, | don’t want the students to feel
unnecessarily...traumatised by...having, to be asked
to explain something that might be very upsetting
but, so it’s challenging to know how to respond, you
know?’ (C1).

‘Building up that trust with them, what their
relationship is with teachers as authority figures, you
know, what my role is. One minute I’'m trying to
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support them in school but the next minute I’'m there
listening to their legal status, you know, and they’re
aware of all of that’ (SS1).

Political and
wider context
factors.

Political and
global factors

Asylum status

Inclusion and
Diversity

‘I do feel concerned, you know, about, you know, in
the political climate we’ve got at the moment and
events that have happened. We did talk about...the
initial event in London...So | addressed it with them
and yeah, we talked about it as a group’ (C1).

‘for some of the girls who...have been taught... to be
quiet basically and to be shy, expressing that they
were struggling at the very beginning, ... they’ve very
quickly, you know, felt that this is safe for them to
have a voice and to express it...But it also has made
me think about, you know, if these individuals are
sent home, how do they...readapt’ (C1).

‘I think there is this sort of, there’s this slight worry
that it could all be to no avail, you know, if they get
told, one of this group apparently has been told that
he should go back to Afghanistan because
Afghanistan is now safe and if his region isn’t safe
then he should go to Kabul and, you know, the sort
of politics that could just, you’re helping these
children, these youngsters build a life in this country
and you know that on an almost political whim they
could be sent back tomorrow, well, when they hit a
certain age. So that’s a, you know, if that’s a worry to
me it must be far more of a worry to them’ (C1).

‘The...yeah, the one- the one in year ten certainly is
doing a full range of GCSEs’ (SS1).

‘The two lads in- in year nine | on- | only teach one of
them, but he’s on sort of a- of a vocational BTEC
pathway where there’s no exams...course work and-
and stuff like that... it’s trying to devise ways of- of
teaching him through mediums that he can kind of
understand’ (SS1).

‘I think we’re pretty well set up in regards to
integrating them and to caring for them pastorally.
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I’d like to see...a bit more of a targeted approach to
their wider integration in life...l think...there is
perhaps scope for someone who kind of views the
whole overall picture really’ (SS1).

‘Well at the stage that he came in... the only time his
Head of Year got involved was his timetable at the
beginning... There didn’t seem to be any thought of
what was good for X...for his education... It was just a
case of, ‘Oh we’ve got this child’, refugee or
not...almost like we’re going to babysit him now until
he leaves, it was never encouraged that he stayed
on’ (5S52).

‘Because he felt he was being held back, he wanted
to be pushed and stretched himself. So yeah, I'm very
aware of, that there are such different levels within
the group and how to differentiate and it’s not
always easy’ (C1).

‘Well, | know that the college, you know, are very
keen for it to go well, you know, for them to sort of
be embraced by the college. We’ve, you know, been
given a budget and, you know, we’re using it, we're
using to deliver activities that are really enriching and
supportive’ (C1).

‘they’ve also got access to additional English support,
so they’ve been extracted from lessons in order to
have one-to-one or small group extra English lessons.
They’ve also had bi-lingual support from X ... they’ve
had one-to-one Maths, for example, on top of what
we would normally provide’ (SS51).

‘There are limitations to what we can do there, so
that’s part of it and it is sort of what we don’t know a
little bit and also that as it happens they’ve arrived
quite late up into the school as well, so actually it’s all
been, we haven’t got very long either so things have
to happen quite fast and maybe it would be different
if they were in Year Seven or something and we got
five years but we haven’t got that though’ (S51).
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Perceptions
and developing
identities of
UASC

Experiences and
views of UASC

Changing
identities

‘there’s definitely something there with them in
regards to they’re still children, but you can tell
there’s an edge...there’s a degree of... maturity or
experience...it’s almost like a sense of that...they’ve
gone through a wider range of emotion...than...your
average...UK student’ (SS1).

‘there is a lot of resilience there. They’re quite
adventurous... they’re quite outgoing. They’re quite
opinionated...And for them to come into this- into
this environment and- and be themselves | suppose
that shows a huge degree of resilience as well’ (SS1).

‘one of the students said that she didn’t want to have
to talk about her past and that really sort of
generated a response...l think just hearing her say
that made you realise just how sort of potentially
vulnerable these learners are’ (C1).

‘we get outbursts, particularly with one of them. So
sometimes when it is tense | think he’s somebody
who'll be a little bit verbally aggressive or a bit
isolated and you’ll suddenly notice that happening
and actually it’s because, you know, there’s
something going on for him’ (SS1).

‘they’ve been able to- to be themselves and to listen
to opinions and make their own judgements and be
respected for those judgements. Whether that’s
picking their own football team, or whether it’s
g...saying in- in a class that | don’t know, the UK
system of migration is wrong, or bad, or good, or |- |
think that’s important for them’ (S51).

Funding and
available

resources to
meet needs

Funding and
money

What is
achievable

Time and
obstacles

Additional

‘I think what they really wanted was one-to-one but,
you know, | don’t think the funding’s there for one-
to-one, so it’s, you know, it’s, if they’ve got people
outside of the college saying ‘this is what you need’,
maybe it’s, it’s hard for them to understand that
what they need isn’t necessarily what'’s available’
(C1).

‘Yeah | mean, you know, I'm, as an AL I’'m paid for the
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support

contact hours but the contact hours, you know, do
cover prep but again, | can do a little bit of prep, | can
do a lot of prep so I've chosen, you know, to put a lot
of effort into it’ (C1).

‘We’ve, you know, been given a budget and, you
know, we’re using it, we’re using to deliver activities
that are really enriching and supportive. | mentioned,
you know, they were taken out for fish and chipsin a
restaurant, you know, it’s just a lovely experience for
them to have’ (C1).

‘Yeah, it’s attention about what can you, what you
can do. |, yeah, other frustrations | guess are like how
quickly this happens, because it’s the nature of being
an unaccompanied asylum seekers, isn’t it, that you
suddenly arrive somewhere and you’re, and that
happens to us, so we’re suddenly told about them
and there’s not a lot of time to plan’ (SS1).

‘there’s always obstacles all the time because he
came in to, as a Year Eleven student who’s been put
down a year into Year Ten and because a lot of the
courses were full or it wasn’t suitable for him to start
doing something that he didn’t have time to finish,
it's been really difficult sorting out a full timetable
and he spends quite a lot of time in the Hub, which is
the support centre’ (S52).

‘Well | didn’t have any specific training, so being sure
that I’'m doing the right thing by X. | think maybe
when we knew that we had a refugee coming into
the school, maybe it should have been looked into,
you know, if | was going to be his main support that |
should have had support’ (S52).

‘Yeah, it’s attention about what can you, what you
can do. |, yeah, other frustrations | guess are like how
quickly this happens, because it’s the nature of being
an unaccompanied asylum seekers, isn’t it, that you
suddenly arrive somewhere and you’re, and that
happens to us, so we’re suddenly told about them
and there’s not a lot of time to plan’ (SS1).

‘Well without the extra support it would slow down
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his progression. He’s done really well but if he had
more support within the classroom he would have
come on even better’ (S52).

‘they’ve also got access to additional English support,
so they’ve been extracted from lessons in order to
have one-to-one or small group extra English lessons.
They’ve also had bi-lingual support from X and we’ve
carried on buying that in for one of them because,
well it seemed really worthwhile. Through the PEP
meetings we’ve agreed to other additional support as
well, so they’ve had one-to-one Maths, for example,
on top of what we would normally provide’ (SS1).

‘Yeah, so | will talk, | get line managed, | talk to them.
Because it crosses over with safe guarding, | talk to
the safe guarding leads and you know, we’re a very
talky school | think anyway, so | talk to my colleagues
a lot. I've talked to the head, | talk to carers, you
know, there’s an element of dialogue there all the
time, social workers. So yeah, | feel like there’s plenty
of support’ (SS1).

‘the bi-lingual support worker that comes in and
she’s alerted us, for example, to things that they may
have said in a session with her, that are things that
we can do to help support them socially and
emotionally and | think she checks in with them that
are they okay? How’s it going?’ (SS1).

269




Appendix 10- Examples of initial codes and themes: Part One interviews with UASC

Higher order initial
theme identified
across data set.

Sub-theme

Initial codes

Adverse experiences
and the importance of
relationships and
support

Experiences of
adversity in home
country

Betrayal and hurt from mistrust

Danger

Imprisoned in home & no outside
contact

Not being able to attend school

Friendships

Developing friendships with UASC

Friends supporting and distracting

Friends supporting with English

Loss of friends

Meeting friends during their journey

Support from other UASC

Home-placement

Difficulties with home-placement

Not speaking English at home

Travelling long distances

Importance of family
and emotional impact
of loss of family

Contact with family in home country

Having family in the UK

Importance of making ‘new family’

Meeting parents aspirations

Other UASC as family

Affecting sleeping and wellbeing

Worrying and thinking about family

Past experiences and
journey

Context of leaving home country

Journey to the UK

Support

Appreciation for support

Asylum support

Home and carer support

Other professional support

Refugee camp support

Religion as support

Emotional states and
well-being

Mixed emotions

Positive states

Developing confidence

Feeling pride of what they have
achieved

Feeling safe

Negative states

Concern and guilt over left family

Depression

Distrusting

Feeling alone

Feeling nervous and shy when first
arrived

Feeling sad

Frustration with educational
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provision

