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ABSTRACT 

 
This study explores educational challenges that Syrian refugee children face, and 

support programs offered to them by an NGO for non-formal early childhood education. 

It is guided by the theory of care and education in emergency framework. The researcher 

had access to the study site, and the participants are employed at that NGO making them 

a purposeful sample of teachers, teacher assistants, educational coach, ECE program 

manager, and PSS program manager. A qualitative case study design was adopted to 

explore the phenomenon in its natural setting. Data were collected through class 

observations, semi-structured interviews, and document analysis. Items for the 

observations and interviews were derived from the research questions and the reviewed 

literature, and the instruments were piloted to enhance their credibility. Ethical 

considerations were ensured by the IRB approval. Data were analyzed inductively, and 

results were cross checked through triangulation to increase the trustworthiness of 

findings. Twelve sub-themes were grouped into Educational Challenges, Academic and 

Psychosocial Support. Results show that behavior challenges, issues in teacher-student 

interaction, and language difficulties disrupted the Syrian refugee children’s education. 
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Academic support was provided through instructional and engagement practices, use of 

children’s native language, and positive classroom management. The 

PSS is provided 

through creating a safe and inclusive environment, promoting the children’s identities, 

motivating them, and helping them express themselves through different activities.  

Keyword: Non-Formal education, Educational challenges, Academic support, 

Psychosocial support, Social and emotional learning, Syrian refugees
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Chapter One 

Introduction 

  Receiving quality education is a right for any student no matter what his/her 

cultural background is, and it is crucial for vulnerable students such as refugees. Being a 

refugee is not a privilege, it is a burden for the labeled person who lost the basic rights 

and is fighting each day for his/her survival. According to the UNHCR convention (1951), 

a refugee is someone “who not having a nationality and being outside the country of his 

former habitual residence, is unable or, owing to such fear, is unwilling to return to it” 

(Article 1). According to the UNHCR (2018), at the end of 2018, 70.8 million people were 

forcibly displaced worldwide out of which 25.9 million were refugees; half of which were 

children below 18 years of age. According to studies on refugee migration (Bang & Collet, 

2018; Şeker & Sirkeci, 2015), the challenges that refugees face due to migration affect 

negatively their access and continuation in the education system of the host countries. 

Studies in the Lebanese context that were reported by Shuayb, Makkouk, and Tuttunji 

(2015) on widening the access of quality education for Syrian refugees in Lebanon, show 

that the Syrian crisis caused above one million Syrian refugees including 400,000 school 

age refugees to flee their country and settle in Lebanon, and that this crisis and migration 

caused Syrian refugee students to suffer from challenges that hinder their access to quality 

education or cause them to drop out of schools. 

1.1 Challenges Faced by Refugee Students 

Based on the literature, challenges range from post-traumatic experiences, legal 

issues of settlement, and cultural differences to language barrier and adaptation to the new 
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education system. Mayer (2015) argues that the access of Syrian refugees to the Lebanese 

education system is not enough as there are problems in the education process such as the 

language barrier, capacity issues, discrimination, bullying, sectarian tensions, child 

marriage, and school dropouts. Refugee students face challenges in the formal education 

such as learning the English language and socializing with local students. Moreover, some 

Syrian refugee students who attended public schools in Lebanon reported that they suffer 

from violence and thus preferred to learn without getting official certificates upon 

graduation "Several Syrian students preferred to drop out of Lebanese public schools – 

and to subsequently enroll in a non-certified curriculum– than to endure daily harassment, 

abuse, and in some cases, violence" (Shuayb et al., 2015, p.62). Similar problems were 

documented for Syrian refugee children in Turkey. Cultural differences between the 

Syrian refugee students and the Turkish students may lead the Syrian refugee students to 

drop out of school as the Syrian students suffer from social exclusion from peer groups, 

bullying and mockery at school (Şeker & Sirkeci, 2015). Moreover, differences between 

the two education systems cause the Turkish teachers to experience a cultural conflict 

(Taskin & Erdemli, 2018).  

Non-formal education by NGOs and other institutions are active in Lebanon in 

providing alternatives and complementary services for school-age children, namely 

Syrian refugees. According to UNESCO-UIS (2012), non-formal education is education 

that is "institutionalized", "intentional" and structured by an education provider such as 

educational establishments, private enterprises, non-governmental organizations and 

public institutions. Non-formal education is often provided in order to give a “guaranteed” 

access to education for all as it caters to people of all ages. However, the duration of the 

programs may be short. The national authorities consider non-formal education as a 
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complement or an alternative to the formal education "within the process of individuals' 

lifelong learning" (UNESCO-UIS, 2012, p.11). Non-formal education programs are 

structured as a bridge for reintegration of students into formal education as these programs 

are neither accredited nor certified (Shuayb et al., 2015). 

 

1.2 Research Problem 

My experience in teaching refugees at “AAA” NGO offering non-formal 

education (NFE) and psychosocial support programs to Syrian refugees, in the academic 

year 2015/16, introduced me to refugee students with speech impairment caused by 

experiencing stressful and harsh situations such as losing their home and witnessing the 

death of a relative. I taught basic literacy programs for five-year-old students who had not 

seen a pencil until that age, and who did not know names of numbers and colors in Arabic. 

Some used to cry suddenly and ask to leave the class. Others used to come to the learning 

center with no food or proper clothes. My students needed a safe environment to gain trust 

and have them express their feelings openly. It is when I sat with them in the circle time 

and implemented extra-curricular activities at the end of the school day when they started 

to share with me their experiences of living in Lebanon. They shared how they spend their 

time in the camps and temporary houses and how they help their parents in daily routines. 

The psychosocial activities offered by the NGO improved the students' practical 

knowledge about personal hygiene and their well-being in general. They used to draw to 

express their feelings and thoughts. However, despite the support offered by “AAA” 

NGO, the students still needed more activities to help them deal with their academic and 

psychosocial problems.  
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1.3 Research Purpose 

 Therefore, the purpose of my study is to explore the educational challenges that 

Syrian refugee students face, and the various academic and psychosocial support programs 

offered by “AAA” to address these challenges particularly in the “ECE X” center which 

is located in Baalbek, a rural area in Lebanon.  

Two research questions address the main purpose: 

1) What are the educational challenges that Syrian refugees face in the 

Lebanese non-formal education program at the early childhood level at 

“AAA” NGO? 

2) What kind of academic and psychosocial support is provided to the 

Syrian refugees through the non-formal education program at the early 

childhood level at “AAA” NGO? 

1.4 Research Context 

My research study was conducted in a non-profit, non-sectarian, non-political 

organization which targets the educational, cultural and psychosocial needs for 

underprivileged children in Lebanese public schools including Syrian refugee children 

and their communities in different regions in Lebanon. In fact, “AAA” designed a 

“Retention Support Program”. One example is “The Summer Remedial Program which 

closes achievement gaps for students who are at risk of dropping out of schools through 

providing an intensive support during the summer break. Another example is “The 

Homework Support Program” which enhances the academic achievement of grades 1 to 

9 learners enrolled in Lebanese public schools by providing the students with the essential 

study skills and guidance to complete their homework in any subject. In addition, it 



                                           

5 
 

provides education in emergencies aligned with both the national education strategy and 

the Interagency Network for Education in Emergencies (INEE) standards. To improve 

teaching and learning, "AAA” creates training materials for professional development 

intervention designed to meet the needs of all educators including trainers, coaches and 

teachers and allows for educators to practice, discuss, adjust, and reflect. These 

professional development services are offered for stakeholders within “AAA” programs 

and can be offered to other entities such as local government and other national and 

international organizations. For example, it builds the capacity of public-school teachers 

and administrators across Lebanon for the homework support and retention programs. 

Also, the administrators receive training on psychosocial and protection levels to create a 

safe environment for the students.  

For sustainable impact, "AAA” implements most of its programs as projects inside 

the Lebanese public schools, and it rents out safe spaces such as the center in Baalbek for 

program implementation. The programs which this NGO offers are Basic Literacy and 

Numeracy (BLN), Community-Based Early Childhood Education (CB-ECE), Retention 

Support Program (RS) and Psychosocial Support Program (PSS). 

Therefore, my research study was conducted in a learning center “ECE X” in 

Baalbek, Lebanon, which serves Syrian refugee students both males and females at the 

early childhood level. The ECE X center caters for the educational and psychosocial needs 

of the 3-5-year old Syrian refugee children, who are selected by "AAA” through an 

outreach team where an intake form is filled to collect basic information about the child 

such as date of birth, place of living, the year of arrival to Lebanon, previous schooling if 

any, presence of special needs, and parents’ education level. The enrolled children in the 
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morning and afternoon shifts are provided with the CB-ECE program to help them transfer 

to formal schooling. 

1.4.1 Overview of the CB-ECE Program Used in ECE X 

Lebanese national

curriculum designed by the Ministry of Education and Higher 

Education (
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1.5 Rationale 

This research study contributes to the literature on non-formal education in 

Lebanon mainly the academic and psychosocial support the refugee students are provided 

with. As a believer in the power of education to improve the life of the underprivileged 

children, and most importantly their holistic well-being, I find research a powerful tool to 

examine the aspects in refugees’ education from different angles and through different 

research designs. Therefore, the significance of my research lies in the depth and 

triangulation of the data that is collected on the educational challenges, academic support 

and psychosocial support provided to Syrian refugee students at the early childhood level.  

1.6 Conclusion  

 This chapter introduced the challenges that refugee students face in the host 

country; the research problem, purpose, research context and rationale were presented. In 

chapter two, a review of the literature is provided. In chapter three, the detailed 

methodology used for this study is presented. Chapters four and five include findings and 

discussion, respectively. Finally, chapter six presents the limitations, implications for 

practice, and recommendations for future research.  
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Chapter Two 

Literature Review 

This chapter presents a review of the studies conducted on formal and non-formal 

education programs and educational challenges faced by refugee students, and academic 

and psychosocial support provided to them.  

2.1 Conceptual and Theoretical framework  

 Refugee education is historically related to the emergency in the education field 

as it “goes back to the creation of the United Nations High Commissions for Refugees 

(UNHCR) in 1950 and the United Nations Relief and Work Agency for Palestine 

Refugees (UNRWA) in 194” (Kagawa, 2005, p. 488). International aid workers 

promoted education as a human right and humanitarian need for the victims of armed 

conflict thus promoting it to be a key element of a humanitarian response (Burde, Kapit, 

Wahl, Guven & Skarpeteig, 2017). According to Burde et al. (2017), the Interagency 

Network for Education in Emergencies (INEE) was formed by educators from UN 

agencies and IRC in 2000 to support the countries affected by conflicts and disasters in 

their education provisions.  Education in emergencies is believed to contribute to 

children’s healthy development through its different provisions such as protection, 

physical, psychosocial, and cognitive support (Heltne, Dybdahl, Elkhalifa, & Breidlid, 

2020).   

 Refugees, especially the young children, need psychosocial support to help them 

deal with their traumas and thus lead to their healthy functioning. Many refugee children 

need care and protection due to the forced displacement caused by war and conflicts 
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(Richter, Lye, & Proulx, 2018). Wolff and Fesseha (1998) found that a caring 

relationship between “war-affected children” and caregivers is positively associated with 

mental health improvement. Based on the “theory of care”, Noddings (1984, 2013) 

expresses how the “one caring” and the “cared for” both contribute to the caring 

relationship where the one caring shows “ engrossment” or empathy and should be 

willingly showing care while the cared for shows responsiveness to the act of care. Only 

when the “cared for” reflects the attitude of responsiveness, the caring relationship then 

forms and “caring is complete”. According to Noddings (2013), this attitude of “warm 

acceptance and trust” is important in all caring relationships including the teacher-

student relationship. From a psychological approach, care can be related to the theory of 

attachment, which was developed by Bowlby (1998), where a child gets attached to the 

primary care givers and thus develops the concepts of the “self”, “the other” and the 

relation between them (Broström, 2006). Broström (2006) explained how care can be 

combined with the “upbringing” and “teaching” in the pedagogical context. According 

to him, the one caring and the cared for have a content to focus on, in which the child, 

the one cared for, develops values and norms during the activities which the teacher, the 

caring person, involves the child in. Also, education and care can be combined when the 

teacher understands the child’s perspective thus listens to him/her and explores the way 

he/she thinks (Broström, 2006).  

Schat (2018) also explored “care” in education where he expressed that educational care 

can be communicated successfully through its three dimensions, relational care, 

pedagogical care and interpersonal care. Through the teacher’s actions, the student can 

be cared for as a person, a learner, and a member of the “classroom culture or 
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community”. Based on the child’s needs, the teacher can show that he/she cares for the 

child whether he/she feels lonely, or struggles with “peer culture and social dynamics” 

or has a difficulty in learning (Schat, 2018).  

My study is designed based on the presented conceptual and theoretical framework and 

the reviewed studies on the educational challenges faced by refugee students, the 

academic and psychosocial support provided to them. My findings will be discussed in 

light of this framework.  

2.2 Educational Challenges Faced by Refugee Students 

  Language barrier is one of the most known educational challenges that refugee 

students face in the host country schools. Refugee students migrate to countries where 

the used languages in the school system differ from their first or second language. 

Hence, the refugee students suffer from not understanding the new teaching language in 

the host country (Şeker & Sirkeci, 2015; Shuayb et al., 2015; Naidoo, 2008; 

Alkhawalde, 2018). Şeker and Sirkeci (2015) investigated the challenges faced by 

Syrian refugees in three Turkish schools from the teachers' perspective. Their findings 

showed that refugees suffered from limited language skills and this hindered their 

academic achievement.  Moreover, Shuayb et al. (2015) explored and investigated the 

initiatives and educational programs given through organizations, public and private 

schools in Lebanon, and similarly to Şeker and Sirkeci’s (2015) results that Syrian 

refugee students and teachers both perceived the language barrier as a permanent 

disability that could not be conquered. However, there are Syrian led initiatives to 

overcome the language barrier, and usually education takes place in  a non-formal 

setting such as in tents, rented space, or borrowed buildings to offer remedial learning 
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programs and homework support. Although the students enjoyed learning, they 

struggled in the formal education after transitioning from the non-formal education.  

Even in Arab host countries, Arab refugees might find difficulty in the language of 

instruction or dialect used in schools. According to the UNHCR (2016), Syrian refugee 

students also find difficulty with the Arabic dialect used in teaching in some Arabic-

speaking countries. 

Language issues were also faced by refugees in the West. Naidoo (2008) 

evaluated the success of after-school homework tutoring centers as a vehicle for literacy 

development and youth transitions in Greater Western Sydney. One of the findings 

showed that the refugee students had challenge in learning English and in using it to 

socialize with the local students. Also, in her literature review, Naidoo presented how 

refugees may struggle to learn subjects that are directly related to the host culture. 

Findings of a study conducted by Bates et al. (2005) on Sudanese refugee youth in USA 

show that learning about the American history was an educational problem to Sudanese 

refugees as they were not exposed to it before.  

Alkhawalde (2018) also investigated the perspectives of teachers and parents of 

Syrian refugee students in Jordanian schools about the educational challenges that the 

children faced. On one hand, from the teachers' perspective, the challenges that students 

faced included behavioral problems and lack of teacher training, parental follow up, and 

interest in school achievement. On the other hand, from the parents' perspective, the 

educational challenges included low achievement, negative attitudes towards schooling, 

difference between home and host country culture and lack of concentration among 

refugee children. The findings of Bang and Collet (2018) show that due to the barriers 

and stress, such as student harassment which are faced by Iraqi refugee children who 
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migrated to the United States, the Iraqi refugee students were at risk of missing 

information and knowledge. Another behavioral challenge which can take several forms, 

occurs in different contexts and have different negative effects is bullying that can occur 

among refugee students (Rodriguez, 2019) and kindergarten students (Helgeland & Lund, 

2017). Moreover, students’ background can affect their educational development. 

According to a study conducted by Adams-Ojugbele and Moletsane’s (2019) on young 

refugee students in Africa, the family background is considered as one of the barriers for 

students to reach their optimal development and learning, and living in poverty affect 

negatively the children’s academic and social abilities (Save the Children, n.d.). 

2.3 Academic Support for Refugees 

 
 The Lebanese government was committed to providing education for refugee 

children. The Ministry of Education and Higher Education (MEHE) was leading on the 

“Reaching All Children with Education” (RACE) strategy which was developed with 

UN agencies, international donors and NGOs. This strategy aims to ensure the access to 

quality formal and non-formal education opportunities for “470,000 vulnerable school-

aged children” who were affected by the Syrian crisis in addition to underprivileged 

Lebanese children (Their World, 2015).  