Language and cultural
adjustment

Acquisition of English

Acquiring and learning English

Frustration and finding it difficult

Level of English on arrival

Link between language & emotional
needs

Speaking and understanding over
time

Cultural adjustment

Differences in education

Finding British people rude

Finding the transition difficult

Food and religion

Language adjustments

Protection and autonomy of
children

Studying alongside opposite sex

Values and expectations

School experiences

Previous experiences in education

Subjects being learnt and provision

Support and
encouragement from
staff

Can talk to staff about concerns

Teachers treating UASC like family

Less support than other students

Feeling that teachers are good

Friendly teachers who provide
enjoyment

Teachers breaking down tasks

Treated well and with patience

Varying support from school staff

Language support

Positive school
experiences

Enjoyment of studying in the UK

Feeling successful in educational
provision

Suppression and
moving forward

Not thinking about
the past

Attempting to make themselves
happy

Friends distracting

Hobbies and interests

Masking sadness

Not wanting to think or talk about
the past

Educational provision as a
distraction

Moving forward and
changing

Acquiring spoken English

Comparison between first arrival
and now

Higher education

Improving English

Thinking about the future and
aspirations
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Working hard and motivation to
learn

Uncertainty of the
future linked to
asylum status

Differing Asylum
outcomes

Impact of age on asylum

Lack of equality around asylum
decisions

Emotional responses

to Asylum

Affecting emotional well-being

Not talking about terrorism

Reliving past

Scared about returning to home
country

Stress of home office and waiting
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Appendix 11- Nodal structure from Nvivo: Part One Interviews with UASC

Nodes
*+ MName oo Sources References Created On Created By Modified On
= {:} uncertainty of the future linked to asylum status ] 36 127372017 4:06 PM AM 1/28/2018 11:31 AM
.::;‘. different asylum cutcomes 2 6 1/27/2018 12:57PM AM 1/27/2018 12:57 PM
{:;‘. emoticnal responses to asylum 2 16 1/27/201812:38PM AM 2/15/2018 1:59 PM
=] 'i::' language and cultural adjustment 0 0 1/16/2018 4:04 PM AM 1/27/2018 1:30 PM
{::u cultural adjustment 3 22 12/3/2017 3:07 PM AM 12/10/2017 219PM
-:::u Acquisition of English 5 21 1/27/2018 5:18 PM A 2/15/2018 1:56 PM
= {:} emctional states and feelings 0 0 1/16/2018 412 PM AM 1/26/2018 7:23 PM
.::;‘. mixed emoticns 3 9 12/3/2017 5:30 PM Al 12/10/2017 2:26 PM
.:::. positive states 4 7 1/27/201812:33PM AM 2/15/2018 1:55 PM
{:) negative states 34 1/27/201812:33 PM AM 2/15/2018 1:55 PM
= {:} school experiences 0 0 1/24/2018 4:30 PM AM 1/24/2018 4:30 PM
{:} previous experiences of education 4 7 12/372017 1:39 PM A 1/27/2018 3:33 PM
(:j subjects being learnt and provision 2 5 12/3/2017 1:34 PM Al 12/3/2017 3:02 PM
() support and encouragement by staff 4 19 12/3/2017 1:31 PM Al 2/16/2018 3:23 PM
{:) positive school experiences ] 43 172772018 3:56 PM AM 2/15/2018 1:57 PM
=] {:} adverse experiences and the importance of relationships and support 0 0 1/27/2018 1:04 PM AM 172772018 4:42 PM
.::;‘. home-placement 3 12 12/3/72017 2:44 PM Al 12732017 6:24 PM
{::l impertance of family and emoticnal impact of loss of family 3 18 12/9/2017 3116 PM AM 1/28/2018 11:49 AM
{:) friendships & 11 1/16/2018 4:02 PM AM 1/27/2018 4:05 PM
.::;‘. cther support 0 0 12/3/20017 1:32 PM Al 2/16/2018 213 PM
{::l experiences of adversity in home country 4 14 12/3/2017 3:37 PM AM 1/28/2018 11:48 AM
{:} past experiences and journey 2 13 1/27/2018 3:08 PM AM 2/15/2018 1:56 PM
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Nodes
+. MName

[_]...:::. adverse experiences and the importance of relationships and support

B () home-placement

-::;‘- importance of family and emotional impact of loss of family
() friendships
() other support

() experiences of adversity in home country

i,

Pt

- ) past experiences and journey

B1-() suppression and moving forward

. (") notthinking about the past

- {:} moving forward and changing

o Sources
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R R = T - R PE R er]

References

12
18

14
13

22
30

Created On
1/27/2018 1:04 PM

127372017 244 PM
127972017 316 PM
1/16/2018 4:03 PM
12/3/2017 1:32 PM
127372017 3:37 PM
1/27/2018 3:08 PM

1/27/2018 1:37 PM

1/26/2018 7:20 PM
1/27/2018 12:26 PM

Created By
AM

AM
AM
AM
AM
AM
AM

AN

AM
AM

Moedified On
1/27/2018 4:42 PM

12/3/2017 6:24 PM
1/28/2018 11:49 AM
1/27/2018 4:05 PM
2/16/2018 213 PM
1/28/2018 11:48 AM
2/15/2018 1:36 PM

1/27/2018 1:533 PM

2/16/2018 4:35 PM
2/16/2018 4:34 PM



Appendix 12- Thematic analysis: Quotations organised by final themes (Part One

Interview with UASC)

Higher order Sub-theme Quotations
Theme
‘Yeah, it was like too difficult to live in my
country. So yeah. Feel like Taliban or or Jaish or
Adverse Experiences of

experiences
and the
important of
relationships
and support

adversity in home
country

Friendships
Home-placement

Importance of
family and
emotional impact
of loss of family

Past experiences
and journey

Other support

ISIS or something whatever it is, yeah. Like |
couldn’t go like... I- | stopped school like... | just
went to school like for five years and after that
we just stopped because we- we couldn’t go to
school. If- if not...if you’re going like whatever it
was like school or mosque or something, Taliban
will kill us or they will not like, yeah’ (P1).

‘In my past my life has been, | don’t have a nice
life. And to share for- for people for another
people because it’s a bad and they’re not nice.
When | share for another person he di- he didn’t
give me happiness’ (P3).

‘Here we just start with my friends; they are not
just for me, my friends they are like sister. We
treat each other, if | sad they ask me and they
give me advice. If they sad | give a hug and
something nice’ (P3).

‘No, we- we go there like we see our friends we
forget our problems’ (P6).

‘We are with the first foster family. Now we are
move, we move another places. Now | am very
happy. Also they are very nice foster family. Not
a foster family like a real mum and a dad they
are, very nice. They give you advice and if you
are sad they say to you anytime, anywhere you
can speak me; you can talk to me if you have a
problem’ (P3)

‘Yes, and family now | still in the family, but no
speaking. She is...sometimes she is speaking.
Sometimes me talking English in the college. |
come home | still, my mouth | close, | stay in my
room. She no speaking. Ne- never no speaking
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to me’ (P5).

‘I don’t know, no. My mother is one years ago,
she’s dead. Yes, long time me thinking about
this’ (P2).

‘Sometimes [pause] longer time I’'m not seeing
my family, this longer time. I’'m cry for family;
I’'m cry sometimes for Home Office. I’'m go to
talk to- talk to my friend, my family still good’
(P6).

‘Yeah. Yeah, | came like eleven country, like and
to get this country, like | used- used to be like in
Afghanistan. | live in Afghanistan for... ...twel-
twelve years or thirteen years, yes. And after
that | left Afghanistan like, yeah. | was like ten,
ten- ten months in journey or something’ (P1).

‘No, | just like didn’t tell them. So | just left,
yeah... Yeah, if | told them like they won’t let me
go. Yeah, because they will tell- they will tell me
like- they will tell me like you’re too young or
something’ (P1).

‘Yeah, like lots...most of them like just walking,
yeah. And the most difficult was like from Greek
to Hungary. No, from Greece to Macedonia, we
just like...we just walked like for one week. Not
drank. Not food, nothing. Just we had in- in one
week we- we just have like one watermelon and
that’s it, yeah’ (P1).

Emotional
states and
feelings

Positive states
Negative states

Mixed emotions

‘I am now in England | am with confidence
because when | was in my country | was shy, |
don’t like to talk anybody. Even when | talk
proper face to face people. | every day shy and |
scared. After | came here like | am comfortable
and confidence. After | go to school | just speak |
don’t hide for anybody because here | am safe. |
feel safe in England. And there is equality. I'm

happy’ (P4).

‘What makes me really happy? Like being- being
in this country really, because oh, it was
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nightmare in my country. So it was too difficult
to live in my country’ (P1).

‘So like that. So when | was new in UK so |
couldn’t speak English and | was like a bit
nervous or something’ (P1).

‘Yeah, happier now. But inside of- inside- inside
of me like I’'m sad, so yea’ (P1).

‘But because sometime feeling very sad.
Sometime forgotten lots of words English.
Because very sad | can’t speaking, | can’t
understand, | don’t understand’ (P2).

‘And this is very good for me now just stay
home- stay home sometime very sad just
thinking about family’ (P2).

‘Yeah, this one’s fighting in my back, in my past
my life has been, | don’t have a nice life. And to
share for- for people for another people because
it’s a bad and they’re not nice. When | share for
another person he di- he didn’t give me
happiness because | rem- when | remember he
make me sadly’ (P3).

‘But when sometimes you remember the past,
even still now, when you future | am very sad
because | don’t have the paper, still now I’'m
waiting. | don’t know what’s happening next
because Home Office said wait. | am waiting still
until September’ (P3).

‘It’s the same. No, just [pause] sometime very
sad, sometime | very happy in school. Yeah,
sometime normal. But most happy in school.
Yeah, because sometime in school forgotten
some- something about my sorry’ (P2).

‘Sometimes when you see us just laughing
seems like we don’t have any problem, but after
we go home we just cry for god’ (P6).

277




Language and
cultural
adjustment

Acquisition of
English

Cultural
adjustment

‘So when | was new in UK so | couldn’t speak
English and | was like a bit nervous or
something. And when | was new at school so |
couldn’t speak English and I- and | couldn’t un-
understand English or something was too
difficult for me. So like | have like lots of like
extra English or something that helped me to
learn English to speak English or something.
Yeah, and now | can speak English, not like
fluently’ (P1).

‘Because | w...they just put me in year ten. Like if
y...it’s too difficult like for everyone, not just me.
If you like speak like another language they put
you in...if your like- if your- if your first language
is English, yeah? Like you go in Spain or France
or somewhere they put you in year ten. Like it’s
too difficult right?’ (P1).

‘Yeah, but now, better now. First day I’'m coming
too hard. | don’t like because everything now
just start, very hard. But now, yes, most teacher
help, most student help and very good. But
because sometime feeling very sad. Sometime
forgotten lots of words English. Because very
sad | can’t speaking, | can’t understand, | don’t
understand’ (P2).

‘Just me ask just one word. No every. Just one
word | can’t. Sometime some question/ word, is
some word long. | can’t reading true because
different for me’ (P2).

‘Before no speaking English, now better
speaking. Understand for people, for teacher,
understand. Very, very good in the college and
the teacher is nice’ (P5).

‘Oh yeah, like | learnt like English culture or
something. Yeah. Yeah’ (P1).

‘Like the- the things like in Afghanistan you're-
you’re not allowed to like speak like with girls or
something. Like front each other or something.
And here it’'s normal you can speak, you can like,
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yeah’ (P1).

‘Yeah, but because different school England Iran.
In school Ira- different lessons, different
language and lots of difference for me. Hard for
me. But just me sometime yes, thinking abouts
my mum and maybe after me better’ (P2).

School
experiences

Positive school
experiences

Support and
encouragement
by staff

‘For me, it’s nice, the college. I’'m studying very
well. And I’'m trying to know more things about
English, and they are helping me. They are
supporting me. And I’'m happy in the college’
(P4).

‘Because they are- they are helping me to learn,
because when | come, | first come here, | don’t
know English. And now | am studying they
support us in everything. The teachers, all the
teachers they are they good’ (P4).

‘Oh yeah, | just want to study. | just love
studying, yeah’ (P1).

‘Yeah, but in school yes, schools. Very happy in
school because all student, all teacher help me’
(P2).

‘In the college is nice. Before no speaking
English, now better speaking. Understand for
people, for teacher, understand. Very, very good
in the college and the teacher is nice’ (P5).

‘Yeah, so there’s- so the things that make it
really good for you is that the teachers are
breaking things down. They are treating you
with love and care’ (P3).

‘Yeah. Also they are very friendly. There may be
some teachers who just teach you, but we- we
are on a trip in the something like that, they just
play with us. | don’t know, very nice they are
[laughs] for me’ (P3).

Suppression
and moving

Suppression of
emotions

‘But most happy in school. Yeah, because
sometime in school forgotten some- something
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forward

Moving forward
and changing

about my sorry’ (P2).

‘Sometimes. When we see us, everywhere we
are smiling.. But inside we are very sad because
all my- all of our friends in the class they already
got four, five years. Sometimes why, why- why
us no, cos we are all the same problem’ (P6).

‘That’s why we don’t like to remember our...just
go forward... not think about the past’ (P6).

‘I am now in England | am with confidence
because when | was in my country | was shy, |
don't like to talk anybody. Even when | talk
proper face to face people. | every day shy and |
scared. After | came here like | am comfortable
and confidence. After | go to school | just speak |
don’t hide for anybody because here | am safe. |
feel safe in England. And there is equality. I'm

happy’ (P4).

‘So when | was new in UK so | couldn’t speak
English and | was like a bit nervous or
something. And when | was new at school so |
couldn’t speak English and I- and | couldn’t un-
understand English or something was too
difficult for me. So like | have like lots of like
extra English or something that helped me to
learn English to speak English or something.
Yeah, and now | can speak English, not like
fluently, but it’ good, yeah. | learnt English like
very fast or something’ (P1).

‘Yeah, and just...Yeah, | want to get job or
something if | can. | will like apply for bring my
brothers here. So if | can | will try to...” (P1).

‘I want to learn more [laughs]. | want to study
and keep going... | want to be a nurse’ (P3).

Uncertainty of
the future
linked to
asylum status

Different asylum
outcomes

Emotional
responses to

‘But inside we are very sad because all my- all of
our friends in the class they already got four,
five years. Sometimes why, why- why us no, cos
we are all the same problem’ (P6).

‘Yeah, the first time we was very excited like
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asylum status

that. Still we want to study more, but sometimes
we’re worried because what’s next’ (P6).

‘Now because we don’t want to...we- we are just
having happiness here. We don’t want to return’
(P3).

‘Yeah, or a- a sadness, because we know what
coming we wait us, we don’t have a nice life...
We don’t have family’ (P3).

‘But inside we are very sad because all my- all of
our friends in the class they already got four,
five years. Sometimes why, why- why us no, cos
we are all the same problem’ (P6).

‘My social worker for example, she come and
she ask me, | said | want my paper. They say
they are our...my solicitor she asked, they said-
they said the Home Office say wait. So they say
wait’ (P6).

‘I am very sad because | don’t have the paper,
still now I’'m waiting. | don’t know what’s
happening next... | am waiting still until
September’ (P3).
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Appendix 13- Procedures for the group supervision sessions in Part Two

Session

Content

Participants

Session 1:
Reflections from
the semi
structured
interviews,
Introductions to
the group
supervision and
Solution Circles
process.

Session 2:

Reflections from
last session,
Solution Circles
and next steps.

The first part of session one involved introductions and getting to know
one another. The participants were encouraged to explain their school or
college role including their experience with supporting UASC. During this
time, participants were introduced to the process of supervision, created
group supervision rules and signed a supervision contract (see Appendix
14). The process of Solution Circles was then explained to participants and
the first two participants presented their case. Prior to the session a
timetable had been sent out to all participants so they were able to
prepare a five minute case each to present. After the Solution Circles
process, participants were then encouraged to reflect upon the process
using a reflection prompt sheet (see Appendix 15)

The beginning of the session enabled some time for participants to
feedback their thoughts and reflections between the first and second
group supervision session. The two participants who presented their case
in session one were asked if they had acted on any of the ideas which
were posed and discussed their reflections since last session. The third
participant presented her case for Solution Circles and the rest of the
participants followed the process. The final part of the group supervision
session encouraged participants to reflect upon their thinking and how
that may inform their approaches in the classroom/ in school or college
and with the unaccompanied students.

Five participants attended session 1,
these participants had all taken part
in Part One. These included: two
college teachers, one secondary
school HLTA and two secondary
school teachers.

One participant (secondary school
teacher) did not attend. The reason
for this was unknown.

Four participants attended session 2,
these participants had all taken part
in Part One. These included: two
college teachers, one secondary
school HLTA and one secondary
school teacher.

Two participants (both secondary
school teachers) did not attend. One
had previously given his apologies
and had requested the audio for the
session.
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Session 3:

Reflections from
last session,
Solution Circles,
reflections on
the process and
Evaluation of

group
supervision.

Similarly to session 2, the beginning of the session enabled some time for
participants to feedback their thoughts and reflections between the
second and third group supervision session. The participant who
presented her case in session two was asked if they had acted on any of
the ideas which were posed and discussed their reflections since last
session. The final pair of participants presented their case for Solution
Circles and the rest of the participants followed the process. The final part
of the group supervision was for final reflections and the evaluation of the
group supervision process, participants were encouraged to give honest
and constructive feedback and were provided with an evaluation form
and discussed their evaluations with the rest of the group (see Appendix
16)

Five participants attended session 3,
these participants had all been part
of Part One. These included: two
college teachers, one secondary
school HLTA and two secondary
school teachers. The HLTA
participated via phone conferencing
as a result of injury.

The secondary school teacher who
had not attended session one and
session two withdrew from the
research as a result of school
workload.
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Appendix 14-Example supervision contract

Supervisor: Aimee Morgan (Trainee Educational Psychologist)
Supervisee (s):

Purpose for supervisor:

Purpose for supervisee(s):

Frequency:

Time and duration:

Location:

Scope:

Confidentiality and exceptions:

Records and their

How will dual relationships or conflict be addressed?
What to do if advice is needed between sessions:
Systems of review and their frequency:

Date:

Signatures
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Appendix 15- Reflections framework for group supervision sessions

Session one hand out: Reflections

Over the course of the next three months, please keep a reflective account of a situation in
which you are able to apply some of the ideas discussed. Below is a template which has some
headings which you can use as a guide to help you.

Please ensure that any children or young people that are mentioned in your reflections are
anonymised.

What outcome would you
like to see?

How do you know in the
future if you have
achieved this?
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What is the first sign that
which would indicate this?

Any additional reflections/
thoughts?
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Appendix 16-Evaluation and feedback form for group supervision sessions

Evaluation and feedback of group supervision sessions

The second phase of the research has now finished. Please make some brief notes on
the below questions and be ready to feedback your reflections to the rest of the

group.

e What, if any, do you think have been the benefits of taking part in a group
supervision group for supporting unaccompanied asylum seeker and refugee

children?

e What, if any, do you think have been the disadvantages of taking part in a group
supervision group for supporting unaccompanied asylum seeker and refugee

children?

e What, if any, do you think have been the barriers for taking part in a group

supervision group?
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e Do you have any other comments about your experiences of taking part in a group

supervision that has not been covered by the previous questions?