 
 Based on Lebanon’s Crisis Response Plan developed, for the years 2017-2021, 

by the Government of Lebanon and the United Nations (2018), RACE II,  aims to 

expand the equitable access to quality education for all children and youth in Lebanon 

by “addressing policy, systems, quality service-delivery, and demand bottlenecks at the 

national, subnational, and community levels.” and improve the rate and the quality of 
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enrollment. The learning opportunities in the formal sector including the public and 

private sectors, and in the non-formal sector, in Lebanon were provided to “a total of 

250,000 non-Lebanese children (between 3-18)”.  Several non-formal education 

programs were developed and approved by MEHE through the Center for Educational 

Research and Development (CERD) such as the “Accelerated Learning Programme”, 

“Early Childhood Education programmes”, and “Literacy and Numeracy packages for 

Youth”. These programs aim to transfer the vulnerable students back into “mainstream 

learning and training”. To target the children who are at risk of dropping out, CERD also 

developed a unified content for the “retention support programs”.  The logic behind 

involving the NGOs was expressed in a report by El-Ghali, Ghalayini, and Ismail 

(2016); mainly that the MEHE and NGO sector took the responsibility of providing 

education services to the refugees in Lebanon where MEHE mandated all schools to 

facilitate the enrollment of the Syrian students. It supported them by waiving the school 

and book fees and accommodated a larger number of Syrian students by opening the 

second shift or afternoon classes in the public schools. However, there were limitations 

such as accommodating the majority of the Syrian refugees who were dropping out due 

to certain other challenges. Thus the involvement of the NGOs in educating Syrian 

refugees was validated where the NGOs offered remedial classes to the students 

registered in the public schools, facilitated the integration of the refugees in the public 

schools through the accelerated learning programs (ALP), and provided students who 

have never attended schools with basic literacy and numeracy programs. Nevertheless, 

MEHE prohibited the NGOs from opening schools for Syrian refugees as it considers 

itself the only “entity in charge of managing education in the country”, and thus it 

considered such schools as non-accredited.  
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 There are six types of non-formal education provisions in Lebanon that can support 

the refugee students academically (Shuayb et al., 2015). First, the Accelerated Learning 

Program (ALP) and Catch- up program aim to reintegrate older children into formal 

education by assisting them to complete basic education qualifications in a reduced time. 

Second, the Basic Literacy and Numeracy program aims to develop literacy and numeracy 

skills in students who cannot read or write yet. Third, Community Based Education gives 

any child who cannot have access to formal education for Grades one through six the 

opportunity to learn the formal curriculum in non-formal setting. Fourth, Remedial is a 

program that targets children who are at risk of dropping out or falling behind in the formal 

schools. Fifth, Self-Learning is a structured independent learning where any child seeking 

access to educational opportunities can be learning from a fully independent learning 

program or a blended one. Finally, Recreational/ Extra-curricular activities are activities 

within any educational program that improves the wellbeing and holistic development of 

any child regardless of his/her previous or current educational access.  

However, traditional methods for teaching refugees proved ineffective. The results from 

Adams-Ojugbele and Moletsane’s (2019) study showed that teacher centered practices 

such as standing in the middle of the class and giving instructions didactically and limited 

interaction with students affect negatively the refugee students’ acquisition of the needed 

skills to succeed in schools. 

To reduce the academic problems, student-centered instructional practices appear 

to be effective for refugee students to learn and develop their skills (Adams-Ojugbele & 

Moletsane, 2019; Alkateb-Chami, Roots, & Tutunji, 2017; Greaves, Nabhani, & Bahous, 

2019). For example, according to Alkateb-Chami et al. (2017), teaching English by using 
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games and repetitions helped the Syrian refugee students to learn the alphabets. Repetition 

as a method can also help developing children acquire motor and cognitive skills 

(Magallón et al., 2016). Also, according to Durgunoğlu (2002) and Madriñan (2014), 

supporting students in acquiring the second language can be facilitated through 

strengthening their first language. Preschool programs can also support the refugee 

students’ acquisition of the English language indirectly by supporting their parents’ 

learning of the language (Boit, Conlin, Barnes & Hestenes, 2020). 

Based on the findings by Greaves et al. (2019), there are certain teacher practices that can 

help students acquire the lessons and have fun while learning. When students are engaged 

and are involved in fun learning activities, they can learn and feel comfortable in the 

classroom (Adams-Ojugbele & Moletsane’s, 2019; Greaves et al., 2019; Tanaka, 2013).  

Moreover, teaching students the class routines and rules which are part of the classroom 

management techniques can help students reach the lesson objectives (Hamre et al., 

2013).  According to Greaves et al. (2019), the teachers’ classroom management 

techniques helped in regaining the students’ attention to the instructions and 

simultaneously were in line with the psychosocial protection strategies. Hence positive 

classroom management such as establishing routines can help kindergarten refugee 

students behave well in class (Adams-Ojugbele & Moletsane’s, 2019; Rimm-Kaufman, 

Curby, Grimm, Nathanson & Brock, 2009; Tanaka, 2013). Young students’ behavioral 

problems can be also reduced through the teachers’ use of specific praise statements 

(Fullerton, Conroy, & Correa, 2009; Webster-Stratton, Reid, & Stoolmiller, 2008).  

2.4 Refugees’ Psychosocial and Psychological Issues 



                                           

16 
 

 Based on the literature, refugee children suffer from psychological and 

psychosocial problems ( Aydin & Kaya, 2019; Çeri & Nasiroğlu 2018; Eruyar et al., 

2018; Gormez et al., 2017; Khamis, 2019; Nasiroğlu & Çeri ,2016; Sim et al., 2018). 

For example, some children suffered from severe traumatic experiences like losing a 

familiar person due to the war (Çeri & Nasiroğlu ,2018). According to Çeri and 

Nasiroğlu (2018), other traumatic experiences include hearing shootings and 

bombardments, witnessing violence against someone, witnessing badly injured people 

and witnessing killing of someone. As a result, possible problems with peers, emotional 

and conduct issues were witnessed and documented in their findings. Similarly, based on 

a study (2019) on the psychosocial adjustment of school-age Syrian refugees in 

Lebanon, Khamis found that these refugees demonstrated various types of trauma such 

as witnessing murder or injury of a family member or being exposed to such injury.  

In another study on Yazidi refugees, Nasiroğlu and Çeri (2016) found that the 

lack of basic life requirements and exposure to traumatic events are spread among 

refugee children causing depression. Similarly, Syrian refugee students in Turkey passed 

through multiple traumatic experiences and severe emotional and behavioral problems 

and post-traumatic stress problems (Gormez et al., 2017). Refugee children were 

affected not only directly by war, but also indirectly through negative parenting 

methods. According to Sim et al. (2018), negative parenting, including negative 

punishment, influences the refugee children’s psychosocial well-being. In their study on 

Syrian refugees in Lebanon, findings showed that there is a direct link between mothers’ 

general psychological distress and child psychosocial difficulties. Similar findings on 

Syrian parent-child relationship in Turkey, and child psychosocial problems were 

associated with parental psychopathology (Eruyar et al., 2018). In Thailand as well 
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(Tanaka, 2013), refugees were affected indirectly by their parents’ experiences leading 

to negative parenting. Another study conducted on Syrian refugee students in Turkey 

showed that due to war and migration, Syrian students are in a constant state of trauma 

and depression (Aydin & Kaya, 2019). Hence, refugee students need psychosocial and 

psychological support. 

 

2.5 Psychosocial Support Through Non-Formal Education 

According to UNICEF (2011), psychosocial support helps individuals and 

communities rebuild social structures and heal the psychological wounds; the word 

psychosocial highlights the dynamic relationship between the psychological and social 

effects of an event. A person’s psychology includes his/her mind, thoughts, emotions, 

feelings and behaviors, while the social world includes a person’s environment, culture, 

spirituality, traditions, and interpersonal relationships with family, community and 

friends, and life tasks such as work or school (UNICEF, 2009). According to Hansen 

(2009), psychosocial support is “a process of facilitating resilience within individuals, 

families and communities [enabling families to bounce back from the impact of crises 

and helping them to deal with such events in the future]” (p.25). Also, according to the 

Inter-Agency Network for Education in Emergencies (INEE) guidance note (2018), 

psychosocial support "refers to the processes and actions that promote the holistic 

wellbeing of people in their social world. It includes support provided by family and 

friends” (p.14).  

Psychosocial support can be provided in many forms. Shuayb et al. (2015) 

indicated that psychosocial support can be provided through cultural and recreational 
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activities, such as art, drama, and sports. Also, child psychologists at the University of 

Belgrade developed programs of art, clay modelling, storytelling and expressive games 

and exercises to build refugee children’s sense of mastery over difficult circumstances, 

self-esteem, and social interaction (Tolfree, 1996). However, conducting one recreational 

activity will not heal students immediately as the Psychosocial Support (PSS) is a holistic 

field that involves many other services in addition to education; So, to provide positive 

support for a student, PSS activities should be conducted frequently (UNRWA, 2016). In 

the UNRWA guide to psychosocial support, through recreational activities (2016), certain 

types of recreational activities were highlighted to stimulate the development in the 

following areas: "1) Emotional self-regulation, management, and personal growth, 2) 

Capacities and skills for collaboration and managing social relationships, and 3) 

Understanding and capacity to solve problems in their communities." (p.3). For example, 

Millar and Warwick’s (2018) findings showed that music activities improved the young 

Yazidi refugees’ social relations, self-knowledge, and emotional expression. Also, based 

on the findings of the study by Greaves et al. (2019), Syrian refugee children were 

introduced to a way of venting out their negative emotions, and this was through 

meditation in which the teacher  played relaxing music and asked the students to close 

their eyes and focus on their breathing thus exhaling bad memories. Hence, refugee 

students can manage their emotions. Also, based on a study conducted by Akar (2015) on 

innovative approaches in holistic education provided by eight NGOs for refugees in 

Lebanon, findings showed that some programs target students’ self-expression and help 

them deal with their traumas through drawing, use of puppets, arts and theatre. According 

to Akar (2015), some programs include components which focus on teaching refugee 

students conflict resolution skills and other programs encourage refugee students to design 
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a space that involves host and refugee communities and help them create friendships. 

Churchill (1996) had found that refugee students’ integration into schools and societies 

depends on their identity which can be built based on the refugee students’ original culture 

and the host culture. This means that schools have a role in integrating the refugee students 

into the new community by building on connections between their culture and the new 

one, that is, introducing them to new culture and values while maintaining their original 

identity and acquired values; thus constructing new personal identity.  

In addition, based on UNICEF (2009), psychosocial support can be through access 

to basic services, integrating individuals in vocational and social activities thus aiding 

them in their recovery process from trauma/crisis effects. This support can be provided by 

local and international community groups and organizations especially for children who 

need to have their normal development restored and maintained to be able to reach their 

maximum potential. 

 According to the Inter-Agency Standing Committee, IASC (2008), the 

intervention pyramid (see Figure 1) for mental health and psychosocial support is formed 

of four layers or levels: 1) Basic services and security, 2) Community and family supports, 

3) Focused, non-specialized supports, and 4) Specialized services. In the first level, 

community workers can support in the reestablishment of the vulnerable people’s 

wellbeing by advocating, for example, for psychosocial support such as, in case of 

children, by raising awareness on children’s protective needs (Save the Children, 2017) 

and giving access to basic services and the assurance of security such as using positive 

discipline by teachers in the class (Tanaka, 2013)  and providing safe spaces (War Child 

Holland, 2013). In the second level, social protection officers and child protection workers 

can provide support in addition to the families and friends. These psychosocial 
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interventions can teach the refugee parents strategies about parenting which may affect 

positively their children. 

 

Figure 1. IASC Intervention Pyramid 
 
For example, according to Save the Children (2017), psychosocial support and discussion 

about the negative punishments can be given in sessions as part of parenting programs 

that engage parents and caregivers. Also, Tanaka (2013) found that parent-child meetings 

occur at the nursery school level where parents receive booklets about parenting and early 

child development and learning activities. Such support would help the children to be 

raised in a positive and safe environment. The third level involves psychologists who are 

more knowledgeable in handling the psychologically stressed individuals. According to 

Save the Children (2017), children who needed to discuss their feelings and overcome 

their traumas were provided with emotional support delivered directly and through 

partners. In the fourth level, a more specialized support can be provided by psychiatrists 

Source: IASC (2008) 
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or mental health specialists who can help those whose stress disable their basic and daily 

functions.  

Furthermore, the Collaborative for Academic, Social, and Emotional Learning 

CASEL (2020) is a research based approach to learning which aims to build students’ 

social and emotional skills, and it defines the Social Emotional Learning (SEL) as “ the 

process through which children and adults understand and manage emotions, set and 

achieve goals, feel and show empathy for others, establish and maintain responsible 

decisions.”. The SEL competencies (see Figure 2) include self-awareness, social 

awareness, responsible decision making, self-management and relationship skills 

(CASEL, 2017). Based on INEE (2016), these competencies leave a positive impact on 

social behaviors both within and beyond classroom as they can serve to be the basics for 

academic performance.  Also, based on a synthesis report on the promising practices in 

refugee education, Bergin (2017) stated that the International Rescue Committee (IRC) 

considers social emotional learning a fundamental part of education response as it 

improves children’s interpersonal skills by decreasing the children’s hostility and 

emotional distress, so IRC’s Healing Classrooms tutoring support program provided for 

more than 4,300 Syrian refugee children in Lebanon’s Bekaa and Akkar regions, is 

integrating SEL into the academic instruction. In addition, according to Tanaka (2013), 

refugee students’ self-awareness and cooperation skills are affected positively in the 

nursery schools leading to a positive impact on the young children’s psychosocial 

development, who live in the camps. 
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Figure 2. Social and Emotional Learning Competencies 
 

Moreover, based on a study conducted by World Learning (2016) on the impact of 

implementing a PSS program on Syrian refugees in public schools by trained MEHE 

teachers, teacher mentors and professionals, the findings revealed that there was an 

increase in the use of positive classroom management and communication techniques in 

classes which lead to the improvement in the students’ social-emotional competence 

(SEC) and thus a decrease in the disruptive behavior. Another finding was that students 

Source: CASEL (2017) 
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were able to express comfortably their feelings in class, and this was reflected in the 

critical increase in children’s psychosocial wellbeing.  

 

2.6 Types of Psychosocial Support Provided to Refugee Students 

Psychosocial support should target the refugee students’ psychological, social, 

and emotional well-being to enhance the three aspects of the holistic children’s well-

being. The psychosocial support is provided for refugees through formal or/and non-

formal education. Based on a research conducted by Pastoor de Wal (2015), access to 

adequate schooling enhances the refugee students' physical, mental and emotional health 

and well-being. Psychosocial support is provided in schools where teachers' role is to 

improve the psychosocial well-being of the refugee students either through providing 

them with a safe environment to communicate their problems or referring them to school 

counsellors (Churchill,1996; Pastoor de Wal, 2015; Winthrop & Kirk, 2008). On the 

contrary, in non-formal education, NGOs provide psychosocial support through 

recreational activities and psycho-social activities, theatre, art and physical education 

sessions (Shuayb et al., 2015).   

Pastoor de Wal (2015) explored the role of five schools in Norway in supporting 

the psychosocial transitions among unaccompanied young refugees and found that these 

schools have an educational role and a psychosocial support role. She discovered that 

the presence of school health services and communication with the psychiatric nurse 

were effective although not all refugee students preferred to share their problems with a 

psychologist. Another finding was that schools have partnerships with NGOs which 

provide sport and other psychosocial activities for refugee students. However, the role of 
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teachers in acting like social workers to provide psychosocial support was questioned by 

Pastoor de Wal. In addition, a study conducted by Due and Riggs (2016) on students 

with refugee or migrant background revealed that teachers have a role in providing a 

safe environment through their caring relationship with students. Furthermore, according 

to Hamre and Pianta (2005), teachers have a positive impact on the students who are 

exposed to distress due to their parents’ negative interaction with them.  Similarly, 

Tanaka’s (2013) findings revealed that the nursery in general and the teachers in specific 

have a role in providing the psychosocial support for the students through their positive 

interactions with them in the nursery.  

Although Churchill (1996) had found that teachers are in the front line in dealing 

with refugee students, and thus they should be like social workers and be involved in 

providing students with safety and in decisions on who should intervene, Shuayb et al. 

(2015) argue that teachers struggle in providing psychosocial support due to the minimal 

experience in such programs. Another study (Alkhawalde, 2018) showed that the 

psychological effects caused by migration of refugee students were handled by the 

schools through counseling classes and by equipping them with social skills which 

included communication skills such as self-expression, self- management and asking for 

appropriate assistance. Moreover, based on Alkhawalde's research (2018), one of the 

roles that schools should play is to address issues of trauma, stress, violence and 

disengagement. Also, Winthrop and Kirk (2008) emphasized the important role of 

schooling in promoting refugee students' well-being. They showed that refugee students 

cherished the social learning that they got in school which protected them from sexual 

exploitation.  
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Although schools have an important role in providing psychosocial support to 

refugee students, in Lebanon the NGOs mainly provide such support programs for Syrian 

refugees. According to Shuayb et al. (2015) psychosocial support was more common in 

non-formal education basically through NGOs, and this showed that support was nearly 

non-existent in private schools, mainly due to the scarce resources or to logistic challenges 

to run such programs. Their findings indicated that schools set up by the Syrian 

community were unable to offer such services, due to a lack of financial and human 

resources. In addition, based on a research conducted by Greaves et al. (2019) on the use 

of psychosocial protection strategies in non-formal refugee education in Lebanon, safe 

spaces, establishing trust and classroom management strategies are among the 

psychosocial protection strategies which teachers apply as a "brief therapy" through 

certain education practices. The findings showed that teachers established trust with the 

Syrian refugee students through sharing cultural heritage with them. Also, the teachers 

used “low volume short sounds” to keep students focused and maintain discipline in class 

which falls under the psycho-social protection strategies. The non-authoritarian teaching 

practices which both teachers used helped in motivating students to learn. 

 The literature includes many research studies that target the reasons for the 

educational challenges that refugee students face, and some research studies focus on the 

educational challenges that the refugee students face in schools in formal education 

programs from mainly the perspective of teachers, parents and administrators. The same 

applies to psychosocial programs where the research presented what schools offer as 

psychosocial support, and minimal research show what non-formal education programs 

offer to support the refugee students psychosocially. According to Alkhawalde (2018), 

the voice of NGOs and INGOs should be heard regarding the refugee children’s needs 
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and challenges. This makes me believe more in the significance of my research study as 

it is conducted in the non-formal education context where the educational challenges 

that Syrian refugee students face are examined in addition to the kind of academic and 

psychosocial support provided to help them overcome such challenges. In Summary, the 

educational challenges which refugee students face and the types of academic and 

psychosocial support provided for them are presented in Figure 3. 