The next section of the evaluation is hypothetical. For this action research we carried
out one cycle of three group supervision sessions. It would be useful for you to provide
feedback on the below questions in relation to if we were to do a second cycle of

group supervision sessions.

Key reflection and action point: Next steps

What helpful things could we do more of?

What things could we do less of?

What new and potentially helpful things could we try?
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Appendix 17-Examples of initial codes and themes: Part Two group supervision

sessions

Higher order initial
theme identified
across data set.

Sub-theme

Initial codes

Political and
Educational systemic
issues and challenges

Educational systems and
issues

Differences between educational
settings

Procedures for managing SEMH

links between provisions for transition

Tension between authorities and
provision

Pace and fitting within systems

Different agendas

Letting UASC down

Alternative post-16 provisions

A new course, new needs and
uncertainty

Training needs and support

Different prior educational
experiences

PEP meetings and holistic outlook

Experience of supporting UASC

Political systems and issues

Difficulties understanding the system

Need for more joined up systems

Political agendas

Different numbers across provisions

Concerns regarding provision for post-
18

Isolation of UASC due to numbers

Group sizes, opportunities and
limitations

Funding, resources and time

Asylum process and
challenges with the system

Not agreeing with the system

Seeking support and guidance from
adults

Number of appointments and impact
on education and attendance.

Staff developing experience with
systems

Asylum process as competitive and a
battle

Age and being sent back

Seeking asylum and interviews on
emotional well-being

Inclusion and
differentiation

Anonymity and needs not being
prioritised

Differentiating needs vs systemic
approach

Inclusive attitudes and approaches

Promoting inclusive education
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Changes in thinking regarding
differentiation

Information sharing and
communicating with
professionals and staff

Communication amongst professionals

Promoting having sharing
environments

Lack of information communicated
across staff and professionals

Important for understanding and
supporting needs

Issues with confidentiality and anxiety
around how to share information

Provisions having systems for sharing
information

Importance for sharing information
whilst maintaining confidentiality

Need for better communication with
professionals, colleagues and carers

Future opportunities for group
supervision

Obtaining the
experiences and voice
of UASC

Developing relationships
through honesty, trust and
showing empathy

Open and honest

Environments conductive for building
rapport

Developing trusting relationships
through showing they care

Learning information about
the past of UASC

Being connected and not detached to
experiences

Not wanting to probe

Adversity and resilience

Change of teaching as a consequence

Useful to understand and meet needs

Experiences of adversity

Autonomy and voice of
UASC

Control and choice given to UASC

Importance of obtaining student voice
and empowerment.

Giving UASC a voice

UASC not having others to share
worries with

Expression and making their needs
known

Starting to open up and talk about
emotions over time.

The significance of
social connections
and relationships and
the difficulties with
recognising and
supporting social and
emotional needs.

Recognising and supporting
social and emotional needs
and challenges for staff

Social and emotional needs

UASC masking their emotional
difficulties

Hidden trauma and small events
having a significant impact

Home placement and relationship to
emotional wellbeing

Offering support, developing rapport
and showing empathy

Emotional challenges and support for
staff
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Social connections and
relationships

Contact with family

Wanting to talk and shared
experiences with other UASC

Family in the UK

Different relationships with different
adults

Perception of power that adults have
linked to opening up

Developing trusting relationships over
time

Enjoyment of supporting
UASC

UASC as respectful and well mannered

Enjoyable and rewarding experiences

Attitudes and enthusiasm to learning
and school

Opportunities to help and support
UASC

Importance of
language and the
relationship between
language and social
and emotional needs.

Language development and
the impact for meeting

social and emotional needs.

Time to adjust

Placement of groups and impact on
social and emotional needs and
behaviour

Staff balancing focus of language with
social and emotional development

Importance of language development
for social interaction

Emotional wellbeing linked to
acquisition of spoken language

Level of spoken English and
communicating needs.

Meeting a range of needs in the
classroom

Acquisition and
development of language

Development of language and
different rates of learning English

Varying levels of spoken English

Perceptions of spoken versus written
English

UASC supporting others with English

Language as a barrier

Pedagogical
approaches,
recognising needs and
promoting the success
of UASC

Alternative methods for
communication and
support with developing
English

Accessing support from the
community

Interpreters and refugee support

Non-verbal ways

Using art for expressing themselves

Embedding English in activities

Language support

Providing UASC with
additional support

Keeping safe and emergency support

Buddy systems

Cultural support

Using online groups and the internet

Local university and community
support
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Using external agencies and
professionals to support needs

Recognising the needs and
success of UASC and having
high expectations

Increasing sense of belonging

Providing opportunities for having
games and recognising needs

UASC recognising their own success
and feeling valued

Gaining approval and need to be
praised and rewarded for effort and
achievement

Communicating the successes of UASC

Drawing on strengths

High expectations and changed
behaviours

Raising awareness and
encouraging young people
to support UASC

Raising awareness

Challenging discriminatory views held
by other students

Uncertainty and legal
changes on age for
UASC and subsequent
implications for
education, social and
cultural
understanding and
emotional wellbeing

Social and cultural
understanding, integration
and behaviour

Social and cultural awareness,
understanding, rules, laws &
expectations

Differences in treatment of children
across cultures

Social and physical development

Social connectivity, friendships and
support

Impact on changes of age,
systems and challenges for
staff

Breaking protocols and stigma for
schools

Expected grades and impact on self-
esteem

Expectations linked with abilities and
age

Framing things differently to different
students

Academic pressures, systemic
difficulties and DfE

Uncertainty around age

Missed learning and acquired language
and impact on motivation

Social and emotional

Preparing for adulthood and
independence

Integration between different years

Self-esteem, emotional state and

Impact identity
Changes in peer group and impact on
friendships and attitudes from peers
Age assessment and process
Processes Speed of moving year groups and

impact on needs being met
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Appendix 18-Nodal structure from Nvivo: Part Two group supervision sessions

Nodes
*+ MName o Sources References Created On Created By Medified Cn

= a:::- Political and Educational Systemic issues and challenges 0 0 2/25/2018 1:18 PM AM 3/8/2018 11:10,
() Educational systems and issues 3 77 272572018 1:20 PM AM 3/4/2018 6:01
.i::. political systermns and issues 3 72 3/1/20186:04 PM AN 37472018 2:34
-:::- asylum process and challenges with the system 2 29 2/23/201811:074A  AM 3/4/2018 3:17
{::- inclusion and differentiation 3 20 31/2018 511 PM AM 37472018 312
.i::. informaticn sharing and communicating with professionals a 2 35 2/25/2018 5:33 PM  AM 3/4/2018 4:47

= (:} obtaining the experiences and voice of uasc ] 0 2/25/2018 1:49 PM AM 3/1/2018 5:54 PI
() autonomy and voice of the uasc 3 58 2/25/2018 1:28 PM AM 3/4/2018 5:22
.:::. learning information about the past of UASC 2 28 2/247/201811:054  AM 3/8/2018 9: 31
{::- developing relationships through honesty, trust and empathy 3 19 2/22/201811:304  AM 3/8/2018 9:34

= (:;‘- The significance of social connections and relaticnships and the 0 0 2/25/2018 342 PM AM 3/31/201810:18
-:::- social connections and relationships 3 35 312018 212 PM AN 3/4/2018 8:32
-:::- enjoyment of supporting UASC 3 13 2/25/2018 2:37 PM AM 3/4/2018 &:32
{::- recognising and supporting sccial and emoticnal needs and ¢ 3 48 2/23/2018 2:52 PM AM 3/9/2018 101

= (:} importance of language and the relationship between languag ] 0 2/25/2018 5:25 PM AM 2/25/2018 5:51 |
{::- language develepment and the impact for meeting social an 3 53 2/237201811:39A  AM 3/9/2018 11:2
.i::. acquisition and development of language 3 24 3/2/20189:45 AM AM 3/4/2018 6:33

= .:::. Pedagogical approaches, recognising needs and promoting the 1 1 2/25/2018 5:54 PM AM 4/12/201812:09
.i::. alternative metheds for communication and suppert for deve 3 13 2/22/201812:59P  AM 3117201811
-:::- providing uasc with additicnal support 3 48 2/23/2018 2:55 PM  AM 31201811
{::- reccgnising the needs and success of uasc and having high e 2 30 2/23/2018 6:06 PM AM 3117201811
(") Raising awareness and encouraging vouna people to support 1 9 2/25/201812:32P AM 3/8/2018 943
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Nodes
*+ MName

Bl (:) Pedagecgical approaches, recognising needs and premocting the

P
= L

-:::- alternative methods for communication and support for de

() providing uasc with additional support

-:::- recegnising the needs and success of uasc and having high

() Raising awareness and encouraging young people to suppe

Uncertainty and legal changes of age for UASC, implications for

() social and cultural understanding, integration and behaviou

Fa

-\::- impact on changes of age, systems and challenges for staff

() social and emoticnal impact
T
() processes

G Jources

Fad L

References

13
48
30

20
32
17

14

Created Cn
2/25/2018 5:54 PM

2/22/201812:59 P
2/23/2018 2:55 PM
2/23/2018 6:06 PM
2/25/201812:32P

2/23/201812:09 P

2/23/201812:34 P
2/23/201812:23 P
3/2/201811:03 AM
3/2/201811:05 AM

Created By
AM

Modified On
4122018 12:09 P

3120181132 A
311200181132 A
3M11/201811:33 A
3/8/2018 9:45 AM

37872018 9:57 AM
3/8/2018 9:47 AM
3/4/2018 6:34 PM

3/4/2018 6:34 PM
3/4/2018 6:35 PM
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Appendix 19-Thematic analysis: Quotations organised by final themes (Part Two

group supervision sessions)

Higher order Sub-theme Quotations

Theme

Political and Educational ‘There- there’s quite a lot of feeling of letting
Educational systems and him down because of him coming in with no
Systemic issues language, sort of, higher up in the school, and
issues and there wasn’t spaces in a lot of the lessons that
challenges Political systems he wanted to go into. So, there was a lot of

and issues

Asylum process
and challenges
with the system

Inclusion and
differentiation

Information
sharing and
communicating
with professionals
and staff

feeling of letting him down’ (SS2).

‘...Cos, on that point, we have at times felt we’re
sort of winging it. Because, you know, this was a
new course to us that started in January’ (C1).

‘And always balancing that resource in quite a
small school with quite a high demand on, sort
of, EAL type- type support and mentoring and so
on’ (SS1).

‘I just felt that schools are concerned about
what’s best for the youngsters, but the
authorities, whoever they are, that make these
sort of decisions, don’t seem to have that
concern at all. You feel that they’re just, sort of, |
dunno, pushed and shoved around in a
hideously random way’ (C1).

‘I don’t understand that system. | don’t know
how they’re supposed to’ (SS1).

‘But it is interesting that the more high profile,
like, things seems to be, the Prevent Agenda ...
Like, we get sent about that from government.
We don’t get sent loads from government
about, you know, how to include and- and, you
know...” (SS1).

‘We’re talking about them as unaccompanied
asylum seeking children and it just worries me a
little bit what happens when they cease to be
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children...What support network is going to be in
place ...What happens to them then? (C1)

there seems to be this sort of process where
they apply and it’s rejected and they appeal. It’s
sort of assumed that this is the- the steps they’ll
have to go through... Which for a young person,
all they are faced with is the- their first
application being turned down, which | think’s
devastating’ (C1).

‘Well, it- it just feels a bit faceless, doesn’t it? So,
by the time we get to the Home Office, it’s just —
| don’t know who knows those people, you
know? So, | can see the social workers working
hard for them, to try and get what they think is
right...”(SS1).

‘Yeah. | mean, you know, | was always well-
known for, sort of, fighting for those students
and trying to make teachers understand. | don’t
think that becomes any easier with all the
demands on teaching and planning and
everything’ (SS2).

‘We need better systems in- in place for joined
up, sort of, thinking really, in school and across
school’(S51).

‘The barrier’s the time, and maybe the thinking
as well. And if you’re by yourself as well, you-
you’re not bouncing the ideas, necessarily, o0-of-
from other staff. And, you know, we- we work in
the same department but rarely get a chance to-
to really talk’ (C1).

‘One of the things that we do ask, or for some of
our students, is, like, a pupil profile. So, like,
some information that’s agreed with them,
parents or carers of, you know, whoever as well,
and then some things that you can do to
support. And that’s, sort of, on a secure area of-
of our intranet’ (SS1).
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Obtaining the
experiences
and voice of
UASC

Autonomy and
voice of UASC

Learning
information about
UASC past

Developing
relationships
through honesty,
trust and showing
empathy

‘What keeps striking me about these poor kids,
is actually, they haven’t got any power really,
have they? All these decisions that are being
made for them... No wonder they keep going to
other agencies. Because actually, it must just
feel like decisions are made and stuff’s just done
to them all the time’ (SS1).

‘| felt that — pleased that I'd noticed — well, one,
that I'd noticed that he was upset, and- and two,
that we’d had the conversation. Because it gave
him a voice. And that’s what he lacked. He was
very shy about using his voice. But through our
student translator, un-un-unofficial translator,
he- he was given that voice. And | think that that
took a load off his shoulders by being able to
finally say, ‘I’'m struggling and you- you’re
overlooking me and, you know, I- | don’t think
you care.” And it gave me an opportunity to
demonstrate that | did care. | still do. And | feel
that- that that trust has been built’ (C1).

‘I'm finding that my students are starting to
offer up information ...one of them, X, said, ‘I'm-
I’'m not happy in my life,” ... they’ve started to
give that off their own back... | think, because of
the context of what we’re talking about and
because I've been with them since January’ (C1).

‘And- and hearing that, | think it- | think it was
helpful because — a-again, you said about, you
know, the relationships we build, they be- they
become — we hear stuff on the news but you-
you don’t necessarily connect to it. Because
you’re detached from that. You haven’t built a
relationship with these people. And as a survival
mechanism, you know, you have to detach,
otherwise it would be too consuming... But
having made these relationships with people,
when you then hear, you know, something like
that a-about- that’s connected some- with
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someone specific, it all suddenly becomes so
much more real. And that’s, sort of, with any —
it’s really useful to know this stuff. Maybe not at
the beginning, but at some point to know it.
Possibly at the beginning. Because, you- you
know, it — | — [sighs] making allowances for
students, in some way’ (C1).

The
significance of
social
connections
and
relationships
and the
difficulties
with
recognising
and
supporting
social and
emotional
needs.

Social connection
and relationships

Enjoyment of
supporting UASC

Recognising and
supporting social
and emotional
needs and
challenges for
staff

‘It sounds like the relationship is different, isn’t
it? ...You know, the different w-ways that people
work with children and young people, | suppose,
and the different roles and relationships, the
opportunity to build that up. So, like, I'm
thinking... you’d had a breakthrough moment
with that student, ... But they might not have
that with me and I've got to be conscious that |
might not be the person that they have that
with, you know? And did that matter? Like, as
long as they have it with somebody’ (SS1).

‘Something you said about building relationships
with the adults. | think something like that
would be really good because | think it’s showing
plenty of opportunities to build relationships
within the students but also with the adults.
Because when you go out on a trip and that sort
of thing, you have a different relationship with
them’ (SS2).

‘But to be able to help these children... to be,
sort of, the other end of that process is, | think,
rewarding’ (C1).

‘The group that I’'m working with, with the
unaccompanied asylum seekers and- and the-
the others who have joined the group, they are
such a delight to work with. So easy in
comparison. Yeah, so, that’s been my
experience. It's- it’s — so, they're- they’re very
grateful, very open. They in- from day one,
almost from day one, they were- any
opportunity they would party. We had cooking
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lessons in the kitchen, there’s an accom- there’s
a- an attached flat. And there’d be maybe a
couple of minutes while | was getting ready and
they would put on their music and they would
put their bags down and their coats and they
would just dance with each other’ (C1).

‘No, | was just thinking really about the fact that
when you are in school and you haven’t really
got anybody to share it with, and | know we’re
bouncing ideas of each other now, but | mean,
you haven’t got the ability to do that. (552)

I mean, it’s just- it’s the effect that these
meetings have on the children as well. | mean, |
was lucky because | had such a fantastic
relationship with his carer at the time and we
were always talking. But if | hadn’t had that, |
mean, | just wouldn’t have known, half the time,
where to go’ (SS2).

‘I do feel devastated that X has left and has, sort
of, stubbornly refused to come back or even talk
to us’ (C1).

‘One day | noticed that X was quite upset. So, I-
I- 1 asked XX ... if he would be happy to
translate... X was explaining that he felt that the
college didn’t care about him. He didn’t
understand — he wasn’t able to keep up
with...learning... So, he was essentially telling
me, ‘you don’t care about me.’...that concerned
me’ (C1).

‘I think the thing that, sort of, in a way, surprises
me with this group of learners is how,
presumably, deeply buried their trauma is. We
hardly ever see — you know, occasionally we see,
sort of, things that could relate to it’

(C1).

Importance of
language and

Language and
impact for

‘And what — so- so when those came to us last
January, February, they were all in one group
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the
relationship
between
language and
SEMH

meeting social
and emotional
needs

Acquisition and
development of
language

together. Then from this September, we’ve had
this situation where we’ve divided in to two
groups, which personally | try not to call u-upper
and lower, but in effect that’s what they are. It is
based on their level of English. And what’s
happened is that some of the students in the
lower group have been very unhappy to be in
the lower group because they feel they’re
covering the same language skills that they were
looking at last year. And X was one of the
students that was unhappy’ (C1).

‘So, X was one of the lower level ability students
in the class and — there were students in the
group who wanted to be stretched and were
quite vocal about that and saying, ‘we- thi-this is
too easy. We need the- we- | need more than
this.” So, what can happen in a situation like that
is- is- is what ends up being delivered is- is
dictated by- by the- the- the learners who- who
are learning faster. And- and often the- th-those
that are struggling g- are quiet about it’ (C1).

‘And now that he’s in the lower level of the- the
new groups, he seems to be thriving. He’s not
shy. He- he appeared to be shy, at least, in the
class and he had a little whisper of a voice, until |
took him to football and heard him roar like a
lion. But with- in terms of using his English, he
was very shy with it. Now, he’s reading out in
class and he seems to be thriving’ (C1).

‘And | think if their language is very poor, that
they can’t make their feelings known and
understand what’s going on a lot’ (SS2).

‘X arrived with little English but always worked
hard, but — although, saying that, he can be lazy
when he wants to be. But that’s why he’s
achieved the progress that he has made’ (552).

‘Language was a real- real barrier to start with.

300




So, it was quite a lot of, sort of, visual
interpretation of what- what he needed to do,
but obviously within PE and a practical subject,
that was- could be overcome to a cer- to some
extent’ (SS1).

‘And due to the language barrier, it was- it was
really tough. So, he used- he- he always used to
come along to PE really, really happy, li-lively,
wanting to do his best. Then he was turning up
to PE, couldn’t- couldn’t do what he wanted to
do. | found it frustrating because | couldn’t ask
what he was capable of possibly doing, different
roles within PE and sport, and whether there
was, to any extent, we could get him doing
anything physical, sort of, rehabilitation wise’
(SS1).