 

Figure 3. Summary of the Educational Challenges, Academic and Psychosocial 
Support 
 

2.7 Conclusion 

This chapter presented a review of literature on formal and non-formal education 

provisions and these studies examine the educational challenges faced by refugee 

students, the academic and psychosocial support provided to them.  
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Chapter Three 

Methodology 

This chapter presents the methodology used in this study. First, a description of the 

research design is presented, followed by the sampling method, a detailed description of 

the instruments, data analysis, validity and reliability measures, and ethics.  

3.1 Research Design 

 In order to investigate the purpose and address the two research questions, I chose 

a qualitative approach, particularly, a case study research design. Qualitative research 

depends on interpretive techniques which aim to describe in depth how people perceive 

the world they interact with (Merriam, 2009). Therefore, researchers understand a problem 

or a phenomenon from the participants’ perspectives, and the researcher is the primary 

instrument in data collection and analysis (Merriam, 2009).  

 In addition, based on Creswell and Poth's definition (2018), a case study research 

is a qualitative approach in which the investigator uses in-depth data collection such as 

observations, interviews, audiovisual materials, documents and reports to explore a “real-

life" bounded system, and a case, or multiple bounded systems, and cases, over time. 

According to Merriam (2009), a case study is an in-depth description and analysis of a 

bounded system.” A “bounded system” reflects a "single entity" where the case is 

“bounded” to an individual, "a program", or "institution" (2009).  

 In my study, the phenomenon being investigated is bounded (Yin, 2003): Non-

formal education program provided for Syrian refugee students and the educational 
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challenges they face. In addition, one of the major strengths of the case study design is the 

opportunity to use “multiple sources of evidence” which makes the findings more 

convincing and accurate (Yin, 2018). I collected rich data through semi-structured 

interviews with teachers, teacher assistants, program managers and an education coach as 

well as through class observations and analysis of documents such as the program 

materials and evaluation forms.  

3.2 Methodological Framework   

The methodological framework that I am following is "social constructivism" 

where the inductive method is used and through which ideas emerge through interviewing, 

observing and analyzing texts. "Multiple realities" are “co-constructed” through 

experiences and interactions with other participants whose perceptions of the world they 

live in is the focus of the research (Denzin & Lincoln, 2011).   

3.3 Participants and Sampling Method  

          Convenience and purposeful sampling techniques were used to select the sample. 

Purposeful or purposive sampling is selecting a sample based on a specific purpose 

(Merriam, 2009). A convenient sample is a sample that the investigator has access to, and 

he/she has to select based on time, money, location, and availability of respondents 

(Merriam, 2009). Choosing AAA as an NGO was based on convenient sampling as I had 

access to its center, ECE X, and based on purposeful sampling since it caters for Syrian 

refugee students. Also, purposeful sampling was used to select the participants as I wanted 

to observe all ECE classes and interview all teachers to get rich data. Two out of four 

teacher assistants were not selected to participate since they were new to ECE X. In 

addition, a specific education coach was interviewed since she attends to ECE X and gives 
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training to the ECE X teachers. The ECE program manager and PSS program manager 

were chosen to have an additional perspective of the programs and the kind of support 

offered based on the challenges which the Syrian refugee students face. No counselor was 

interviewed since AAA does not provide such support.   

 The sample constitutes eight teachers, two teacher assistants, one education coach, 

the early childhood education program manager and the psychosocial support program 

manager, and all participants are females. The sample size is small as in qualitative 

research, the aim is not to generalize the findings, yet to gain specific information and 

deep data (Creswell & Poth, 2014).  The aim of the study is to collect deep data and write 

thick descriptions, thus ensuring transferability instead of generalizability (Merriam & 

Tisdell, 2016). According to Yin (2018), statistical generalizability can’t be implemented 

in case studies due to the small sample number, but the findings can be analytically 

generalizable by “generalizing and expanding the theory” which the study was based on.  

 Also, the sample was chosen based on a specific factor (Merriam & Tisdell, 2016) which 

is specific site under study where the individuals work in, ECE X. Table 1 represents the 

demographic data of the teachers and teacher assistants. The participants were interviewed 

face-to-face except for the early childhood education program manager who was 

interviewed online due to her work conditions.   
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Table 1. Demographic Data of Teachers and Teacher Assistants 

 

 Arabic English Teaching 
Experience 
( < 2 years)

Teaching 
Experience 
( > 2 years) 

Previou
s 
Teachin
g 
Experie
nce with 
Syrian 
Refugee
s

Teachin
g 
Experie
nce with 
“AAA” 
  <5 
years 

Teaching 
experienc
e with 
“AAA” > 
5 years 

Role

Number 
of 
Participa
nts 

4  4  4 4 3 4  4  Teacher

1  1  1 1 1 2  0  Teacher 
Assista
nt 

 
 

3.4 Instruments 

I used three instruments for data collection: 1) Observations, 2) Semi-structured 

interviews and 3) Document analysis. Triangulating the data from the three instruments 

increases the credibility and trustworthiness of my study (Merriam, 2009). 

3.4.1 Observations 

  Class observations were conducted to get a clear view of the educational 

challenges which Syrian refugee students face and the implemented approaches which 

support the students academically and psychosocially in the non-formal education context. 

According to Merriam (2009), observations are primary source of data in qualitative 

research. They are used to record behavior as it is happening, and they can reveal what 

participants may not show during the interview (Fraenkel, Wallen, & Hyun, 2012; 

Merriam, 2009). I conducted the observations as a complete, non-participant observer. 

According to Fraenkel et al. (2012), non-participant observers do not intervene with the 
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observed situation; rather, they “sit on the sidelines” and watch. During my data 

collection, I sat on the “sidelines” and watched students’ interactions with the teachers, 

class activities, and teachers’ instructions, and focused on students’ use of language and 

behavior. Observation took place also in the hallway where students wait until they line 

up to enter the class.  

 To report the observations, I wrote my notes and drew the setting to check during 

the data analysis. Moreover, I used two checklists to record the educational challenges 

and to have a concrete idea about the academic support and kind of psychosocial support 

program provided for the Syrian refugee students in the “ECE X” center. Based on the 

extensive narrative notes, I filled the checklists for each teacher/class observed. The data 

was analyzed quantitatively for the observation checklists and qualitatively for the 

narrative data. The checklists which can be found in appendix D, were aligned with the 

research and interview questions and were inspired by guides created by UNRWA (2013) 

and UNICEF (2009) for helping teachers conduct self-assessment regarding the 

psychosocial approaches they use in class and for evaluating psychosocial program 

respectively. An example of the items in the checklist that corresponds to research 

question 1 is: “The teacher gives additional examples when students don't respond to her 

questions”.  Another example from the second checklist that corresponds to research 

question 2 is: “The teacher encourages students to express themselves through arts and 

music”.  

 In ECE X, teaching takes place four days/week and the fifth is for preparations 

and sometimes training. Hence class observations occurred for six teaching days where 

two classes were observed per day. I observed four classes in the morning shift and four 

classes in the afternoon shift. On average, I observed each teacher giving circle time, 
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English/Arabic, and science/math sessions which accounts for three sessions (40-45 

minutes each) per shift in addition to the food break, physical education and music mini 

sessions. The classes, where the language of instruction is English, were observed twice 

to get a clearer view on the language difficulty which the students face. In total, I spent 

around 32 hours of class observations divided equally between both shifts. Seven classes 

exist physically in ECE X and encompass students at three levels: Two classes for KG 3 

or level 3 students, three classes for KG 2 or level 2 students and two classes for KG 1 

and 2 students who in this case attend at separate shifts. Each teacher has her own class, 

where she teaches either Arabic or English in addition to math and science, except for one 

class where two teachers are responsible for the students who attend it.   

3.4.2 Interviews 

To get a deeper insight into the research problem, interviews were conducted with 

the selected participants. An interview is a process where the researcher and the 

participants are engaged in a conversation that is related to the research question. It is 

important to conduct interviews when the researcher wants to investigate what the 

participants have in mind and are not showing in actions (Merriam, 2009). According to 

Fraenkel et al. (2012), interviewing people is a means to discover what they think or feel 

about something in order to “verify” or “refute” the observer’s impressions during the 

conducted observations. Based on the research problem and literature review, a set of 

questions were designed and piloted to increase their validity. To address research 

question 1, semi-structured interviews with the eight teachers, two assistant teachers, the 

ECE program manager and the education coach were conducted. Interview questions 

addressed to the teachers are presented in appendix C; an example of the questions is: 

How do you help your students overcome the educational challenges?. Interview questions 
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addressed to the ECE program manager and education coach are also presented in 

appendix C; an example of the questions is: How often do the teachers in this center 

receive training/professional development? What educational challenges do they share? 

  To address research question 2, an interview was conducted with the teachers, 

teacher assistants, and psychosocial program manager. One example of the questions 

addressed to teachers is: How do you ensure that students feel welcome and socially 

included in the classroom?. Interview questions addressed to the psychosocial program 

manager are presented in appendix C; one example of the questions is: How relevant are 

the objectives of the psychosocial support program to the identified needs? Did the 

program articulate the objectives related to changes in children's well-being and lives? 

Give me examples. The interview questions were derived from the research questions and 

are designed to be semi-structured in order to probe for more information during the 

interview. The questions were piloted on colleagues, and the comments received were 

taken into consideration to make the questions clearer for the participants. As mentioned 

before, the questions about psychosocial support were inspired by guides created by 

UNRWA (2013) and UNICEF (2009) for helping teachers make self-assessment 

regarding the psychosocial approaches they use in class and for evaluating psychosocial 

program respectively. I derived the interview questions (with the teachers) that correspond 

to the second research question from the UNRWA guide where I paraphrased and 

transformed the statements to questions about the role of the teachers in providing 

psychosocial support to students. As for the interview questions with the psychosocial 

support manager, I used the UNICEF guide and highlighted the key terms in the set of 

questions that were presented to assess a psychosocial support program. I developed most 

of the questions based on the highlighted key terms.  
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 The interviews with teachers and teacher assistants revealed their perspective of 

students’ educational challenges and the effective ways for supporting them and fulfilling 

their needs. In addition, interviews with the ECE program manager, education coach and 

PSS program manager gave a clearer view of the educational challenges the Syrian 

refugee students face in addition to the academic and the psychosocial support provided 

by the teachers including details about their training and programs. On average the 

duration of each interview with the teachers and PSS program manager was 45-50 

minutes, while it took around 30 minutes with teacher assistants, ECE program manager 

and education coach. The interviews were audio-recorded upon receiving consent from 

each participant. Then they were later transcribed into an average of 10 pages each for 

teachers and PSS manager and five pages for teacher assistants, education coach and ECE 

program manager.  

3.4.3 Document Analysis 

To increase the validity/credibility and reliability/trustworthiness of the results, 

document analysis was used. Data from documents were easily accessible to me; and they 

are ready-made source of data (Merriam, 2009). There are different types of documents, 

two of which I used are the public records and artifacts. Public records are "official, 

ongoing records of a society's activities” (p.140). Photos taken for the ECE X class setting 

and documents provided by AAA which were related to ECE X were analyzed. For 

example, the documents encompassed ECE curriculum, PSS and SEL programs, ECE 

child assessment form, teacher performance assessment forms, learning centers, and 

parent meeting program. According to Creswell (2014), documents can be public such as 

minutes of meeting or newspaper or private such as journals, diaries, and letters. In 

addition, artifacts are physical objects found within the study setting (Merriam, 2009) such 
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as slogans and objects displayed on the classes bulletin boards. Document analysis is 

important to provide additional evidence to the analysis of data collected from the 

interviews and classroom observations where the common categories, sub themes and 

themes were compared with the information provided within the documents.   

3.5 Data Analysis 

            To answer the research questions, the data collected from the three instruments 

was analyzed and interpreted. According to Merriam (2009), “Data analysis is the process 

of making sense out of the data" (p. 175). The researcher combines, “reduces”, and 

“interprets” what people have said and thus make sense out of the data. Thus, the data can 

be combined and reduced to form categories (Merriam, 2009) and the researchers can 

continuously compare the data collected from different instruments and create codes based 

on the combined data (Fraenkel et al., 2012). According to Merriam (2009), because the 

researcher has the privilege to edit the interview questions after analyzing what is related 

to the research questions and what is still missing, it is more effective to collect and 

analyze data simultaneously. There are different methods of analyzing data. For example, 

it can be done manually or by using computer software, and since my data, less than 500 

pages of text (Creswell & Poth, 2018), can be managed manually, I didn’t need computer 

softwares such as “NVIVO” or “Atlas.ti”. For the qualitative analysis, interviews with 

teachers and teacher assistants occurred in the same week of the class observations, and 

more probing questions were inspired from the first few class observations. After 

finalizing the class observations, I collected further data from the interviews with the 

education coach, ECE and psychosocial program managers. 
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 After organizing the data into “digital files” (Creswell & Poth, 2018), I analyzed 

my qualitative data through “open coding” (Merriam & Tisdell, 2016) which is considered 

as a basic step toward forming categories. First, in the observation notes, at the margin, I 

added comments or memos (Creswell & Poth, 2018) that label words, phrases and 

sentences in my notes to organize the ideas into main concepts or themes (Fraenkel et al., 

2012) which can answer my research questions. For example, two of the open codes or 

comments which I used were “repeat rules” and “reminding students of the rules”. I 

highlighted and labeled the pieces of information, in the observation notes for the observed 

classes, which are related to repeating the rules such as “T [teacher] said listen carefully 

more than three times”. Similarly, when I transcribed the interviews, I grouped  the phrases 

which are related to these open codes such as “You need to remind them every half an 

hour to follow the rules” and “they need about one month to be able to follow the rules”.  

Then I grouped the comments which are related to rules repetition under a subcategory or 

“axial code” which based on this example is “Forgetting Class Rules”. Thus the 

“inductively emerged” comments were grouped and combined using axial coding 

(Merriam, 2009). Then, along with other axial codes such as “Following Class Rules and 

Routines” and “Adapting to Classroom Environment”, which emerged using the same 

technique, were grouped under the category “Misconduct”. The naming was derived from 

the reviewed literature and since the subcategories represent a mild negative behavior, 

they were grouped under “Misconduct” and not for example under the category 

“Antagonistic Behavior” or “Bullying”. It is worth noting that some of the subcategories 

such as “Antagonistic Behavior” is considered an “a priori” code as it was used from the 

literature (Creswell & Poth, 2018). The three categories were combined under the sub 

theme of “Challenging Behavior” which in addition to two sub themes “Student-Teacher 
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Interaction” and “Language Difficulty” were grouped under the theme of “Educational 

Challenges”.  

 After constructing the categories, the documents were analyzed by manually 

highlighting the related pieces of information to each category when possible to get further 

evidence on the constructed categories and themes. For example, in one of the assessment 

forms, an item “Asks for permission before taking an action” is an objective which the 

teachers can assess the students if they are following the rules. This item, if not met, can 

be associated with the sub-theme “Misconduct”.  

In addition, the data from the observation checklists was analyzed quantitatively using 

simple calculations where I counted the number of classes in which I observed and didn’t 

observe a certain item. Then the items were grouped as per the categories under each sub 

theme and theme. For example, one item “Students follow the rules and routines” in the 

first checklist is related to the category “Misconduct” and in five classes the students’ 

misconduct was observed.  

 Three sub themes and seven categories emerged for the research question 1 theme, 

of “Educational Challenges” in addition to five categories emerged from the interviews 

with the participants and which made up the external challenges which Syrian refugee 

students face. Four sub themes and seven categories emerged for the research question 2 

theme of “Academic Support” while five sub themes and 12 categories emerged for the 

research question 2 theme, of “Psychosocial Support”. 

3.6 Validity, Credibility, Reliability, Trustworthiness, and Triangulation  

Both validity and reliability, which are credibility and trustworthiness in 

qualitative studies, are important to consider when it comes to the selection of the 
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instruments a researcher intends to use as they go hand in hand to increase the credibility 

of the research findings. According to Fraenkel et al. (2012),  

“validity refers to the appropriateness, meaningfulness, correctness, and 

usefulness of the inferences a researcher makes while reliability refers to the 

consistency of scores or answers from one administration of an instrument to 

another, and from one set of items to another.” (p.148). 

In other words, validity represents how the research findings reflect the true reality or 

phenomenon under study and whether the research in general measures what it sets out to. 

As for the reliability, it represents the accurateness of the findings of the replicated 

research. In addition, Merriam (2009) defines validity as “the extent to which research 

findings are credible” (p.234). 

According to Merriam and Tisdell (2016), triangulation is a method or a strategy that  can 

“shore up” the validity of a study where a researcher can use different types of 

triangulation methods such as “data triangulation”, “investigator triangulation”, “theory 

triangulation”, and “methodological triangulation” (Yin, 2018). The triangulation type 

which I used in my study was mainly the data triangulation or multiple sources of evidence 

where different instruments are used to collect the data and compare the meeting points 

across the different sources which is where the information converge and thus can be 

verified. 

 Moreover, validity or credibility can be addressed not only through triangulation, 

but also by checking the interviewee’s interpretations or receiving feedback from peers 

on the emerging findings (Merriam, 2009). Reliability refers to the consistency of the 

study results when replicated (Fraenkel et al., 2012). Also, to ensure reliability or 

trustworthiness in qualitative studies, the interpretations of the findings should be 
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consistent with the collected data (Merriam & Tisdell, 2016). According to Merriam 

(2009), reliability can be enhanced by triangulating data and providing details of how the 

findings were “derived” from the data. Therefore, triangulation, which can be reached 

through using more than one instrument and by comparing and checking common points 

in the data collected using different instruments is an important strategy to ensure validity 

and reliability (Merriam, 2009). 

 To apply the above, I used three instruments to collect the data and triangulate it 

to ensure the credibility and trustworthiness of the results. Thus, each research question 

was answered using data from each instrument. A table which shows a sample of how the 

instruments ensured triangulation is presented in appendix I. Moreover, the interview 

questions were piloted as mentioned before.  

 

3.7 Ethics 

According to Fraenkel et al. (2012), "ethical concerns and questions” affect all 

research (p.565). Three of the most important ethical guidelines that should be secured are 

protecting participant identity, treating participants with respect, and protecting 

participants from both physical and psychological harm. Furthermore, according to 

Merriam (2009), ethical dilemmas can emerge from data collection and data analysis.  

Since researcher’s subjectivity can occur in qualitative research, it should be monitored 

by the researcher to avoid biases and misinterpretations (Merriam, 2009). To avoid biased 

interpretations, I asked the interviewed participants about clarifications and example of 

their answers to have a clearer idea of their perspective. Also, regarding the collected data, 
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anything that contradicted my major findings was reported authentically and I tried to 

explain what might have caused this contradiction. 

According to Merriam (2009), the researcher should be ethical in his/her 

relationship with the participants and with how much he/she reveals the purpose of the 

study. It's the participants' right to know the purpose of my study, so I was clear in 

communicating it with all participants. Then I distributed the consent forms for them to 

read carefully and choose willfully to participate or not in the study. Before conducting 

the interviews and class observations, I met with the teachers and teacher assistants and 

all of them signed the consent form and were aware that they can withdraw at any point if 

they wish. In observations, participants may get used to the presence of the researcher and 

do or reveal things that may embarrass them later. Besides that, the observer may witness 

an abusive activity, and knowing how and when the researcher can intervene is an ethical 

dilemma by itself (Merriam, 2009). To avoid such dilemmas, before each class 

observation, I reminded the teachers that I will be taking notes and audio recording of the 

conversations and interactions with students.  After each class observation, I asked the 

teachers if they were fine with the notes I took in the observed sessions, and none of them 

was bothered or rejected to keep any details.  Also, none of the participants asked to 

remove any part from the recorded interview.  

 Moreover, my research study abides by the ethical considerations of the IRB 

office in the Lebanese American University which approved on conducting the study 

(see Appendix A). The instruments were checked by IRB if they contain any 

question(s)/item(s) that may harm the participants. Also, as mentioned previously, I got 

the participants’ consent, and I informed them that their identity won't be exposed and 

that they have the choice to participate in the study. To protect the participants identity, I 
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used acronyms such as “T”, “TA”, “EC”, ECEm and PSSm  which stand for teachers, 

teacher assistants, education coach, early childhood education program manager and 

psychosocial support program manager respectively. To increase the protection of 

teachers’ identity, I did not use specific pseudonyms or added numbers to “T” to avoid 

the correlation between what each teacher said or did during the interviews and class 

observations.   

3.8 Conclusion 

 In conclusion, this chapter presented the detailed methodology including 

research design, sampling methods, instruments for data collection, data analysis, 

validity and reliability and ethical considerations. The following chapter presents data 

results.  
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Chapter Four 

 Results 

4.1 Introduction  

 This chapter presents the analysis results of the data from interviews, observation 

field notes/checklists and the documents. The results are used to address the research 

questions and are divided into three main themes: 1) Educational Challenges, 2) 

Academic Support and 3) Psychosocial Support. 

The first part in this chapter includes the first main theme, Educational Challenges, 

which addresses the first research question (RQ1) while the second part includes the 

second and third main themes, Academic Support and Psychosocial Support which 

address the second research question (RQ2).   

4.2 Educational Challenges 

 Different educational challenges were observed in classes and discussed by the 

teachers (T), teacher assistants (TA), ECE program manager (ECEm) and education 

coach (EC). It is worth noting that the participants talked about common and different 

challenges. For example, according to the ECE program manager (ECEm), there are no 

educational challenges except for those related to the learners’ socioeconomic 

background and social and emotional needs, and she considers that the social emotional 

learning is a key entry point to the educational part. Table 2 presents the interviewed 

participants’ perspective on challenges which their  

refugee students face. 
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Table 2. Quotations on Challenges 

 

Challenges based on Interviews 

 Interviewed 
Participants

Quotations 

Students’ 
Socioecono
mic 
Backgroun
d  

Education 
manager, 
Education 
coach 
and Three 
Teachers 

“The challenges are more related to the conditions 
that they are living in; they are vulnerable 
population” (ECEm) 
 
“[the] atmosphere which the child is living in affect 
negatively the children’s performance in class” (EC)
 

"some groups [of students] don’t have a convenient 
social environment; they don’t live in a house; they 
live in camps.” (T)

Problems 
at home 

Three 
teachers 
and teacher 
assistant 

“he had a lot of family problems including parents’ 
divorce, exposure to violence…he used to 
misbehave all the time” (T) 
 
"I think this behavior comes back from how they are 
being dealt with at home” (TA) 

Students 
with 
special 
needs 

Psychosocia
l support 
manager,  
Education 
coach, 
three 
Teachers 
and teacher 
assistant 

“we lately are doing specific report on, let’s say, 
special educational needs on children” (PSSm) 
 
“…there are special needs students” (EC) 
 
“Some children have hyperactivity” (T) 

Social 
Emotional 

ECE 
program 
manager 
and a 
Teacher 

“…the main challenge is on the social emotional 
level” (ECEm) 
 
“at home some of them [students] might not have 
communication with their parents… they don’t 
know how to…express themselves” (T) 

Security 
situation 

ECE 
program 
manager 

“due to the security situation in Lebanon, the 
situation that might arise in Baalbek especially…we 
sometimes had to close the center, to send the 
children directly back to their homes” (ECEm) 
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 In addition to the above external challenges, more educational challenges at the 

level of ECE X are presented with respect to each sub theme. Table 3 summarizes the 

main educational challenges and sub-educational challenges in the ECE classes based on 

the class observation and the interviews with the teachers. The numbers represent the 

number of classes in which each educational challenge was observed. 

Table 3. Educational Challenges Observed in ECE X Classes 

 

Educational Challenges Observed / Class* 

 
Challenging 

Behavior 

Misconduct 5 

Antagonistic Behavior 6 

Bullying 2 

Student-Teacher 
Interaction 

Inability to Answer Questions 5 

Low Students’ Involvement 0 

Language Difficulty Low Language Comprehension 4 

Using the Language of 
Instruction 

5 

 
* There are seven classes that physically exist but there are eight teachers two of whom (Arabic and 

English teachers) are responsible for one class, so each is considered as having a separate class. 
 

4.2.1 Challenging Behavior 

 Based on the data analysis, the first sub theme which emerged under the theme, 

educational challenges, is “challenging behavior”.  Figure 4 presents the number of 

classes in which challenging behavior, especially misconduct, antagonistic behavior and 

bullying were observed.  
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Figure 4. Types of Challenging Behavior Observed / Number of Classes 
 

 4.2.1.1 Misconduct. One of the categories that falls under the sub-theme, 

challenging behavior, is misconduct. In table 4, the quotations and notes on the students’ 

misconduct based on the interviews with teachers and class observations are presented. 

“S” and “T” denote students and teachers, respectively.  

 According to teachers, students tend to struggle in following the rules at the 

beginning of the year, and they need time to adapt to the new environment especially the 

students who live in camps. Some teachers mentioned that students need at least one 

month to start following the rules and adjust to the classroom environment. One of the 

teachers shared that she explained the rules in Arabic, but students did not follow them 

properly. On the contrary, one of the teachers whose class was calm talked about the 

students’ improvement with respect to their behavior. She mentioned that they became 

aware of where they should sit and how to take permission before they answer. 
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Table 4. Quotations and Notes on Students’ Misconduct 

 

Misconduct 

 Interviewed 
participants

Quotations Observation Notes 

Following 
Class Rules 
and 
Routines 

Five  
teachers  

"The educational challenges 
that I have faced with the 
children are the rule” (T) 
 
“the rules are hard for them 
to acquire” (T) 

Students (S) weren’t 
following the rules, 
many times 

some students (S) 
spoke without 
permission 

Forgetting 
Class Rules 

Two 
 teachers 

“they need about one month 
to be able to follow the 
rules” (T) 

T said listen 
carefully more than 
three times until the 
students abided by 
the rule 

Adapting 
to 
Classroom 
Environme
nt 

Four 
 teachers  

“the children didn’t get used 
to the classroom setting” (T) 
 
“it’s very hard for them to 
raise their hand before 
speaking” (T) 
 
“they come from a 
background where there are 
no rules. “(T) 

Many students (S) 
didn’t follow the 
rules after T 
reminded them to do 
so; speaking without 
permission, moving 
out of place during 
explanation 

 
 
 

 The level of misconduct varied among classes. As shown in figure 4, based on 

the classroom observations, in five classes, students’ misconduct was observed. Many 

students did not follow the rules even after the teachers reminded them of the rules. The 

rules which the teachers repeated the most were “Listen carefully”, “sit properly or 

quietly”, “raise your hand to speak” and “keep your hands and legs to yourself”. Some 
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teachers repeated the rules more than three times, while others no matter how many 

times they ask their students to sit in their place or take permission to speak, the students 

did not comply. Teachers struggled with the students’ misbehavior during transitions 

between activities and food break. However, in the other three classes, once the teachers 

show them the rules, they directly change their behavior. Many students abided by the 

rules most of the time, and teachers had to share once the rules in the observed sessions 

for students to comply. 

 4.2.1.2 Antagonistic Behavior. Another category that falls under the sub-theme, 

challenging behavior, is "antagonistic behavior”. Table 5 represents the quotations and 

notes on the students’ antagonistic behavior based on interviews with the teachers and 

class observations. 

Table 5. Quotations and Notes on Students’ Antagonistic Behavior 

 

Antagonistic Behavior 

 Intervie
wed 
participa
nts 

Quotations Observation Notes 

Verbal 
Agression 

Teacher 
and 
Teacher 
assistant 

“…he shouts at his friends” 
(T) 

 
“The most common 
misbehavior is hitting others 
and saying bad word” (TA) 

T communicated how 
sad she is because of S 
behavior, she asked them 
“do you want to make 
me sad?” and 1S said yes 
while smiling 

PSS 
manager

“…we have prevalence a little bit of violence” (PSSm) 
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Antagonistic Behavior 

 Intervie
wed 
participa
nts 

Quotations Observation Notes 

Non-
verbal 
Agression 

Seven 
teachers 
and Two 
teacher 
assistant  

“there is violence… They may 
scratch and slap each 
other…Some students spit on 
each other” (T) 

“I had a child who fought with 
his friend and kicked him on 
the floor” (T) 

Few S play aggressively; 
hit each other and smile 

1S kicked another 

Some S hit each other; 
others were resistant to 
T’s instructions: refused 
to follow the routine/rule 

 
 

 Antagonistic or adverse behaviors were observed and shared by teachers and 

teacher assistants. According to teachers, violent actions can happen in class during the 

play time, and activity and they can take the form of mainly non-verbal aggression. One 

of the teachers mentioned that students hit and shout because they think that this is the 

way they should communicate due to how they are dealt with at home. Other teachers 

mentioned that the living conditions affect the students’ behaviors and the situation at 

home should be dealt with before it is dealt with in the class. Teachers also expressed 

that the recurrence of such violent acts take place at the beginning of the year.  

 As shown in figure 4, there are many antagonistic behaviors which were present 

in six classes out of eight. They ranged from playing aggressively to hitting others such 

as: 1) standing on friend’s hand; 2) kicking a friend and 3) pulling hair. Few students in 

certain classes showed resistance to following the rules and routines or to participate in 

the activities even when the teacher tried to encourage them. Some students would mess 
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with their friends’ work by scratching the worksheet. In the classes where the students 

followed the rules and routines, antagonistic behaviors were not witnessed except for 

one class where few students played violently at a certain time.   

 4.2.1.3 Bullying. Bullying is another category that falls under the sub-theme, 

challenging behavior. Table 6 presents the quotations and notes on the students’ acts of 

bullying based on the interviews and class observation. Since they are young children, 

the bullying acts may not be as critical as the acts that might be observed in higher 

grades, but bullying can start from simple actions and grow into severe acts later on.   

 Based on the interviews with the teachers, four of them stated that they 

encountered bullying acts in class and explained the strategies, which will be presented 

later on under the “Academic Support’’ theme, used to avoid such acts in class. 

Table 6. Quotations and Notes on Students’ Bullying Acts 

 

Bullying  

 Interviewed 
participants 

Quotations Observation Notes 

 Education coach “other challenges generally speaking, bullying, 
at home [and which is transferred] to school” 
(EC) 

Verbal 
Bullying 

Four Teachers 
One Teacher 
Assistant 

“Bullying mainly towards the shy… so they 
leave their paper blank so they start telling them 
“ oh you don’t know how to answer.”(T) 
 
"he came and told me they are mocking me; 
they’re saying am brown” (T) 
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Bullying  

 Interviewed 
participants 

Quotations Observation Notes 

Non-
verbal  
Bullying  

Teacher  
Assistant 

“she doesn’t 
defend herself 
if a child hits 
her, or takes 
away her hat” 
so she tells 
me.” (TA) 

A student laughed at his friend 
when he couldn’t answer “what 

is your name?” 

When a S shared the importance 
of the lesson (open arms for 

short sounds), another S 
laughed at him 

 
  

 The results revealed that verbal and non-verbal bullying occur among students. 

On the other hand, other teachers shared that they have never encountered bullying acts 

in their classes. Also, as shown in figure 4, only in two classes few similar acts of 

bullying were noted. Bullying took the form of mockery, but in both classes the teachers 

intervened.  

4.2.2 Student-Teacher Interaction  

 Based on the data analysis, the second sub theme which emerged under the 

theme, educational challenges, is “student-teacher interaction”. Language, which is 

presented as a separate sub theme, difficulty of the lesson, and teachers’ adjustment of 

the prepared plan, play a role in the level of student-teacher interaction. Figure 5 

presents the number of classes in which student-teacher interaction including answering 

questions and students’ involvement, was observed. Students interact differently with 

teachers based on their ability to answer questions and on their level of involvement. 
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Figure 5. Student-Teacher Interaction Observed / Number of Classes 
 

 4.2.2.1 Inability to Answer Questions. The first category which falls under the 

sub theme, Student-Teacher Interaction, is “Inability to Answer Questions”. Table 7 

shows the quotations and notes on the students’ inability to answer questions based on 

the interviews with teachers and classroom observations.  

 According to the teachers, students answer incorrectly or even do not answer at 

all because they don’t understand the language whether it is Arabic or English. 

According to some teachers, they have students who speak Kurdish and do not 

understand Arabic, so they consider the different languages and dialects as a reason for 

not being able to understand and answer the questions. 

Table 7. Quotations and Notes on Students’ Inability to Answer Questions 

 

Inability to Answer Questions 

 Interviewed 
participants

Quotations Observation Notes 

Incorrect 
Answers 

Two 
 teachers 

“if I ask [in Arabic] “What 
is today?” and I answer 
the question “Today is 
Wednesday”, she would 
say “What is today” (T) 

 took T time, circle During
 she when attendance;

 are they if entsstud asked
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Inability to Answer Questions 

 Interviewed 
participants

Quotations Observation Notes 

 them of some absent,
yes answered

No 
Response 

Three 
teachers 

“few could answer my 
question” (T) 

T asked “cloudy starts 
with what sound" three 
times, but no S answered 

Articulati
on 
Problems 

Three  
teachers 

“they [students] don’t know how to pronounce, 
express themselves” (T) 

 

Also, students who have difficulties in articulation have difficulties in interacting during 

the session, and they do not answer the questions. Some students are able to answer the 

closed ended questions but not the open-ended ones which relate the lesson to real life.  

 In addition, results from the observations show compatibility with the results 

from the interviews. As shown in figure 5, based on class observations, in five classes, 

many students were not able to answer the teachers’ questions, unless they adjusted their 

questions. In the English sessions, students were able to point at the charts on the wall 

when the teacher asked about the colors, sounds of letters…etc. Most of the times, 

students couldn’t answer verbally the teachers’ questions until they repeated the question 

in Arabic, and they were able to answer only closed ended questions; few students did 

not answer at times even after the teachers translate their questions to Arabic. In one 

Arabic class, students were able to answer closed ended questions when the teacher gave 
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several examples.  On the contrary, in the three other classes where the language of 

instruction is Arabic, many students were able to answer directly the closed ended 

questions. 

 4.2.2.2 Low Students’ Involvement. The second category which falls under the 

sub theme, Student-Teacher Interaction, is “Low Students’ Involvement”. The teachers 

shared several techniques which keep students involved in the class, and the results from 

the observations showed that in all classes the teachers included every student during the 

sessions in similar and different ways. As shown in figure 5, based on class observation, 

there was no low students’ involvement in class because despite that some students 

didn’t raise their hands to participate, teachers used different strategies, to involve all 

students such as asking questions to each and every student or ensuring that all students 

get the tools to participate in the activity. Table 8 represents the quotations and 

observation notes on students’ involvement based on the interviews with teachers and 

class observations.  