‘And all of the students had been in the country
just for around a couple of months before |
came- they- before they came to me, with
varying levels of English. Some had had formal
lessons in those few weeks that they’d been
here, some hadn’t. Some had been with foster
carers and had learnt some English. So, by the
time they arrived in the class, there were- there
was a really broad range of abilities with English.
All beginners but some were able to naturally
learn English faster as well’ (C1).

Pedagogical
approaches,
recognising
needs and
promoting the
success of
UASC

Alternative
methods for
communication
and support for
developing
English

Providing UASC
with additional

support

Recognising the

‘One thing | certainly would do more is- is try to

learn some of the...language ... to be able to just
have a try and have a little bit more rapport with
him’ (SS1).

‘What | was doing was delivering activities but
embedding English within that’ (C1).

‘We make a lot of use of interpreters and things
like that as well. | know you’ve u-used that with
another student but | did wonder about that’
(SS1).
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needs and success
of UASC and
having high
expectations

Raising awareness
and encouraging
young people to
support UASC

‘And | also did a lot of art with the- with the
students, as a way for them to express, and we
explored identity through mask making and
explored identity through various art projects.
So, it was just giving them an opportunity to,
sort of, have a voice before they could really
articulate in English with that voice’ (C1).

‘We used a lot of games, like Scrabble and things
like that...”(552).

‘I think it was a real bonus — | think the- his- his
buddy, whether it was luck or- or good planning,
his buddy was a really good- good character, or
certainly a good sporting character, and that led
to X joining the local football team, which | think
was a real- real positive for him. Again, helped
to- to build, sort of, friendships within the
school, even though perhaps language was still a
barrier, but he still felt he had, you know, sort
of, some friends there, as such’ (SS1).

‘the Evolve mentors, have been in school this
week, you know, that are setup for the
universities working with a virtual school. And
they’ve trained mentors to come in and work
with children in care for the university... And of
course, that includes our unaccompanied
children... And actually, they seem to have- that
seems to have got off to a really good start... So,
they are — they maybe do want to talk to other
young people actually, and- and | probably
would if I was there with all these annoying
adults around [chuckles] telling me what to do’
(SS1)

‘I think your issue re-revolves around their
perception... The way they see themselves...So, |
think it’s about getting- getting it clear for them
... That they are as valued as the upper group....
So, is it a commu-communication of that? Is
there- is there a need of a- some sort of- more
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of reward or recognition system there to how
well they’re doing? Whether there’s a re-reward
system in place or ...”(S51).

‘they need to be praised, they need to be
acknowledged, what they- the progress that
we’ve made in- say, in tutorials, which is all | see
them for, is one hour a week tutorial And we’re
keeping a book where they write down what
they learnt in the last week, so that they, sort of,
build up a record of- of what- the progress that
they are making. Cos | think particularly with
language learning, is people don’t I-learn
languages like that. They learn them, sort of, like
this. And sometimes it can be very frustrating.
They feel they’re not learning anything. Cos, like
us, we don’t have time to reflect, they don’t
have time to reflect on their progress’ (C1).

‘I mean, saying about po-poetry and working on
poetry and thinking about them being published
and presented somewhere, put that up on
display. That would be really- really confidence
building, probably’ (S51).

‘I think that- the notion of making the student or
helping the students to feel they’re being
rewarded for their achievement is hugely
important... | think for them to feel that there
are people who are pleased with what they’re
doing is crucially important’ (C1).

Uncertainty
and legal
changes of age
for UASC and
subsequent
implications
for education,
social cultural
understanding

Social and cultural
understanding,
integration and
behaviour

Impact on
changes of age,
systems and
challenges for
staff

‘It’s been an issue with both of them really,
about, sort of, levels of cultural understanding, |
think, about — like we’ve touched on earlier
actually, about age appropriate behaviour and
how children get treated differently in different
cultures’ (SS1).

‘I was just gonna say more about the friendship
groups and things like that. Because to go from
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and emotional
wellbeing

Social and
emotional impact

Processes

six to ten, the language being used, changing
from being with ten/eleven year olds to, you
know, fourteen/fifteen year olds. And also, the
one that’s been in year eleven, | don’t know how
long they were initially in the first groups, but
it’s quite a big thing. Because especially when
you haven’t got much language, it’s trying to
form friendships. And then all of a sudden —
because they don’t tend to mix, well they don’t
in our school anyway because they’ve got their
own areas ... (S52).

‘So, we’ve had one of the other students with —
and it’s an incident of inappropriate be-
behaviour to w- towards one of the girls again.
And so, it’s this, sort of, age appropriate cultural
awareness, social awareness, and trying to pitch
that right with other members of staff about
how we manage that as well’ (S51).

‘although we do do, sort of, PSHE type work
right the way through the school, a lot of that is
done- embedded, kind of, in year seven and
eight. And of course, they’ve missed that
element... So, it’s- ... quite a challenge for our
teachers’, (551)

‘So, he arrived into his primary school, which
was — | forget which primary school it was, but it
was near X anyway. They thought he was
brilliant, which he is, really high achiever there,
except that he was age assessed, should be in
year ten’ (SS1).

‘But his targets for us, which we can’t get the
DfE to alter, so every meeting we have to go
back to these targets, he’s got eights, which is,
like, the equivalent of A*. So, what that does for
your self-esteem as well, of, like, you were the
star at primary school and you come to
secondary school, you get set these mad
targets... But actually, you know, we’re trying to
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say, ‘you’re doing really well’ (SS1).

‘And that’s been quite complicated, | think,
because we had quite a studious, | would say,
committed year eleven student who's re-
regressing in terms of who they, kind of, hang
out with and how focused they are’ (551).

‘And again, quite an interesting one for him. So,
it’s run up all sorts of problems again about
what sports teams he should be in. He’s really
sporty, but actually now he’s being taught out of
year group, which is not something that you go
shouting about, but it means it creates a real
problem when it’s cross country, what- and
they’ve got age limits on those things. Like, so
where- how do you play it?’ (SS1).

‘to go from six to ten, the language being used,
changing from being with ten/eleven year olds
to, you know, fourteen/fifteen year olds. And
also, the one that’s been in year eleven... it’s
quite a big thing. Because especially when you
haven’t got much language, it’s trying to form
friendships’ (S52).

‘So, then, you know, if you formed friends with
year elevens then all of a sudden, it’s totally
different to what year nines are, to year elevens,
in all the outlooks and everything that’s going
on’ (552).

‘I think they’d age assessed his brother as
younger, and then there’d been some
calculation based on the age gap that was also
then not right’ (551)

‘And it’s just — you know, most of our Afghan
students are born on the first of January, just cos
it’s the simplest thing to go for’. (C1)
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Appendix 20- Photographs and notes from the Solution Circles discussions during
each of the group supervision sessions

NB: Please note that the first session was typed and sent to each participant due to the
illegibility of the visual record. The second and third session is visually represented
using photographs of the original records.

Solution Circles: Session one

College staff (C1)-Talking about MA and S

e Student S comes from Sudan. 5 Sudanese boys arrived together came a housing
organisation.

e Arrived last Jan/Feb group together.

e Now divided into two groups- (based on level of English). Some students in lower
group have been unhappy to be in lower group as they feel they are covering the same
language skills. Student S is one of the unhappy students. C1 felt he was unable to walk
down the corridor without the students approaching them and saying ‘we aren’t
happy with our class’.

e Few issues with students- refusing to do work/ not cooperating. Student S walked out
during a class and refused to engage with teacher when asked what the problem was.
Teacher found it very upsetting.

e When C1 had tutor time, he felt he had to go in hard- with two pieces of paper, one
was a withdrawal form one a contract saying they’d follow rules/ be a good student.
Both student MA and S said they wanted to leave college. C1 asked them to think
about it over the weekend and think about it.

e QOutcome: Student S decided to stay, MA decided to leave. MA could have moved up
but numbers of groups wouldn’t allow it.

e Trying to find provision for student MA. Student S has stayed and has a different
attitude and is now very engaged and is doing all his homework and has risen to the
role of being best in the group and acting as a translator for some in the group and has
stopped asking about going up in the class. C1 is devastated that MA has now left the

group.
Student A

e Talking about student A. attended in January within a group of 14. All students had
recently arrived in the UK and varying levels of English. Child A was lower ability in the
class and there were students who wanted to be stretched and were vocal about this.

e Inthis situation- what ends up being delivered is determined by learners learning
faster, others can be fairly quiet about this. Do what is possible with resources and
time available.

e Noticed that student A was upset and asked another student to translate what was
going on. He explained that he didn’t feel the college cared about him and he couldn’t
keep up with the rate of learning. This concerned C1 as she felt he felt she didn’t care
about him. She relayed through student that she would look for extra funding/ other
ways of support. C1 learnt some Arabic- this had a big impact on Student A- made him
smile at her. C1 asked to teach Student A to teach her some Arabic and when he saw
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she struggled he perked up. He is now thriving and doing much better. At football-
much less shy and really enjoys it.

e Student A needed more time/ support/ slower pace. Doing what they can with
resources they have. Previously worried about they may lose him and he was receiving
negative messages from outside the college-C1 was able to cater for his needs better
after connection over language and seeing care- felt student gave more back.

Summary points

- Children keen to learn faster.
- Difficulties with funding and resources- meeting those needs
- Trying to convince students and demonstrate care- how you do that for everybody.

Questions for C1

- How do you go about rewards and sanctions?

- Why do you think Student S became motivated/ what was the motivation for S?- |
think because MA who now left — | like MA but I think S and MA were stirring each
other up by that attitude. | feel that S has now risen to the role of being the strongest
in the group.

- No opportunities to move them up Jan/Feb time? No.