 In addition to the previously presented reasons for students’ low response and 

incorrect response to questions, there are other reasons which contribute to students’ low 

participation in class. According to some teachers, there are students who refuse to 

participate even if they know the answer, so they would encourage them and give them 

attention. Other teachers would ask the shy students in specific to involve them. 
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Table 8. Quotations and Notes on Students’ Involvement 

 

Students’ Involvement 

 Interviewed 
participants

Quotations Observation Notes 

Responding 
to students’ 
needs 

Three 
teachers 

“he really needs me to 
come up to him, 
encourage him, 
to…answer, so I will do 
that” (T) 

S didn’t come and point 
to sound /k/ when T 
asked him; she 
approached him, held 
his hand and guided him 
to point then praised 
him 

Responding 
to low 
number of 
participation 

Four 
teachers  

 “Not all students like 
to speak…I would ask a 
specific student to 
answer me” (T) 

T asked all S 
specifically during the 
individual practices 

 
 

 Based on the notes from the class observations, similar results emerged regarding 

some of the ways the teachers use to involve all students where all teachers gave all 

students materials to implement the activities which varied from identifying the sound of 

a letter using different tools to identifying the color and other objectives through artistic 

activities. During the circle time, teachers asked all students to read the posters on the 

walls. Teachers passed by each student and asked him/her about the objective they are 

applying during the individual practice.  

4.2.3 Language Difficulty 

  

 Language difficulty is the third sub theme under the theme of educational 

challenges. Results on students’ comprehension and use of the language of instruction 
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whether Arabic or English emerged from the interviews and observations. Figure 6 

represents the number of classes in which students faced language difficulty.  

 

 
Figure 6. Language Difficulty Observed / Number of Classes 
 

 The ECEm mentioned different kind of challenges ,as previously stated, and 

added that AAA is supporting teachers in teaching foreign languages such as the English 

language because it was one of the teachers’ challenges and request to receive a training 

on. According to the education coach, facing challenges in teaching English language 

causes students to face literacy challenges. She believes that there is no foundation of 

teaching English or teaching phonics, so  the training is directed to the sounds, how to 

teach a letter, how to teach phonemic awareness of the sound, blending, high frequency 

words, digraphs since there is a weakness in all of these concepts. Table 9 shows the 

different reasons for perceiving the English language as a challenge for students in ECE 

X based on the interviews.   
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Table 9. Quotations on the Reasons Behind English Language Difficulty 

 

Reasons Behind English Language Difficulty 

 Interviewed 
participants

Quotations 

Parents’ 
Background 

Education 
coach and 
two 
teachers 

“parents are not well prepared also” (EC) 
 
“Their parents are not exposed to the English 
language” (T) 

Students’ 
Background 

Four 
teachers 
and 
Teacher 
Assistant 

“it’s a language they don’t understand” (T) 
 
“their parents never expose them or told them that 
we wear these in winter” (T) 

 
 

 4.2.3.1 Low Language Comprehension. The first category which falls under 

the sub theme, language difficulty, is “Low Language Comprehension”. The language 

presented a barrier for students to grasp rapidly the objective(s), but with the teacher 

adjustments, many students were able to implement the activities individually. Table 10 

shows the quotations and observation notes on students’ low language comprehension 

based on the interviews and classroom observation.  

According to the teachers, students are not exposed to the English language which 

makes it difficult for them to understand the lesson given in English and communicate 

using this language. Based on the observation notes, many students understood and 

spoke in both formal and informal Arabic. They responded to the teachers’ instructions 

during the activities and many were able to reach the objective. In one of the classes, 

students interacted with the teacher during the story time and through answering her 
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questions. However, few students struggled to communicate with one of the teachers, 

and they did not show response when she talked to them. 

Table 10. Quotations and Notes on the Students’ Low Language Comprehension 

  

Low Language Comprehension 

 Interviewed 
participants

Quotations  Observation 
Notes 

Difficulty in 
understanding 
the English 
language 

Five 
teachers 
and 
Teacher 
Assistant 

“the English session is 
harder…you are using 
phrases and complete 
sentences… they wouldn’t 
understand what you’re 
saying and what you want 
from them.” (T) 

When T asked in 
Arabic, more 

students answered

S didn’t respond 
to T when she 

communicated in 
English 

Challenging 
Concepts 
taught in 
English 

Four  
teachers  

“…it was hard for the 
students to grasp the concept 
of sounds.” (T) 
 
“they find it difficult to 
memorize the days of the 
week…and understand 
everything we talk about in 
class.” (T) 

At the end of two 
sessions they 
were able to 
answer closed 
ended questions 
(yes/no for red & 
right/left for left 
hand) 

 
  

In addition, there are difficult concepts which take time for students to grasp such as the 

letters and sounds. An English teacher stated that when students get engaged during the 

activities, they tend to focus on the dancing or clapping part and forget about the 

objective since they didn’t grasp the concept or didn’t understand the word that is being 

said. Similarly, another English teacher shared that learning about sound /k/ took about a 

month, and she added that it is hard for students to produce the sound /p/ even after 

implementing activities, many of them would still produce it as /b/.  
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 Teachers commented differently on the difficulty in teaching other subjects in 

English where some noticed that learning new terms in science is hard for students while 

others specified a lesson which was plant parts. One teacher mentioned that Math is 

easier for them to learn especially counting. Another teacher mentioned that her students 

get bored and get distracted in the English session since they do not understand what she 

is saying. 

 On the contrary, the Arabic teachers shared specific lessons which their students 

need more time to acquire but didn’t express a challenge in communicating with the 

students using the Arabic language except for those who have Kurdish students in the 

class. According to another Arabic teacher, there are concepts that are hard for the 

students to grasp and repetition can help in overcoming such challenge. For example, 

they face difficulties in writing the letters that have similar shapes such as د-dāl; ذ -dhāl 

and ج-jīm; khā-خʾ; ḥāʾ-ح. Moreover, based on figure 6, which presents the number of 

classes where low language comprehension and using language of instruction were 

observed, in four classes, many students showed a low level of language comprehension 

when they couldn’t interact with the teachers until they translated what they were saying 

into Arabic. On the contrary, in Arabic classes, most of the students showed a high level 

of understanding of what the teachers were saying.   

 4.2.3.2 Using the Language of Instruction. The second category which falls 

under the sub theme, language difficulty, is “Using the Language of Instruction”. 

Teachers commented on the language which they and their students use to communicate 

in the classroom. Table 11 represents the quotations and notes on using the language of 

instruction based on the interviews with teachers and the classroom observations.  
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Table 11. Quotations and Notes on Using the Language of Instruction 

 

Using the Language of Instruction 

 Interviewed 
participants

Quotations Observation Notes 

Language 
used by 
teachers 

Three 
teachers 
and a 
Teacher 
assistant 

“you need to 
speak in English 
and explain in 
Arabic” (TA)  

T asked most of her questions 
in Arabic 

When T asked using English 
language, students weren’t able 
to answer 

Language 
used by 
students  

Two 
Teachers 

“they used to tell 
me in Arabic 
when they want 
to go to the 
toilet” (T) 

T translated the questions and 
encouraged them to answer in 
English when they said the 
class objects in Arabic 

 

 Three teachers and a teacher assistant mentioned that they translate their 

instructions and explanations to help students answer their questions and understand the 

instructions. One of them highlighted that she explains the rules in Arabic. Another 

teacher noticed that students were able to communicate in English after several 

repetitions and with consistency. One of the teacher assistants finds it difficult for 

students to use the English language, but believes that they can understand it gradually 

through modeling and narrating stories.  

 In addition, as shown in figure 6, based on the observations, in five classes, 

students communicated using the language of instruction. Results revealed that in Arabic 

classes, many students were able to answer in formal Arabic and communicate in both 

formal and informal Arabic language except for the students who speak Kurdish only. 
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Nevertheless, in the English classes, students needed assistance in using the English 

language to communicate their needs. In one class, many students were able to 

communicate their needs in English and were able to answer in English after the teacher 

repeated the short answer (s) in English. In other classes, teachers were guiding the 

students to say “I want toilet” instead of saying the whole statement. The teachers and 

students used Arabic and English exchangeably, but all teachers were observed to 

encourage students to say the answers in English.  

 To sum up, the language challenges were mainly related to using the English 

language in class and have students understand fully the instructions and certain 

concepts such as the letter sounds and others which usually are revised in the circle time. 

Thus, the English teachers use Arabic to explain the instructions and when translating 

their explanations. Although understanding the Arabic language may not be a problem 

for the Syrian refugee students, it seems that the ones who have Kurdish origins face 

difficulties not only in understanding the English language, but also the Arabic 

language. 

4.2.4 Document Analysis 

 Furthermore, based on the documents provided by AAA, two of which are in 

Arabic, one shows the objectives under the five domains (language development, 

cognitive development, social/emotional development, psychomotor development, and 

the artistic development) and which are specific for each age group (3-4 years and 4-5 

years) in the early childhood education. The other document is an assessment form 

which can help the teachers identify which domains the students have problems in and 

whether these are acquired, in progress, or not acquired.  
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 Some objectives are related to what was observed in the sessions and to what the 

teachers shared regarding the educational challenges. One of the objectives under the 

cognitive domain is “Identify the names and some geometric shapes” which the teachers 

go over during the circle time with the students. In many classes, students need the 

teacher’s guidance to remember them, and one teacher shared that teaching such 

concepts in English are hard for students to learn along with other objectives. Another 

objective under this domain “Understands terms related to time "today, yesterday, 

tomorrow morning. Noon, night, etc.” is related to reading the calendar in the circle 

time. Some students would answer directly, but many needed the teacher’s guidance to 

repeat the answer, and in the English classes, students struggle to say them on their own. 

Also, questions of "Where?" "Why?" "How?" can reflect the level of students’ 

involvement and use of critical thinking, but due to the language barrier, students seem 

to be unable to ask/answer such questions during the observed sessions. Thus, this 

objective can be related to the sub category “Low Students’ Involvement” and 

interpreted in the light of the sub category “Low Language Comprehension”. In 

addition, under the social domain for the 3-4 years age group, “Asks for permission 

before taking an action” is an objective, which if not met in the assessment, can be 

related to one of the challenging behavior sub-themes “Misconduct” and which was 

observed in several classes and shared by teachers in having students follow the rules. 

Another objective “Can resolve differences with his friends using the language” under 

the social domain for the age group 4-5 years, can also be related to the challenging 

behavior specifically the antagonistic behavior observed in some classes and which the 

teachers talked about during the interviews.  
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 Several aspects, under the three sub themes, were traced in data from all 

instruments. The data from the interviews and class observations converge with the data 

from the document analysis. An example of how the data is triangulated is shown in 

figure 7. 

 

Figure 7. Data Triangulation Example for Theme 1 
 
 
4.3 Academic Support 

The second part in this chapter includes the second main theme, Academic Support, 

which addresses the first part of research question 2 with data analyzed from the 

interviews, class observations and documents.   

4.3.1 Findings on Academic Support 

 Teachers shared different practices to support their students academically and 

help them overcome educational challenges. The ECEm and the education coach (EC) 
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shared that AAA supports students to overcome the challenges through awareness 

sessions given to teachers on bullying and how to deal with challenging students. One to 

one support to teachers is based on the needs in addition to conducting training, 

coaching and modeling inside the classroom. Table 12 summarizes the different 

approaches of academic support provided in ECE X classes based on the class 

observation and the interviews with the teachers. The numbers represent the number of 

classes in which the approaches were observed. 

Table 12. Academic Support Observed in ECE X Classes 

 

Academic Support Observed / Class* 

Instructional Practices Repetition 8 

Differentiated Instructions 8 

Students’ Engagement   Strategies to Grab 
Attention 

8 

Engaging Learning 
Activities 

6 

Use of Children’s 
Language 

Simple language 8 

Classroom Management Rules and Routines 8 

Dealing with Behavior 7 

 
* There are seven classes that physically exist but there are eight teachers two of whom (Arabic and 

English teachers) are responsible for one class, so each is considered as having a separate class 
which make them eight in total. 

 
 
 4.3.1.1 Instructional Practices. Based on the data analysis, the first sub theme 

which emerged under the theme, academic support, is “Instructional Practices”.  Figure 

8 presents the number of classes in which instructional practices, specifically repetition 

and differentiated instructions, were observed.  
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Figure 8. Instructional Practices Observed / Number of Classes 
 

 Repetition. Table 13 presents data on teachers’ academic support through 

repetition to support their students and help them acquire the objectives. They repeated 

questions, examples, explanation and instructions.  

According to teachers, the repetition occurs during the session and on daily basis. For 

example, four teachers mentioned that during the circle time they repeat previously 

learned concepts, and one of the teachers stated that the circle time has a positive effect 

on students’ progress towards the end of the year. Teachers use guiding questions, 

repetition of examples and instructions to help students achieve the objective of the 

session. 
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Table 13. Quotations and Notes on How Teachers Use Repetition to Support 
Students Academically 

 

Repetition 

 Interviewed 
participants

Quotations Observed Notes 

Through 
circle Time 

Four 
Teachers 

“if we didn’t cover 
all the shapes, they 
can acquire them 
during the circle time 
because we repeat 
them everyday” (T) 

During the circle time: 
when she asked them how 
many seasons are there in 

the year 

Through 
guiding 
questions 

Three 
teachers 

“I would sit with 
them and ask them 
more questions” (T) 

T asked the questions in 
different ways; she guided 
the students to figure out 
the mistake in their 
answers. 

Repeating 
Instructions 
and 
procedures 

Three 
teachers  “I…reexplain the 

instructions when 
necessary” (T) 

T repeated and modeled 
the instructions for each 
activity before students 
started to apply them. 

Through 
examples 
and using a 
variety of 
objects 

Two 
teachers 

“…others need this 
repetition…but not in 
the same way. I try to 
use videos, to greet 
them” (T) 

T presented several 
examples to guide 
students to identify the 
title of the story in Arabic 
sessions and the red color 
in science session. 
 
T showed them the objects 
in different ways: video, 
realia 

 

 Moreover, the observation data show that in all classes the teachers used 

repetition as a form of academic support (see Figure 8). They repeated their questions in 

different ways and translated them to Arabic when students did not react. One used an 

analogy, and guided struggling students to answer her questions about red color. Other 
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teachers repeated the examples using different objects. One of the English teachers, at 

times, translated the instructions into Arabic for students to implement activities. 

Differentiated Instructions. Based on the interviews and class observations, 

table 14 presents quotations and notes on teachers’ academic support through using 

differentiated instructions. Several teachers shared the importance of using the visual 

aids in supporting students to reach the objectives, and some shared how they implement 

activities that target the students’ interests such as playing a game.  

Table 14. Quotations and Notes on Teachers’ Differentiated Instructions 

 

Differentiated Instructions 

 Interviewed 
participants 

Quotations Observation 
Notes 

Using 
Visual Aids 

Five teachers 
“I use a lot of visual aids; they 
facilitate the explanation for 
students to understand the 
lesson.” (T)

Activities 
included stories, 
pictures, objects, 
worksheet 

Targeting 
Students’ 
Interests 

Two teachers 
and Two 
teacher 
assistants  

“students really like to move…I would…put the 
pictures and make them jump on them” (T) 
“I know that he likes cars, I would get him cars 
and discover the color through something that he 
likes” (TA) 

Targeting 
students’ 
abilities 

Five 
Teachers and 
Teacher 
assistant 

“I have different levels…I 
would simplify the explanation 
during the “directed meeting” 
(T)

T guided the 
struggling 
students to point 
at the story title 

Targeting 
different 
Types of 
Learners 

Three 
teachers and 
Teacher 
assistant 

“Some children are 
tactile/kinesthetic learners, so 
they understand when they 
touch things” (T) 

T implemented 
activities that 
target visual, 
auditory and 

tactile learners; 
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The majority mentioned that they target the students’ abilities especially the low 

achievers through what they call a “directed meeting” where they tutor struggling 

students to finish the activity or they re-explain a concept using a variety of materials 

and visual aids. 

 Based on the observations, all teachers used differentiated instructions as an 

instructional approach (see Figure 8). As interview data also show, a variety of activities 

were observed which targeted different types of learners. Crafts activities, painting 

activities, modeling clay, and videos were used and integrated in the sessions. Although 

all students implemented the same activities, and there was no specific activities given 

for low or high achievers, many teachers repeated the explanation and gave extra time 

for students who didn’t finish the worksheet, and they asked the rest of students to play 

with the blocks and other toys, meanwhile. 

 4.3.1.2 Students’ Engagement. The second sub theme “Students’ Engagement” 

(see Figure 9) presents the number of classes in which students’ engagement strategies 

were observed. 
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Figure 9. Students’ Engagement Strategies Observed / Number of Classes 
  

  Strategies to Grab Attention. One of the categories that falls under the sub-

theme, students’ engagement, is “Strategies to Grab Attention”. Based on the interviews 

and class observations, table 15 presents teachers’ academic support through strategies 

to grab students’ attention. 

Table 15. Quotations and Notes on Teachers’ Strategies to Grab Attention 

 

Strategies to Grab Attention 

 Interviewed 
participants 

Quotations Observation Notes 

Asking 
questions 

Two 
Teachers 

“You check if the children 
are interactive with you by 
asking them…“What are 
we doing?”, “What are we 
going to do?;“What did we 
do?”(T) 

T used words “Look 
here”; eye contact and 

asked questions.  

Using 
Visual 
Aids 

Two 
Teachers 

“[Education coach] advises 
us to use pictures because 
they clarify everything for 
the child and gain his 
attention.” (T) 

T used a “secret box” 
where she showed 

students the guest of the 
day “cat made of 

cardboard”  
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 Teachers use different strategies to regain the students’ attention besides asking 

questions and using visual aids. Some think of the students who lose attention while they 

are preparing for the activities and prepare “plan B” which can be used during the 

rotation between the activities such as games related to the letter being taught. Some ask 

students to do sports exercise to gain back their attention. Other teachers ask the student 

who loses focus to sit next to them and show him/her what they are doing, thus grabbing 

his/her friends’ attention as well. 

 Similar to interview, observation data show that all teachers used various 

techniques to gain their students’ attention. One would say “busy heroes” and her 

students would reply “zap zap”, fold their hands, sit straight and look at her. She also 

used the word “look” to regain their attention, and other teachers used words such as 

“pay attention to me”, “look at me” and “look here”. Also, other teachers used counting, 

made eye contact, asked questions, called students by their names and stopped an 

activity until every student focused with them.  

  Engaging Learning Activities. Another category that falls under the sub-theme, 

students’ engagement, is “Engaging Learning Activities”. Based on the interviews and 

class observations, table 16 represents the quotations and notes on teachers’ academic 

support through implementing engaging learning activities. 
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Table 16. Quotations and Notes on Engaging Learning Activities 

 

Engaging Learning Activities 

 Interviewed 
participants 

Quotations  Observation Notes 

Through 
Play 

Two teachers 
and Two 
Teacher 
assistants 

“through a game, I can 
deliver my objective more 
effectively than by 
lecturing the children 
about my lesson.” (TA) 

“everything would be 
grasped more with a song 
or a game.” (T)

T asked students to guess 
which object is red in 
color  
 
T asked the students who 
finished the activities to 
play with the objects and 
identify the red color 

 

 In addition to the various activities that teachers shared in the previous sub-

theme, some of them mentioned that games engage the students, and found “play” a 

more effective practice than lecturing. One shared an example of how through play, 

students would be engaged and acquire the objective faster, such as using puppet, “Mr. 

Bear”, who greeted them. In combination with repetition, students understood the 

concept. Another found that play is very effective especially that they are young. During 

the independent practice, teachers implement engaging activities that target the interests 

of the students such as by telling the students that they have a visitor, a character inside 

the box; and suspense will keep the children engaged in the lesson.    

 Class observations show that, in six classes, students were engaged and focused 

during the sessions, and teachers used a variety of materials and engaging activities such 

as using pictures, laptop, materials for crafts, body movements to model the seasons and 

fingers to model the sounds of alphabets. Students were smiling during the implemented 
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activities and were looking at the teacher during story narration when she used sticks 

and pictures, games, and kinesthetic/tactile activities such as painting and pasting. 

However, in two classes students were disengaged several times and many stopped 

looking at the teachers or focus with them. Many students lost focus during the activity 

about choosing the class objects and naming them and during the time spent using the 

workbook. Also, students lost focus several times during the identification of story cover 

and during the transitions between the sessions.  

 
 4.3.1.3 Use of Children’s Language. The third sub theme which emerged under 

the theme, academic support, is “Use of Children’s Language”: Figure 10 presents the 

number of classes in which the use of children’s language was observed. 

 

 
 
Figure 10. Use of Children’s Language Observed / Number of Class 
 
 
 Simple Language. Based on the interviews and class observations, table 17 

presents the quotations and notes on the teachers’ academic support through using 

simple language. Using English and Arabic interchangeably during the sessions varied 

among the English teachers. Those who taught levels one (KG1) and two (KG2) spoke 

in Arabic more frequently to explain and communicate with the students.  

8

0

2

4

6

8

10

Simple Language

N
um

be
r 

of
 C

la
ss

es

Use of Children’s Language



                                           

72 
 

However, one of the teachers reflected on her experience in translating to Arabic and did 

not find this approach an effective one. This year she has been working on students to 

speak in English and say the whole sentence. One of the teachers mentioned that she 

aims to help students start to speak in English even if it was a short sentence. 

Table 17. Quotations and Notes on Simple Language Used by Teachers 

 

Simple Language 

 Interviewed 
participants 

Quotations Observation Notes 

Using 
Arabic 
and 
English 
interchan
geably 

Three 
teachers  “Not all the time I narrate 

them in English. I narrate 
it in English then translate 
it to Arabic then back to 
English.” (T) 

T used closed ended 
questions in English and 
used the Arabic language 
mainly to communicate 
with the S and explain 
the activities 

Using 
simple 
words 
/short 
sentences 

One Teacher 
and Two 
Teacher 
Assistants 

“you need to simplify 
things for students in 
order for them to 
understand the lesson” 
(TA) 

T used short sentences 
and simple words  

T used closed ended 
questions, simple words, 
and Arabic 

 

 Observations, in all classes, show that teachers communicated with the students 

by using simple language. English teachers used simple words, short sentences and 

phrases in English, and translated their instructions and questions to Arabic; some 

explained the main concept using Arabic phrases and stated the keywords in English. 

Translation varied among them based on the students’ level where less translation was 

used with students in KG3 than in KG1 and KG2. Also, the Arabic teachers used both 
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formal and informal Arabic to communicate the instructions and respond to students’ 

requests. They used short sentences to communicate with the students, to help them 

interact during the session.  

 4.3.1.4 Classroom Management. Based on the data analysis, the fourth sub 

theme which emerged under the theme, academic support, is “Classroom Management”. 

Figure 11 presents the number of classes in which the classroom management was 

observed. 

 

 
 
 Rules and Routines. Based on the interviews and class observations, table 18 

presents the quotations and notes on teachers’ academic support through integrating 

rules and routines in their class. The teachers shared the rules they established in their 

class and how frequently they remind the students of them. They all have common rules, 

and each communicated how they remind their students to follow the rules. For example, 

lining up, respecting others, raising hands before speaking, sitting properly, not hitting 

others are common among teachers. In addition to these rules, some teachers shared 

specific rules such as pay attention to teacher’s explanation and listen carefully. One of 
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the teachers mentioned that she added a rule based on students’ behavior “I stress on the 

rule of not spitting”. Teachers also shared that their rules are represented with pictures 

on sticks, and they show students these pictures to remind them to follow the rules. 

Table 18. Quotations and Notes on Rules and Routines 

 

Rules and Routines 

 Interviewed 
participants

Quotations Observation Notes 

Established 
Rules and 
Routines 

Eight 
Teachers 
and one 
Teacher 
assistant 

“lining up, sit quietly, 
respect my friends, listen 
carefully to the speaker, I 
throw the waste in the 
trash” (T) 
 

The rules are posted in 
class 
T showed students the 
pictures which 
represent the class rules 
 
T uses statements such 
as: listen carefully, sit 
properly on the carpet; 
where are the class 
rules? 

Consistency 
and 
repetition 

Eight 
teachers 
and one 
teacher 
assistant 

“I put the class rules on a 
stick and put them on the 
carpet to keep reminding 
them of the class 
rules…everyday, every 
session” (T) 

T asked the students 
about each picture and 
modeled with the 
students the rules; she 
reminds students of the 
rules when they 
misbehave/forget to 
follow the rules 

 

Teachers shared that they remind their students to follow the rules on daily basis, in 

every session when students misbehave and after long vacations. Few teachers stated 

that when they communicate the rules, they explain the reason behind following them. 

For example, a teacher mentioned that she tells her students to respect the other so that 
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the other respects them, and another teacher mentioned that she asks students to sit 

quietly so that they understand her explanation. Some help students follow the rules not 

only in class, but also in the community especially throwing the trash in the basket and 

listening to older people before speaking. As shown in figure 11 and table 17, all 

teachers established rules and routines in their  classes, based on the observation notes, 

teachers reminded students of the rules at the beginning of the sessions while they 

repeated them mostly during the circle time, and during transition between activities and 

sessions. Students were familiar with the routines such as lining up, sitting on their 

specific place on the carpet, based on colors and shapes, and sitting at the tables during 

the food break. Although not all the students abided by them, all teachers were 

consistent in reminding their students of the rules as they targeted each student’s 

misbehavior through several techniques including reminding students of the rules.  

 Dealing with Behavior Issues. Table 19 presents quotations and notes on 

teachers’ academic support through dealing with students’ behavior.   

Table 19. Quotations and Notes on Dealing with Students’ Behavior 

 

Dealing with Behavior 

 Interviewed 
participants

Quotations Observation Notes 

Reinforcing 
the 
Acceptable  
Behavior 

ECE 
manager 
and  
Three 
teachers 

“…positive behavior 
is something that we 
also reinforce a lot” 
(ECEm) 
 
“you should tell me, 
and I would deal with 
him, you shouldn’t hit 
him back” (T) 

T used positive 
reinforcement using 
the stick “Did you 
see this excellent boy 
how he is sitting..” 
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Dealing with Behavior 

 Interviewed 
participants

Quotations Observation Notes 

Asking 
Reflective 
Questions 

Seven 
teachers “when students hit 

each other, I 
ask…Why did you hit 
him?…Do you accept 
to be hit by 
someone?” (T) 

T asked all S while 
looking at the student 
if they can according 
to the class rules put 
their hands on their 
classmates and if 
they can play with 
each other’s hair. If 
they can hurt 
others…S answered 
no. 

Addressing 
the Whole 
Class  

Four 
Teachers “ I highlight this issue 

in front of his friends 
and ask them “Are we 
allowed to do this?” 
Are we allowed to hit 
and hurt others?” (T) 

T asked students to 
sit properly without 
crossing the line, take 
permission before 
speaking and to keep 
their hands and legs 
to themselves 

Demonstrati
ng the Right 
Behavior 

Eight 
teachers 
and One 
Teacher 
assistant 

“I always use my 
sticks which present 
the rules” (T) 

T raises the signs 
(rules) to 
demonstrate the 
correct behavior; she 
asks how they should 
behave instead  

Apologizing Two 
teachers 
and Two 
Teacher 
assistants  

“Apologizing would 
change his behavior, 
so I would ask him to 
apologize from his 
friend” (TA)

when S showed 
antagonistic 
behavior, T asked 
them to apologize to 
other S 
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 Due to the various challenging behavior that the students show, teachers 

developed strategies to deal with students’ misconduct, antagonistic behavior and 

bullying. One common strategy shared  was demonstrating the right behavior through 

showing students the rules using the sticks. Reflecting with students through questions 

was another strategy. For example, some explained that they would sit with the students 

and guide them to  compare their behavior to the behavior presented in the picture 

through reflective questions such as “What is happening in this picture…What should 

we do?”. 

 One teacher gave a specific example of how students’ behavior improved when 

she kept on reminding them to take permission to move from their place and go to the 

toilet. Other teachers specified that when students hit each other, they ask them to 

apologize after discussing with them the reason behind their misbehavior. Besides the 

common strategies presented in the table, some teachers shared additional ways to 

manage students’ behavior (see Appendix F).  Another teacher mentioned that one of her 

students complies when she gives him emotional support and added that whenever he 

calms down and accomplishes a small part of his tasks, she considers this as a big 

accomplishment. Moreover, teachers shared their experiences with students who show 

antagonistic behavior and bully others. They might speak with students when they show 

antagonistic behavior and do not judge directly but investigate what happened and then 

ask the one who hit to apologize to his/her friend. In responding to bullying acts, one 

encourages the bullied student and reminds the students of the importance of respecting 

others (see Appendix F for more examples). 

 Figure 11 also shows that seven teachers dealt with students’ misbehavior 

effectively. Many of the strategies that the teachers used to deal with students’ 
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challenging behavior were observed. For example, teachers raised the sticks to show the 

students the expected behavior when they spoke and moved without permission. Some 

used reminders, others asked the students to apologize, and others shaped the students’ 

behavior through reflective questions and stories about the right behavior. Few teachers 

did not notice some students’ violent way of playing, and one teacher raised her voice 

tone once to calm the students. As for bullying acts, two teachers dealt with such acts by 

reflecting with students through questions and instilling the responsibility 

toward listening to others.  

 4.3.1.5 Document Analysis. Results of analyzing documents on the learning 

centers/corners and teachers’ performance follow up show that several types of learning 

centers/corners are presented with the tools provided within each. One of the corners 

that was observed in each classroom is the story center. The children would learn the 

language through playing and interacting with the sounds of words through the three 

levels: 1) Playing with sound 2) Playing with pattern and 3) Playing with meanings. 

Other skills acquired by children through this center are: 1) Communication skills with 

others and making friends, 2) Joining groups and playing with others easily and 

harmoniously, taking into account the feelings of others and caring for them, and 

3) Social sharing skills with others. Also, stories that teach children to control their 

negative feelings (anger, grief, etc.) and help children express their feelings in words are 

used, and the teacher’s role inside the center/corner is highlighted in the document. A 

story library which includes leveled books/stories is situated in each class, and based on 

the classroom observation, teachers can use the stories during the read aloud time and 

allow students to use the stories during the reading sessions . Whenever the students 

finish their task, they are allowed to choose another story to read its pictures. Students 
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helped each other while reading the stories, and this is compatible with what the 

document includes regarding the social skills where students communicated together. In 

one of the classes, a teacher asked a student to be the reader and gave her a chance to 

express what she read from the pictures. However, teachers were not observed in the 

sessions which I attended to read stories which teach the children to control their 

feelings.  

 Another learning center/corner is the lego center where toys and lego were stored 

in a plastic box for students to play with. Based on the document, the outcomes of 

students using the tools in this learning center are: 1) Social growth through cooperation, 

solving problems with others, developing responsibility and  commitment, 2) Emotional 

growth through developing a positive concept about the self, expressing feelings, 

controlling personal inclinations and desires, and learning how to deal with people. 

Moreover, the outcomes on the cognitive development are: Planning, developing 

knowledge about space organization and concepts of height, weight, and construction. 

As for the linguistic development, students would practice using words, how the 

discussion continues, and how to use new meanings of words. Students would have 

Physical growth through mastering some fine motor skills: small hand muscles, 

precision, patience and so on. Finally, students would have creative growth through 

developing skills like divergent thinking and new ideas and creating innovative solutions 

to problems. Based on the observations, when the teachers ask their students to play with 

the blocks, they stress on relating the objective to the play time. For example, they ask 

them to sort the blocks based on the red color which they learned about. Also, the walls 

in each class are divided based on concepts and subjects: 1) Geometrical shapes, 2) 

Numbers, 3) Lines 4) Colors, 5) Alphabets, and 6) High frequency words. Teachers and 
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students revise the concepts in the circle time on daily basis. Students have the chance to 

look at the walls and touch the materials posted on each wall. At times, the teacher asks 

a student to take the lead and go through the concepts along with his/her friends. In 

addition, the teachers have an active corner where there are three white boards hanged 

on the wall and which are used by students who finish early their tasks.  

 Another document, the teachers’ performance follow up document, was 

analyzed. This assessment tool is based on Danielson’s Framework as stated in the 

document. It evaluates the teachers’ performance based on the level of performance. 

Several aspects, under the four sub themes, were traced in data from all instruments 

where the data from the interviews and class observations converge with the data from 

the document analysis. Figure 12 shows an example of how data is triangulated.  
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Figure 12. Data Triangulation Example for Theme 2 
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4.4 Psychosocial Support 

 
4.4.1 Overview  

 
 The AAA always takes into consideration the childhood education and the 

content which is the CB-ECE program for children of ages 3-5 years developed by the 

Ministry of Education and Higher Education (MEHE); AAA integrates activities such as 

those which target the students’ specific needs. Students’ needs in addition to teachers’ 

and parents’ suggestions of certain topics are taken into consideration in the 

development of the psychosocial program. The PSS program is designed specifically to 

target the population AAA is dealing with in specific. With time, the needs might 

change, and the community might change.  The program is based on the IASC 

psychosocial support pyramid model and the Collaborative for Academic, Social, and 

Emotional Learning (CASEL) which is a credible source of social emotional learning 

(SEL). The interventions in psychosocial support in ECE X reach level three of the four 

levels in the IASC psychosocial support pyramid.  

  Most of the training are provided before the start of the program. The teachers 

receive training on the sessions which they have to deliver as part of the PSS program 

and on the embedded topics in the ECE program. Hence, the teacher would sometimes 

reinforce a topic in the form of a little project; the social emotional learning and the PSS 

are not separate as they are embedded in the curriculum. Coaching and monitoring are 

provided if there is a new activity or there is a new need “…lately, they have been 

trained on inclusion, for example, how to be more inclusive, issues of protection…we 

always have to go back to this part of protection; specific on SEL.”. Teachers 
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acknowledge the benefit of training in PSS and integrating these activities in the 

objectives of all lessons. 

Definition of PSS 

 

Figure 13.  Sample of Teachers’ definition of Psychosocial Support 
 
 
4.4.3 Findings on Psychosocial Support 
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Table 20. Psychosocial Support Observed in ECE X Classes 

 

Psychosocial Support Observed / Class* 

 
Safe Environment 

Physical and Emotional Safety 8 

Teacher-Student Relationship 8 

 
 

Inclusive Environment 

Cooperation/Interpersonal 
Relationship

7 

Welcoming Environment 8 

Social Inclusion 8 

 
 

Student Identity 

Values 8 

Aspiration and Vision 5 

As Learners 5 

As Syrians 0 

Motivation Positive Reinforcement 8 

 
Self-Expression 

Through Arts and Music 8 

Through Sports and Drama 3 

* 
 

 
 

 4.4.3.1 Safe Environment. The first sub theme which falls under the theme PSS 

is “Safe Environment”. Based on the data results, what contributes to a safe environment 

in ECE X are physical and emotional safety and the type of relationship between 
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teachers and students “the first level [of intervention] is providing safety and safe 

learning environment…by providing already a safe and nice environment for the 

children and teachers being aware of what it means to be safe.” Children feel safe to 

come to the ECE X center due to the positive environment provided and since there is 

zero tolerance to abuse. Figure 14 presents the number of classes in which a safe 

environment was observed. 