- At school they are CIC so there are PEPs and things (reviews) so they do have that? We
are not involved in that beyond writing the report. The welfare officer tends to meet.

- What is the pastoral side? There is a pastoral office who attends the PEPs but does not
teach the UASC but we write reports and send them to the pastoral team.

Questions and answers for case 2

- You said about taking student A to football- was that to building rapport? No, not in
response just to give him a varied timetable and something helpful for him. Meant we
could walk to the sports centre so we did not have the face each other. Conversation
tended to happen spontaneously during the walk and this was useful for building
rapport

- Were you expecting that? No it just evolved, | would be at the front and an enabler at
the back and | would walk with different individuals week to week.

- During the walk was there anything that suggested he had unmet needs? Student A
started to go independently with his foster carer after all so not a student | tended to
speak to much/ or engage with much conversation (he wasn’t able to) as he was very
quiet and nervous. But being able to take him somewhere he loved/ to do an activity
he loved was useful for rapport building but also did other activities.

Positives in this situation

- (C1) I felt pleased I noticed he was upset and that we had the conversation and | was
glad that he had a voice out of this situation- that this was something he lacked
previously. Before he was very shy using his voice. Through our student translator he
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was given that voice. This took a load off his shoulders by finally being able to say he
was struggling, he was feeling overlooked and he didn’t feel others cared. This gave
me an opportunity to show that | cared and still do and | feel that the trust has been
built and had some lovely movement working with him. | feel that trust from him
now- lots of smiles, turning up on time (mostly) and he’s engaging).

- (€C1) with Student S has accepted his role as a student and is working very hard and |
think he now sees himself as a good student as opposed to a student who has been
dumped in lower group.

Area within the problem for focussing on today

- |-feel that problem has been addressed as A is now in the lower group and has been
able to express himself.

- The entire lower group is the difficulty- looking at something which raises self-esteem
and makes the group feel good about themselves. E.g. working on poetry and
producing booklet of poems. Want them to feel as good as upper group.

Creative team- solutions

- Their perception and the way they see themselves- getting it clear for them- that they
are as valued as the upper group, they are all very keen to progress which is a real
positive- how to find a solution to those perceptions? Communication? Recognition
system? Reward system? Poetry being published or displayed?

- PEPs- about student voice and what they want emotionally as well as academically? Is
there a ‘missed step’ about the process- is it as meaningful as it could be. Education
Welfare officer doing something and you doing anything- joining up ideas in the PEP
around meeting something emotionally?

- Struggled to see where they are in the whole system- if language is difficult they can’t
always make their wants known- anyway of getting voice without using language?

- Using interpreters and other community people- refugee support? Other community
members giving voice- refugee centres the mosque?

- Student H feeling much happier- having others with a similar process- UASC groups?
Similar languages? Sharing experiences?

- Do they get much chance to get time to talk? Very isolated? Sharing experiences.

- Other tools- using visuals or allowing them to have a voice in different way- low levels
of English- we can communicate in a variety of ways.

- Helping them to understand we are doing the best for them- Perceptions of UASC that
they are a ‘problem’ to carers, school, etc. Depending on situation- can feel alone.

- Challenges for college staff around attending PEP- other ways of feeding this
into the PEP without attending meetings, make comments via e-mail?
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Opportunity for student voice- say they feel overlooked/people don’t care-
opportunity to have that dialogue. Recording their voice.

Reward system- way of building self-esteem- need to think about how that can
be brought in. What reward systems may work with that group of people- this
student is an amazing poet- (feedback from C1) - opportunities for publishing/
competitions/ displaying work. Non-verbal way- through displaying their
work, art exhibitions.

How to give them a voice- (C1) to think about.
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Solution Circles: Session two
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Solution Circles: Session three

- W/

3 ““w, --“"-‘
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Appendix 21- Examples of initial codes and themes: Part Two evaluation of group

supervision sessions

Higher order initial Sub-theme Initial codes
theme identified across
data set.
Rewarding

Enjoying the process of
group supervision and
the practical and
supportive benefits

Enjoyable, supportive and
valuable

Feeling isolated in provision
and somewhere to share
concerns

Greater awareness of
recognising individual needs

Better understanding of the
process

Giving professionals time and
space to think

Surprise at how useful

No disadvantages

Request of audios and
information during sessions

Reflections on participation

Future supervision and wanting
to carry on

Security

Rather in person than skype

Using technology and other
methods.

Encouraging more people and
emphasising the benefits

Inviting UASC to sessions

The importance of
reflection for
challenging thinking
and attitudes

Managing difficulties

Seeing something as a problem
can be useful

Reflecting on overlooking
problems

Difficulty of thinking in isolation

Changing thoughts

Changing thoughts and
attitudes

Identifying successes and
what’s going well

Opportunities and helpful to
reflect

Communicating with
other professionals and
colleagues and feeling
able to share
information, knowledge
and strategies

Having a confidential space

Respectful process

Feeling safe and clear on what
can be discussed

Being able to develop and
inform thinking on best
practice

Building relationships helps
with respectful ethos

Being able to share confidential
information
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Sharing personal information to
understand needs

Opportunities for developing
practice and sharing information

Applying strategies and
approaches to other UASC

Learning about and from other
provisions

Opportunities to problem solve
with others

Professionals sharing
information about the same
UASC

Meeting professionals from
provisions where UASC will go

Emphasised importance of
professionals communicating

Being able to discuss unique
issues

Recognising and discussing
common theme and issues

Sharing issues and difficulties
with other professionals

Challenges around time
and educational
provisions priorities

Not everyone attending all
sessions

Different experiences being
shared

Gaining views from those
supporting on the ground

Time and prioritising

Taking time to develop
relationships

Number of sessions and time
commitments

Time pressures and being busy

Location and distance

School priorities
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Appendix 22- Nodal structure from Nvivo: Part Two evaluation of group supervision sessions

Nodes
+ Name £ Sources References Created COn Created By Medified On Medified By
= {:n Evaluaticn 0 2/18/2018 7:16 PM AM 2/18/2018 7:16 PM  AM
= {::n Enjoying the process of group supervision and the practical 3 42 2/24/201810:324  AM 3152018 102 P AM
() enjoyable, supportive and valuable 3 42 3/1/20184:37PM  AM 3/15/2018 1:02PM  AM
I:::l future supervisicn groups and wanting to carry on 1 30 2/25/2018 8:34 AM AM 3272018 5:45PM AM
=] .:::. The importance of reflection for managing difficulties and ¢ 2 4 2/24/201811:57T4A  AM 315/2018 1:39 PM AM
() managing difficulties 1 3 3/4/201810:33 AM AM 3/12/2018 5:29 PM  AM
() changing thoughts 3 17 3/4/201810:33 AM AM 3/12/2018 3:30 PM AM
= {:} Cemmunicating with other professionals and colleagues an 2 3 22472018 632 PM AM 3152018 1:30 PM AM
() having a confidential space 2 6 2/23/20185:53 PM AM 312/2018 3:29PM  AM
I:::l opportunities for develeping practice and sharing infor 3 31 3/4/2018 10:14 AM AM 312/2018 5:29 PM AM
=] |:::| Challenges around time and educational provisions pricritie 2 4 2/23/2018 5:33 PM AM 3112018 412 PM AM
I:::l not everyene attending all sessicns 1 7 2/23/20185:50 PM AM 32018410 PM AM
{:} time and pricritising 2 19 3172018 443 PM AM 312/2018 528 PM AM
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Appendix 23- Thematic analysis: Quotations organised by final themes (Part Two

evaluation of group supervision sessions.

Higher order Sub-theme Quotations

Theme

Enjoying the Enjoyable, ‘Well, | like this process because as EAL

process of supportive and coordinator, nobody else really understood EAL
group valuable in the school. | was always quite isolated. If |
supervision tried to talk to anybody about it, they didn’t
and the Future. . understand. And | like this process of, you
practical and >Upervision know, trying to draw on different ideas and
supportive groups and different ways of looking at things’ (SS2).
benefits wanting to carry

on

‘Yeah, yeah. But actually, what I’'ve found of
this, the whole, sort of, process, is it has been
good for me, like X was saying, to- to think
seriously about the trauma, the problems, the
difficulties, things that they do have to face’
(C1).

‘I put, it’s given me time to think. Cos actually
just making time is sometimes the problem,
isn’t it? So, actually having that- that space as
well, and this is what we were gonna do, has
been really useful, | think. And just having that
focus and that time away. And definitely picking
other people’s brains is really helpful, isn’t it? |-
I've certainly found that really helpful anyway,
and recognising, sort of, common threads. And,
you know, I've definitely taken away some ideas
and advice that | think that | can apply. So,
definitely from that point of view, it’s been
really beneficial’ (551).

‘And the other thing that’s really impressed me
is how you can talk within- within this, sort of,
setting, you can talk about a learner’s individual
problems and yet, even though other people
don’t know that learner, they can offer really
helpful suggestions. Which shouldn’t be able to
happen, sort of thing. Well [chuckles] you know,
| would- | wouldn’t have thought it could be as
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productive as it has been’ (C1).

‘There was something that was carrying on.
Because this is what — | mean, because I've
been doing EAL for a few years and this is one
aspect that, you know, | would like to gain a bit
more knowledge in. And yes, | would like to
carry on with it’ (SS2).

‘I'm just thinking about the Skype, if that were
to happen, how secure is that? Are there any
guestions around that not being secure? | don’t
know. | have no idea. Just —and it’s not always
reliable. Sometimes it comes in and out. But
yeah, just to question maybe ... But it might be
completely secure, | don’t know. It was just,
yeah, questioning really ...” (C1).

‘It’s a shame there’s only the three sessions
because we’re only just starting to get to know
each other and feel more open to, sort of, talk
about things. And- but maybe there’s a few
more people to get the experiences from. But
you explained that you are- you had difficulties
with that’ (SS2).

The
importance of
reflection for
managing
difficulties and
changing
thoughts and
attitudes

Managing
difficulties

Changing
thoughts

‘And thinking about looking at what- looking at
something as though it’s a problem. And in- |
think in my head, | was thinking, well, this is
how it is. We’re all doing the best with what
we’ve got and we’re working with the students
and this is how it is. So, we’re sort of not seeing
it as a problem because just accepting it. But-
but once we’d, you know, thrashed around
some ideas, | was thinking, looking at- looking at
it from that viewpoint made me think, well,
actually, sometimes when you look at
something as a problem, that can be useful
because then you can start to look for solutions.
And so, I've asked the question, have |
overlooked anything that actually ..."(C1).

‘The barrier’s the time, and maybe the thinking
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as well. And if you’re by yourself as well, you-
you’re not bouncing the ideas, necessarily, o0-of-
from other staff. And, you know, we- we work
in the same department but rarely get a chance
to- to really talk. So, yeah. | think it’s really
healthy to bounce ideas and talk about’ (C1).

‘I sort of didn’t see things as issues in the way
that perhaps | am looking at things now,
because I’'m seeing that things can be helpful,
you know, in terms of the feedback. So, | think
it’s been really helpful, actually, just —you
know, already’ (C1).

‘And this is only the second session. It's making
me realise how- how important it is for us as
professionals to communicate. And also, you
know, within the college, we need to
communicate more as well’ (C1).

‘Yeah, so, for example, one of the lads who has
been saying how lonely he is, you know, I- | was
thinking, well, you know, it’s- it’s very sad for
him. You know, and it’s difficult for him. And
kind of, that’s the way it is. He —and — but
actually, there’s another way to look at it and,
you know, how- how can he be helped to s- to
build up his social networks? So- so, you know,
rather than, | suppose, just accepting things as
they are, you know, trying to problem solve
around it. Which is tricky because it requires
time. Be- a- above and beyond, you know, what,
you know, offering the time that we’ve got, or
that is paid for as well. So ...”(C1).

‘Il just found it very helpful to, sort of, reflect on
what | was doing as a, sort of, general role. And,
you know, occasionally it’s nice to, sort of, stop
and think that it is — | think it’s a huge- it's a
responsibility but it’s also a huge, sort of — |
can’t think of another word apart from
privilege, which is not quite the word |
mean...And it’s good to, sort of, remind myself
that it’s rewarding rather than these are
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irritating children [chuckles] with demands all
the time’ (C1).

‘I mean, that’s — yeah, it was, like, reflection on
what you were doing and sometimes realising

that, you know, what you do is okay and you’re
always beating yourself up about you should be
doing more or doing something different’ (SS2).

Communicating
with other
professionals
and colleagues
and feeling
able to share
information,
knowledge and
strategies

Having a
confidential space

Opportunities for
developing
practice and
sharing
information

‘And I- | think that what’s been helpful about
the meetings as well is, at first | was a little bit
worried about what can | share and what can’t |
share in terms of respecting confidentiality and
privacy. But I've kind of grasped about the,
actually, this is confidential in- this space itself is
confidential. And- and there- you know, there’s
a lot of use and it’s not disrespecting someone’s
privacy, but in a se- in- in- in terms of how we’re
using that to- to inform our understanding in
our practice and sharing that, you know, sort of,
best practice and sharing ideas. So, | feel more
relaxed about that now’ (C1).

‘I mean, just as a- a thought, you know, that
maybe you come together as a group for the
first session, but thereafter, it may be that you
then- you then Skype, Facetime, once you’ve
established that trust. Possibly’ (SS1).

‘Well, | like this process because as EAL
coordinator, nobody else really understood EAL
in the school. | was always quite isolated. If |
tried to talk to anybody about it, they didn’t
understand. And | like this process of, you
know, trying to draw on different ideas and
different ways of looking at things’ (SS2).

‘And definitely picking other people’s brains is
really helpful, isn’t it? |- I've certainly found that
really helpful anyway, and recognising, sort of,
common threads. And, you know, I've definitely
taken away some ideas and advice that | think
that | can apply...it’s been really beneficial’
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(SS1).

‘Yeah, even knowing, like, some quite practical
things about, like, what this course looks like,
knowing that some of our students go on to it,
has been really helpful. So, there’s, sort of,
maybe benefits — sort of, side benefits from it as
well. But, like, the focus really’ (SS1).

‘I feel it’s helped to see the, sort of, common
problems that we’ve had, as well as us having
unique problems, you know, the individual
problems that are there’ (C1).

‘No, | just put it’s been really great to share with
others, problems that we’re facing and to
brainstorm to find a solution. Because
obviously, they might be things that you, on
your own, might not have been able to think
about. And just, yeah, the positives and
negatives that are- the solutions that you come
up with, it’s really good to get the people’s
opinions’ (SS2).

‘I just put what- what we were saying, really,
was it was just nice to meet with other
professionals outside of my nor-normal circles,
and share- share views. It was good’ (SS1).

Challenges
around time
and
educational
provisions
priorities

Not everyone
attending all
sessions

Time and
prioritising

‘One of the things | was interested is- is X, when
he’s here, is he a class- classroom teach-
teacher?... Yeah, cos I- | feel like that’s a bit of a
sh- it was a bit of a shame. Cos I- | would’ve
liked to have had that side of it as well...” (551).

‘I think it might’ve felt really different, you
know? And- and that’s something | haven’t
spent a lot of time exploring with ...So, it’s just,
like, how does it actually feel to be doing that,
and dealing with it in your lesson, rather than as
a, kind of ..."(S51).

‘I think it’s a good idea- a good thing because
now we’ve all got different experiences to share
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and — but it’s a shame there’s only the three
sessions because we’re only just starting to get
to know each other and feel more open to, sort
of, talk about things. And- but maybe there’s a
few more people to get the experiences from’
(552).

‘It’s finding time to do- to do that. And- and-
and | think that often, that means that we give
our own time above and beyond what we’re
already giving of our own time. But it’s quite
rewarding in terms of the value that- that | feel
I’'m getting from it’ (C1).

‘I had one really, and that is the time. Like, it is a
lot of time to- to devote to something. And time
is the big pressure, | think. So, it has been really
beneficial, but that’s the only drawback, is- is it
takes time, doesn’t it?’ (SS1).

‘| feel —s-sorry — that w- just because we’ve
been- because we’ve only had the three
sessions as well, we- it’s taken a little time
within my head to, sort of, warm up. But now |
understand what it’s about, you know, it’s a- it’s
a shame that, you know, [sighs] —that we can’t
continue a bit more. But at the same time, I've
got a lot of time commitments elsewhere. So ...’
(C1).
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Appendix 24-Table 14: Collated findings from Part One and Part Two for RQ2: [What opportunities and challenges are there for school and college
staff with supporting the educational needs of unaccompanied asylum seeker children?]
Part One- Interviews with school and college staff Part Two- Group supervision sessions with school and
college staff

Opportunities

Developing positive and close relationships with students and through these relationships recognising and meeting
their social and emotional needs e.g. through implementing additional support

e Regular communication with staff e Time and trust meant that UASC were able to disclose
e Inclusive ethos of the provision e.g. being allocated a information about their experiences
budget e Obtaining the voice and views of students
e Learning opportunities for other students and for staff
e Personal and moral development e Support offered by other staff and professionals.

e Raising awareness and developing understanding of
‘real world issues’ for both school and college staff and
other students

o Staff developing their own practice

e Rewarding experiences and enjoyment of supporting

UASC
e Opportunities to helping with the global refugee crisis
Challenges e Challenges of identifying the social and emotional needs of UASC due to language barriers.

e Acquisition and fluency of spoken English and not being able to make their needs known.

e Lack of staff experience, knowledge and training for supporting UASC and their social and emotional needs.

e Providing emotional support in times of uncertainty and distress e.g. with asylum applications and as a result of the
emotional impact of Home Office interviews.

e Inclusivity by other members of staff and supporting their understanding of the needs of UASC and differing staff
perspectives on their role with supporting social and emotional wellbeing.

e Lack of resources including additional staff, funding and challenges with balancing time and needs in large classes.
(continued)
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Table 14: Collated findings from Part One and Part Two for RQ2: [What opportunities and challenges are there for
school and college staff with supporting the educational needs of unaccompanied asylum seeker children?]
(continued)

No background information on UASC to understand
previous experiences
Not being able to communicate with the UASC.

UASC not disclosing information or wanting to talk
about their past.

Feeling unqualified for recognise and meeting the
social and emotional needs of UASC and not receiving
additional support or training.

Distinguishing between challenging behaviours and
social and emotional needs.

Balancing dual roles and maintaining professional
boundaries e.g. building up trust and balancing
academic and social and emotional needs

Personal emotional difficulties due to close
relationships with students

Inclusive ethos of the provision and the extent to which
the UASC is integrated

Age of UASC on arrival and time left in provision
Opportunities to communicate with colleagues and/or
work collaboratively

Obtaining the experiences and voice of students as a
result of limited language

Information shared about UASC between staff and
from external professionals

UASC only disclosing information and wanting to talk
about their past with certain adults.

Staff not always feeling like they were able to develop
rapport with UASC.

Lack of systems to support UASC within the provision

Trauma being ‘buried’ and not always easily recognised
Implications of age assessments on the education and
social and emotional wellbeing of UASC

Energy and time needed to fully support the social and
emotional needs of all UASC

Additional support available

Subjects and curriculum available for UASC
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