 

Figure 14. Safe Environment Observed /Number of Classes 
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Table 21. Quotations and Notes on Physical and Emotional Safety Provided by 
Teachers 

 
Physical and Emotional Safety   

 Interviewed 
Participants

Quotations Observation 
notes 

Safety Two 
teachers 

“the whole environment…is 
very friendly…the children feel 
happy to come and they feel 
very safe” (PSSm) 
"The children must feel safe 
because some of them don’t 
feel safe at home” (T) 

Through 
integrating 
values, smiling 
at S, praising 
students and 
encouraging 
them to clap 

Trust Six teachers 
and teacher 
assistant 

“Whenever you fulfill your 
promise, they will trust you” 
(T) 

T fulfilled her 
promise to a girl 
in giving her the 
water bottle 

Expressing 
Feelings 
and Needs    

PSS 
manager 
and  
Four 
teachers 

 “kids are learning…how to 
always name those feelings, 
how to express these feelings 
(PSSm) 

“We taught students about 
expressing their feelings” (T) 

T gave time for 
S to express 
themselves 

S expressed that 
he is afraid of 
syringe 

Health and 
Hygiene 

PSS 
manager, 
Eight 
teachers 
and two 
teacher 
assistants 

“because they are refugees, we always start…with 
the issues of health…what food to eat or not 
eat…we teach them things related to hand 
washing” (PSSm)

“we go over it [personal 
hygiene] on daily basis” (T) 

T encouraged 
students to keep 
their 
surrounding 
clean 

 

 Teachers highlighted the importance of gaining the students’ trust, and the most 

prominent technique to gain their trust was through fulfilling their promises. They calm 
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students who used to cry at the beginning by promising them that they will see their 

mom soon and by fulfilling this promise. The PSS program is supporting the children’s 

social and emotional development through teaching them about emotions, and the 

teachers shared how they support their students to learn and express their feelings and 

needs. For example, two teachers shared that they allocate time for students to express 

their feelings and encourage the others to wait and listen. Also, one teacher shared that 

during the circle time, she would go over the feelings with her students, and ensure that 

students feel comfortable in class when they express their feelings. Other techniques that 

students can learn to express their feelings and relax were breathing techniques and 

playing with modeling clay. One student benefited from using a cushion and sitting 

aside when he feels angry and wants to stop participating; the alternatives were to 

express his anger or sadness instead of hitting his colleagues.  

 In addition, many students were able to express their feelings and emotions. For 

example, a student cried and was able to explain the reason to her teacher. Another 

example is, when students feel sick, they tell their teachers. Also, some students used 

modeling clay to create faces to express their happiness while others shared why they 

were sad, and some cried as they wanted to go back home. One student expressed his 

happiness with his drawing; he smiled while raising his drawing and said “Ms. Look” in 

a high tone. The teachers used kind words and soft tone when they addressed the 

students especially when they were sad or worried. They hugged their students when the 

latter approached them to express their admiration. 

 As for the health and hygiene topics, teachers usually start sessions as part of the 

PSS program about topics like personal hygiene and healthy and unhealthy food. The 

main problem that encounters them is the lack of cleanliness where the percentage of 
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students with lice is high, so teachers receive training on giving awareness sessions on 

hygiene and healthy and unhealthy food. Another teacher shared that her students are 

familiar with the importance of cleaning the classroom as it is part of the assessment, 

and because she reminds them to keep their class clean through awareness sessions in 

the English, science and math sessions. Students also learn about ways to take care of 

their personal hygiene, and based on the teachers’ experience in integrating PSS during 

the day, through hands on activities and daily reminders, students became aware of 

keeping their hands and class clean. 

 Moreover, as shown in figure 14, all teachers provided students with a physical 

and emotional safe environment. During the food break, they gave students tissue papers 

to put on the tables and hand wipes to use after finishing eating in addition to checking if 

they washed their hands. Also, they make sure to use safe tools during the activities. 

Most teachers effectively interfered when a bullying act or violence was observed. 

Students feel comfortable expressing their worries to their teacher. For example, in one 

class, during the food break one student stated that it’s not allowed to play music while 

eating because God will burn those who do this; the teacher informed the student that 

God loves them and he won’t burn them.  

 

  Teacher-Student Relationship. Another category which falls under the sub 

theme, safe environment, is “Teacher-Student Relationship”. Teachers described how 

they deal with students who cry especially at the beginning of the year. They explained 

different strategies and highlighted the progress which these students showed when they, 

as teachers, built the trust, cared for them and treated them in a friendly way. Two types 
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of relationship, which are caring relationship and trustworthy and friendly relationship, 

emerged from the data (see Tables 22 and 23).  

Table 22. Quotations and Notes on Teacher-Student Caring Relationship 

 

Caring Relationship  

 Interviewed 
Participants

Quotations Observation Notes 

 PSSm “the way the teacher deals with them, like 
the voice, the way they[teachers] talk to 
them, friendly way and empathic way” 

Showing 
empathy 
when 
students cry 

Four 
 teachers “When I notice 

that a child is sad, 
I ask him about 
the reason for 
crying” (T)

T cared and 
empathized with the S 
who cried; she shows 
care to students who 

look sad/sick 

Responding 
to students’ 
needs and 
wants when 
they cry 

Three 
teachers 
and a 
teacher 
assistant 

“I try to be close 
to them to certain 
limit” (T) 

T responded calmly to 
a S when he asked 
about the food time 

T approached student 
who was sad and asked 

her about the reason 

Teacher like 
a second 
mom 

Two  
teachers  “…Treat them the 

same way she 
treats her kids” (T)

T checked on a 
students’ temperature 

when he shared that he 
feels sick 
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Table 23. Quotations and Notes on Teacher-Student Trustworthy and Friendly 
Relationship 

  

Trustworthy and friendly Relationship  

 Interviewed 
Participants 

Quotations Observations Notes 

Enjoying 
time while 
feeling 
secure 

Four  
teachers and 
a teacher 
assistant 

“she started to 
feel secure in 
class because 
she enjoys her 
time learning 
and playing 

with the toys” 
(T) 

T insisted that S move to 
leave space for others to play 

with them  

Using kind 
words and 
being 
friendly 
with 
students 

Three  
teachers “I tell my 

students that 
am not just 

your teacher, I 
am also like 
your friend” 

T replied kindly “get well 
soon”; she shared her 

positive opinion about S’ 
shirt, shoes which they 
shared that their parents 

bought them 

  

  As 
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Figure 15. Inclusive Environment Observed / Number of Classes 
  

 Cooperation/Interpersonal Relationship. The first category under the sub 

theme, inclusive environment, is “Cooperation/Interpersonal Relationship”. 
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Table 24. Quotations and Notes on Students’ Cooperation and Interpersonal 
Relationship 

 

Cooperation/Interpersonal Relationship

 Interviewed 
Participants 

Quotations Observations Notes 

 
 
 
Group 
Activities and 
distributions 

PSSm “our objective in PSS as a program is kids 
be able to work in group… to learn how to 
work in groups, to share things, to be 
empathic one to another; so through group 
activities, through sharing” 

Five teachers 
“group 
activities 
develop their 
sense of 
cooperation 
and 
collaboration” 
(T)

T integrated S in group 
activity where they had to 

collaborate to paint the 
cherry 

Four teachers 
and teacher 
assistant 

“we change the 
group 
distribution 
…to know 
more about 
other friends” 
(T)

T asked a student to calm 
her friend who was crying 
where the S told her friend 
that they will finish then go 

to the other class then go 
home 

Play 
time/sharing 
resources 

Four teachers  “they play with 
the blocks 
together, 
so…they get 
along each 
other and share 
the blocks” (T)

She asked students to play 
together...share blocks/toys 

with each other 

Based on the class observations presented in figure 15, seven out of eight teachers 

encouraged students to cooperate and help others or the teacher. Group activities 
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occurred during the observed sessions but not in all classes. Teachers asked their 

students to share resources while implementing the individual and group activities, and 

one teacher integrated the idea of cooperation in the story. 

 Welcoming Environment. The second category in inclusive environment is 

“Welcoming Environment”. Teachers would greet their students using a song or certain 

movements or greet them once they come in class and start with the circle time and 

share their thoughts before going through the routines. Table 25 presents commonly 

used ways among teachers to provide a welcoming environment for students at ECE X 

based on the interviews and class observations. 

Table 25. Quotations and Notes on Ways Teachers Provide a Welcoming 
Environment 

 

Welcoming Environment 

 Interviewed 
Participants

Quotations Observations Notes 

Greetings Two  
teachers “There are ways for greeting 

in the morning” (T) 
In the circle time, T 
sings the good 
morning song where 
she greets all S 

Care and 
Attention 

Four  
teachers 

“showing that I care about 
each one… and that everyone 
inside my classroom is 
valued…I give them my 
attention, the attention that 
they need.” (T) 

T smiles and gives 
attention to any 
student who looks 
sick/sad  

Sense of 
Belonging 

Three 
teachers 

“I make them feel home; I 
tell them that they come from 
home to another home” (T)  

T welcomed all S 
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All teachers provided a welcoming environment for students. They all greet students and 

encourage them to sit in a circle on the carpet and sing the “good morning” song while 

others ask them about the “news of the day”. 

 Social Inclusion. The third category under the sub theme, inclusive environment, 

is “Social Inclusion”. The data results show that following a seating plan which aims for 

inclusion, implementing various activities to target different types of learners and 

targeting students with learning difficulties contribute to social inclusion, and increase 

participation. Table 26 shows the ways teachers included their students socially. 

Table 26. Quotations and Notes on How Teachers Socially Include Their Students 

 
Social Inclusion 

 Interviewed 
Participants

Quotations Observations Notes 

 PSSm “there are reports also from teachers, from 
caregivers…the child has been improving, 
especially those who…don’t really participate so 
much, so they would be actively involved in the 
activities or in the class” 

Seating 
plan  

Two  
teachers “I seat them in 

a circle to be 
closer to each 
other” (T) 

T highlighted that it’s a specific 
S’ turn and didn’t allow the 

other S to interrupt; she 
involved a S who was sitting in 

the circle 

Implement
ing various 
activities 

Five  
teachers “The activities 

that we do in 
class are 
multiple and 
they include 
several 
domains” (T)

T involved everyone in the 
activities; she gave materials for 
everyone; during the circle time, 
she asked all students to interact 

with her by repeating the 
numbers, colors, months of the 

year  
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Social Inclusion 

 Interviewed 
Participants

Quotations Observations Notes 

Targeting 
students 
with 
learning 
difficulties 

Three  
teachers “I repeat for 

him [the child] 
the instructions 
which I 
communicated 
them…I do this 
with every 
child to make 
sure that he 
understood the 
instructions” 
(T)

T responded to each S needs 
and she guided the students who 

needed help to reach the 
objectives 

 

 
For example, all students are involved through guiding and asking those who didn’t 

participate to share their thoughts, and through repeating questions and instructions for 

students who struggle academically. Also, students are engaged in the circle time to 

recall as a whole group the numbers, seasons, days of the week and other basic concepts 

which were represented in colorful posters on the walls.  

 As shown in figure 15, all teachers included their students socially using 

different methods, treated their students equally by responding to their students’ physical 

and emotional needs. In all classes, a section is dedicated to post students’ work whether 

it is the outcome of a group or individual activities.  

 4.4.3.3 Student Identity. The third sub theme under psychosocial support is 

“Student Identity”. The results show that teachers promote values, aspirations and vision 

and promote students as independent and critical thinking learners. Figure 16 represents 

the number of classes in which student identity activities were observed. 
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Figure 16. Student Identity Observed / Number of Classes 
  

  Values. Building the students’ personality at a young age is a mission by itself. 

During the early years, children can grasp and learn values.  All teachers shared the 
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Table 27. Quotations and Notes on the Values Which Teachers Promote in Their 
Students 

 
Values 

 Interviewed 
Participants 

Quotations Observations Notes 

Respect Four 
teachers and 
a teacher 
assistant 

“it’s nice to greet others 
in the morning… to show 
respect to others…when 
we say thank you when 
someone gives us 
something” (T) 

T asked students about 
what they should say 

when their friend 
distributes for them 
resources such as 

water bottles or tissue 
papers  

Respons
ibility 

Three 
teachers 

“it’s their [students’] duty 
to clean the classroom to 
keep it clean” (T) 

Through the rules she 
emphasizes the S’ 
responsibility in 

maintaining a learning 
environment 

Self-
confide
nce 

Five  
teachers 

“I promote their self-
confidence” (T) 

T praised students’ 
answer by saying 

“bravo” 

Helping  
Others 

Three 
teachers 

“we even motivate them 
to help each other” (T) 

T encouraged students 
to help others using 

their knowledge about 
the objectives 

Self-
discipli
ne 

PSS  
manager and 
Three 
teachers 

“they would adapt to 
listen to each other so 
there will be some 
discussions between 
them” (PSSm) 
 
“I would read them a 
story about ethics and 
right behavior” (T) 

T highlighted the S’ 
responsibility in 

listening carefully and 
in following the 

rules… she stopped a 
S from interrupting his 
friend when it was her 

turn to answer  

Accepti
ng 
others 

Two teachers 
and a teacher 
assistant 

“we tried to let them draw circles on the paper and 
show them that this child is sad because we 
excluded him.” (TA)
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 Moreover, values are promoted through communication such as asking students 

not to tell on each other and try to let go or help their friend. Self-discipline is also 

promoted through communicating with students the acceptable behavior and using 

videos to show them how to differentiate the right behavior from the wrong one. 

Motivating students can also help in promoting the values such as self-confidence. For 

example, students who refused to try doing anything, were guided and motivated to stop 

saying that they did not know and try doing. Self-worth is also enhanced by praising 

them no matter how simple their action was. To promote the value of respecting the 

other’s space , some activities were done by using hula hoops “to show the children that 

each has a personal space and they stood in them to see how each can maintain his own 

space”. Another shared activity was “using a large paper, and each drew on a specific 

part of the paper and knew that he can’t draw on his friend’s part.” 

 Based on the data results, promoting values builds the students’ personality, 

improves their peer relationships, and helps them acquire the learning objectives. For 

example, when the students learn about the ethics and are engaged to learn the objectives 

and have the will to follow the rules, the learning environment is enhanced. Some 

students come to school beaten and they lack the self-confidence, and thus are always 

afraid, but whenever they feel love and affection from teachers and peers, they would 

develop self-confidence and thus improve in anything. 

 Furthermore, as shown in figure 16, all teachers promoted values such as respect, 

helping others and self-discipline. They encouraged students to thank each other and 

apologize to each other in certain situations. They encouraged them to help each other 

during the activities. Also, through establishing the rules and being consistent in 
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reminding the students of these rules, teachers tried to promote self-discipline. It is 

worth noting that teachers believe that with time, students’ behavior would improve.  

  Aspiration and Vision. The second category under student identity is 

“Aspiration and Vision”. Results show that students usually draw what they want to be 

when they grow up and tell teachers about it. For example, some students want to be 

doctors while others, especially girls, want to be teachers in the future. One wanted to 

become a painter when he grows up after he learned how to draw with teacher’s support. 

Teachers combine the students’ drawings of their aspirations and post them in front of 

them as a reminder so that they get motivated to interact to reach their ambition. 

Table 28. Quotations and Notes on Students’ Vision and Aspirations 

 

Aspiration and Vision 

 Interviewed 
Participants 

Quotations Observation Notes 

Asking 
students what 
they want to be 
in the future 

Seven 
teachers 
and a 
teacher 
assistant

“At the beginning of each year I ask the students 
to draw what they want to be when they grow 
up.” (T) 

Integrating the 
vision and 
aspirations in 
the sessions 

 

Two 
teachers 

“We have a unit 
about the 
professions” (T) 
 

on the wall T posted S’ 
aspirations and how they can 

be superheroes 

When T highlighted the 
importance of the lesson and 
asked students where would 
they use what they learned  

Teacher’s 
vision for 
students 

Three 
teachers 

“I see them as individuals of this society…I 
hope that they progress and reach the dreams” 
(T)
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Aspiration and Vision 

 Interviewed 
Participants 

Quotations Observation Notes 

Didn’t 
introduce the 
vision 

Three 
teachers “This year, I 

didn’t start yet” 
(T)

T didn’t integrate students’ 
vision or aspiration in the 
sessions 

  

Other students talk about their vision and aspirations and open a conversation 

with the teacher about their dreams. Based on the data results, table 28 shows how 

teachers identify the students’ vision and aspirations. Teachers would also like the 

children to have a good personality and achieve their dreams in the long term, while on 

the short term to acquire independently and smoothly all the objectives and apply the 

daily routines. 

  

 Other teachers hope for children to become active individuals and put a goal and 

reach it regardless of what they pass through. Some students don’t know how to dream 

as they are living in difficult conditions, so teachers try to have them think of what they 

want to be when they answer that they want to work in building like their family 

members. 

 Furthermore, as shown in figure 16, teachers integrated the students’ aspirations 

and visions in the sessions and lessons that they were explaining. Only one teacher had 

her students’ vision posted on the wall. She also had a poster of superheroes posted on 
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the wall, and she uses the phrase “busy heroes” to regain the students’ attention who in 

return reply by saying “zap zap”.  

  As Learners. In addition to the values which teachers promote in their students, 

they promote student identity as independent and critical thinking learners which is in 

AAA mission. Students can learn how to create their own opinion through discussions 

and learn how to voice it. Teachers mentioned different ways of supporting and guiding 

students to be independent learners (see Table 29).  

 Based on the results, students have the chance to implement activities 

independently from which teachers can notice who acquired the objectives and who still 

needs support. Teachers, by not giving answers easily, help students depend on 

themselves to reach the answers with the help of the guiding questions. Results show 

that the connection between the lesson objectives and real life helps students acquire the 

objective and connect it to real life independently. Students are shown how they should 

be independent in class such as by being responsible for taking care of their classroom 

and keeping it organized. 

Table 29. Quotations and Notes on Student Identity as Independent Learners 

 

Independent Learners 

 Interviewed 
participants 

Quotations Observation notes 

Independent 
practice 

 “maybe with the time, they will start to create their 
own opinion about things and learn how to voice it” 
(PSSm) 



                                           

102 
 

 

Independent Learners 

 Interviewed 
participants 

Quotations Observation notes 

Three 
teachers 

“they become able to 
answer the 
questions, and they 
can even think about 
the questions and 
answer 
independently.” (T) 

T doesn’t give the answer 
directly instead she guides 

students to reach the answer; 
she gave time for students to 

find their folders by 
themselves and return the 

completed worksheet 

Connection 
between 
objective 
and real life 

Two  
teachers “if they were able to 

connect the objective 
of my lesson and the 
real life, it means 
that I have reached 
my objective…the 
connection…student
s has to make and 
communicate” (T)

T shared with the students 
that they will be able to 
distinguish the red color 
anywhere in class, on the 

streets and be able to identify 
the title of the story 

Communicat
ion about 
being 
independent 

Three 
teachers “I address them by 

asking them to study 
and continue their 
education to be 
independent in your 
life” (T) 

T informed students that they 
will be responsible for their 
books and she explained in 
detail which ones they will 
use and how they will be 

able to get them from their 
own folders all by 

themselves. 

Leading on 
circle time 

Two 
 teachers “Later on, they were 

able to 
independently read 
the calendar, read 
what is posted on the 
walls.” (T)

T asked one S to point at the 
posters on the wall using a 

stick and all students read the 
posters together with T's 

guidance 

  

 As shown in figure 16, teachers help students become independent learners by 

asking guiding questions and giving time for students to do the worksheet individually. 
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They communicated the importance of the lesson and tried to give students a chance to 

share their thoughts about the connection between the lesson and real life. Although few 

students would respond, teachers encouraged students to think about it. Few teachers 

neither communicated the importance of the lesson in real life nor made it an individual 

activity. 

Table 30. Quotations and Notes on Student Identity as Critical Thinking Learners 

 
Critical Thinking Learners 

 Interviewed 
participants 

Quotations Observation notes 

Asking higher 
order thinking 
questions and 
guided 
questions 

Two 
teachers and 
teacher 
assistant 

“To guide them to the 
answers instead of 
giving them directly 
would help him think 
more” (TA) 

T asked a higher order 
thinking question to 

improve the students’ 
critical thinking skills 

Modeling 
problem 
solving 
strategy 

Four 
teachers 

“ I always focus on the 
idea of thinking before 
hitting (T) 
 

T guided a student to 
ask a classmate who 
touched her shoes to 
say that she doesn’t 
want him to do so 

  

Furthermore, teachers promoted students’ identity as critical thinking learners 

using different strategies such as sharing their problem with students and asking them to 

suggest solutions. Some use thinking out loud to help students learn to use their critical 

thinking skills; others ask students to elaborate on their answers as they also elaborate on 

their answers when students ask them. Other techniques which teachers used to promote 

critical thinking learners are presented in table 30. 

 Several teachers used guiding questions and problem-solving strategies to help 

students use their critical thinking skills. For example, during the science session, one 
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teacher presented the problem of drawing a tree but she doesn’t have the green color; she 

asked students what can be done about the problem; then she showed them how she 

thought about the solution which was to remember what her teacher taught her about 

mixing colors. Although few teachers mentioned that their students may suggest 

solutions to a problem, this was not seen in all observed sessions.  

  As Syrians. Celebrations occur for some Lebanese and Syrian cultural events 

which are mostly similar. Some teachers promote in students to be good citizens 

regardless of their identity whether Lebanese or non-Lebanese by informing them that 

they have rights and responsibilities such as respecting others and taking care of the 

place they live in. However, none of the teachers mentioned specifically how they would 

promote the students’ identity as Syrians, and nothing related to the Syrian culture was 

observed in the classes.   

 4.4.3.4 Motivation. This fourth sub theme falls under the theme psychosocial 

support. Teachers used certain words and motivational phrases to encourage students to 

behave well and to increase their self-confidence “the more you motivate him, the more 

his self-confidence increases.”. Some teachers related motivation to building a strong 

personality as they praised them by saying “you are a very good student”, “you 

answered correctly”, and showing them their achievements. A technique which they also 

used and talked about is positive reinforcement (see Figure 17). 
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Figure 17. Motivation Observed / Number of Classes 
  

  Positive Reinforcement. This category falls under the sub theme, motivation. 

Teachers get training in dealing positively with students and positively reinforce the 

child. They praise students’ achievements no matter how simple they are, and students 

develop pride in themselves when teachers publicly praise them. Teachers have common 

strategies to praise students as shown in table 31 such as praising and highlighting a 

student’s correct answer especially when he/she has a weak personality. 

Table 31. Quotations and Notes on Teachers’ Use of Positive Reinforcement 

 
Positive Reinforcement  

 Interviewed 
participants 

Quotations Observation notes 

Praise 
and 
highlight 
students’ 
actions 

PSS manager “within the trainings we focus on them[teachers] 
reacting more in a positive way instead of looking at 
the negative things…reinforce on the positive 
behavior of the child” (PSSm) 

Three 
Teachers 

“I always try to 
praise the 
children” (T) 

T praised the students when they 
answered correctly and followed 

the procedures: “bravo” 
“excellent” 
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 Other teachers mentioned that even when students answer incorrectly, they don’t 

humiliate them; instead, they encourage them to try again. Some used assigning students 

as assistants and highlighting the reason for choosing them as a way of positive 

reinforcement. 

All teachers praised the students by saying words such as “bravo”, “excellent” and “well 

done” when they answered correctly, and used motivating words when describing 

pictures of a children sitting quietly to help students model and follow the rule. 

 

 4.4.3.5 Self-Expression. This fifth sub theme falls under the theme psychosocial 

support. Teachers gave time for students to share their thoughts and express their needs 

and emotions. They supported students to express themselves through arts, music, 

sports, and drama (see Figure 18). 

 

 

Figure 18. Self-Expression Observed / Number of Classes 
 

 Teachers used different materials to integrate recreational activities in their 

sessions. One of the teachers explained that the activities that they implement fall under 

different domains such as the kinesthetic/tactile domain, artistic and social domains. 
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During the independent practice, teachers use at least two to three activities, each one 

targets something different: “let’s say one of them is crafts, the other one maybe sorting 

or music”.  

 All teachers integrated activities which include arts and music in the 

implementation of their lessons, and teachers shared how they do this integration. In one 

session about the red color, students used [red] crepe paper to make an apple; in a 

science lesson about mixing colors, students used a flip-chart and added all the paint 

from the plates and used their fingers to mix colors. Common ways which teachers use 

to help students express themselves are presented in Table 32.  

Table 32. Quotations and Notes on Students’ Self-expression 

 

Self-expression 

 Interviewed 
participants 

Quotations Observation notes 

Through 
Arts and 
Music 

Eight 
teachers “in arts, music I try to 

have students express 
themselves...sometimes 
we draw a story… some 
students expressed what 
they drew” (T) 
 
“The part of the day that 
they like the most is the 
music break” (T) 

During the music 
break, all students 
were dancing and 

smiling 

T told them that they 
are free to draw 

whatever they want 

A student stopped 
tapping angrily on 
the table when the 

teacher informed him 
that he will color  

Through 
Sports and 
Drama 

Four 
Teachers and 
teacher 
assistant 

“I would ask them to do 
sports to gain back their 
attention” (T) 
 
“…act the scenes and be 
engaged” (T) 

During sports break 
where students 

moved and stretched 
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Self-expression 

 Interviewed 
participants 

Quotations Observation notes 

T used puppets to 
narrate the story 

Integrated 
Recreationa
l Activities 
in learning 
 

Eight 
teachers and 
teacher 
assistant 
 

"The recreational activities 
that I have are not just for 
fun, they always highlight 
an objective” (T) 

“I play a song about the 
colors…they also enjoy 
when I show them the 
colors… they were so 
happy” (T) 

T asked students to 
color the apple 
during science 

session 
 

T played music 
related to the lesson; 

she asked S if 
someone knows a 

song about red color 

 
 

 Through Arts and Music. Self-expression, “Through Arts and Music”, help 

students enjoy their time while drawing and dancing "without feeling that it’s always 

work, work, work”. Children like to dance even those who do not, start to imitate those 

who dance when they see their friends’ enthusiasm. Students like the teacher who is fun 

and sings and learn concepts. They are helped distinguish the right from the left hand 

with the help of a song which their teacher played and where they danced along. 

Students play with paint, and they post the work they did on the wall. A student who has 

a case at home used to color with black crayons, so the teacher encouraged her to use the 

other colors, and she improved with time. In music activities, students love to dance as 

teacher plays music for her students. A fun session can be dedicated for educational 



                                           

109 
 

purposes and recreational ones such as a free dance which let out the students’ energy so 

that they can be energetic and achieve the objective in later sessions.  

 Through Sports and Drama. This category falls under the sub theme, self-

expression. Students vent out through the moves they make in sports break and showed 

that they need this even if it was through a jump or moving in a circle. They enjoy and 

get engaged in the session and even ask teachers about this sports break. Some teachers 

try to make activities take the form of a game by exchanging roles with students to teach 

them about the senses. Other teachers integrate drama in their sessions, and students 

have fun and get engaged when they use the puppets and change their tone whereby the 

students think that the puppets are talking to them. 

 Furthermore, as shown in figure 18, teachers integrated arts and music in the 

sessions as well as sports and drama. During circle time, students sing along with the 

teachers some songs about the seasons, days of the week even some have a greeting 

song. Also, during the food break, some teachers play songs which are related to the 

lesson such as seasons where some students would dance along, others would sing while 

waiting for food. Also, there is a music break in which teachers play educational songs 

such as about the colors. In addition, teachers implemented several activities such as 

crafts, drawing, coloring, jumping and games to target tactile/kinesthetic learners. Some 

used hand-made puppets to narrate the story and explain their lessons about sounds and 

letters.   

It should be noted that in the observed sessions there was not an allocated time for 

mindfulness activities or meditation to teach students how to cope with stress. Since the 

psychosocial support program is integrated in the sessions, it depends on the teacher’s 

judgement to do such activities, when she finds that there is a necessity.
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Appendix G). 

 
At the third level of intervention. 
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Several aspects, under the five sub themes, were traced in data from all instruments. For 

example, in the “PSS guideline program”, 10 topics out of 11 could be traced across the 

three instruments. Also, the emotional domain in the assessment form could be traced in 

the three instruments. Other examples are presented in figure 19.  
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Figure 19. Data Triangulation Example for Theme 3 
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4.5 Conclusion 

My findings showed the 

educational challenges which Syrian refugee students in ECE X face; the strategies for 

supporting academically the young Syrian refugee students and different psychosocial 

support strategies and activities. Figu 20 
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Figure 20. Summary of Results 

 



                                           

117 
 

Chapter Five  

Discussion of Findings  

This chapter presents a discussion of my study findings by comparing these with 

findings of the reviewed literature and the theoretical framework. 

5.1 Educational Challenges 

 Syrian refugee students’ socioeconomic background is a challenge that can 

negatively affect their learning. This finding is in line with Adams-Ojugbele and 

Moletsane’s (2019) study which revealed that one of the barriers to young refugee 

students’ optimal development and learning was their family background. Also, 

according to research from the Center for the Developing Child at Harvard University, 

on average, 50% of all children living in poverty start school at a disadvantage and many 

never catch up by age 5 because they lack academic or social readiness to start school 

(Save the Children, n.d.). Another challenge is domestic violence in the houses of 

refugee children which reiterates the findings of Sim et al. (2018) and Tanaka (2013) 

that negative parenting including negative punishments and beating are commonly used 

to discipline the Syrian refugee children in Lebanon and Karen refugees in Thailand. 

Findings also indicate that students with special needs struggle to meet lesson objectives 

and require expert diagnosis, which is aligned with findings of Rodriguez (2019) on 

UNRWA schools in Jordan, on challenges and benefits of inclusive education, that  

showed the inability of students with special educational needs to follow instruction and 

keep up with the pace of their peers leading these students to feel excluded. My study 

findings indicate that challenges exist on the social and emotional levels which are in 
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line with Tanaka’s (2013) findings on the psychosocial development of children 

refugees namely that the difficulty of separating from parents caused sadness or 

emotional bursts in one third of the children. As for security issues, only one participant 

listed this under the challenges that the Syrian refugee students face since their 

attendance to the ECE X, and safety can be affected negatively by certain situations 

which exist in Baalbek and can reach gun violence.  

5.1.1 Challenging Behavior 

  Other challenges at the ECE X level include misconduct, antagonistic behavior, 

and bullying, which are aligned with Alkhawalde’s (2018) findings on challenges that 

teachers and students faced in behavioral problems such as antagonistic behavior, and 

Tanaka’s (2013) finding on the challenging behavior of children roaming around in class 

without permission. My findings on bullying as challenging behavior at the childhood 

education level among Syrian refugees are similar to Helgeland and Lund’s (2017) 

findings that bullying existed in kindergarten as exclusion of certain children during play 

time. Rodriguez (2019) had also found that Palestinian refugee students in Jordanian 

UNRWA schools bullied other refugee students with special needs. Hence, bullying can 

take different forms and occur among different populations, but may similarly cause 

exclusion of the bullied students, and this in return would leave an impact on their daily 

learning experiences in classrooms. 

5.1.2 Student-Teacher Interaction 

 Based on my findings, the students’ inability to answer questions is among the 

educational challenges which fall under the student-teacher interaction. Students 

answered incorrectly or were irresponsive in most of the classes when teachers asked 
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questions especially in the English language classes, and that even when students 

struggled to answer the questions in many classes, the teachers involved all the students, 

and thus increased their participation during the sessions. Adams-Ojugbele and 

Moletsane’s (2019) findings had also shown that kindergarten students were able to 

answer all the questions related to the story narrated by the class teacher and were 

engaged during the story time, but they struggled during the learning activities and this 

was ignored by their teachers. This expresses the challenge students have in participating 

voluntarily during the session, but it highlights the role of teachers in improving the 

students’ participation and interaction in class. This reflects elements of the theory of 

care namely that teachers’ willingness to help students respond to their questions in fact 

reflects their caring attitude towards their students; and that the “caring was complete” 

(Noddings, 1984, 2013).  

5.1.3 Language Difficulty 

 My findings  also indicate that low level of language comprehension and 

difficulty in using the language of instruction are among the prominent educational 

challenges faced by refugee students; and this is similar to findings by Şeker and Sirkeci 

(2015), Shuayb et al. (2015), Naidoo (2008), and Alkhawalde (2018) that refugee 

students struggled in understanding the new teaching languages such as English and 

Turkish which is different from their native language. Another finding showed that 

many Syrian refugee students were not able to do the tasks assigned by teachers when 

they communicated their instructions in English, which is parallel to findings by Adams-

Ojugbele and Moletsane (2019) that the English language is a barrier for kindergarten 

refugee students who struggled to finish the assigned tasks due to difficulty in 
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understanding instructions in the class. Also, according to UNHCR (2016), Arabic 

dialect used in teaching is a challenge which Syrian refugee students faced in Arabic-

speaking countries, and in alignment with this finding, mine showed that Kurdish 

speaking Syrian refugee students struggled in communicating with the teachers in 

Arabic and English classes and in using the language of instruction, mainly the English 

language, to communicate their needs. Naidoo (2008) had also found that refugee 

students faced challenges in learning and using English to socialize with local students. 

However, my study findings show no challenges faced by the Syrian refugee students in 

socializing with local students as there are only refugee students in the ECE X classes.  

5.2 Academic Support 

My study findings show that teachers support their Syrian refugee students academically 

through different practices and strategies based on the students’ needs and challenges 

faced in the ECE X. For example, ECE X teachers differentiate their instruction based 

on their students’ learning styles and use simple language to meet their needs which is in 

line with one of the dimensions of care in education, the pedagogical care, which Schat 

(2018) explored and found that teachers show care when they help their students acquire 

a difficult lesson. 

 

5.2.1 Instructional Practices 

 One of the instructional practices that teachers apply is repetition of instructions, 

explanation, examples, and questions. This strategy may help Syrian refugee students 

meet the objectives of the English language sessions, as per a recent study by Alkateb-

Chami, Roots and Tutunji (2017), who found that teaching English is based on several 
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stages in which the sounds and letters of the English alphabet are taught using games, 

puzzles, repetition, and spelling. Also, based on the findings obtained from a study on 

acquisition of motor and cognitive skills in typically developing children, Magallón et 

al. (2016) found that through repetition, students achieved higher scores in tasks which 

required cognitive and motor skills. My study findings also show that student-centered 

teaching methods were followed by teachers where they differentiate their instruction 

based on the different types of learners they have in class including the kinesthetic 

learners. This finding can be related to Broström’s (2006) exploration of education and 

care where teachers show care by listening to students and exploring how they think and 

learn.  Also, teachers used visual aids, one-to-one meetings with struggling students and 

multiple activities to suit all. This is in line with results obtained by Greaves et al. (2019) 

that teachers used non-authoritarian teaching methods with Syrian refugee students and 

targeted different types of learners. Targeting learners based on their interests, abilities 

and readiness may contribute to an inclusive environment where each student’s potential 

is appreciated, and thus each student would feel a sense of belonging to the classroom. 

Through these practices, caring teachers may not only fulfill the students’ educational 

needs, but also may teach students indirectly the value of helping and respecting others, 

which is in line with Broström’s (2006) explanation of care in education, that the one 

cared for, or the child, develops values during the activities which the caring person or 

teacher, involves him/her in. 

5.2.2 Students’ Engagement 

  My findings also revealed that teachers used several strategies to grab students’ 

attention and implemented engaging learning activities to keep students interested and 

focused during the sessions. Teachers used verbal and non-verbal techniques to grab the 
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students’ attention such as specific statements, sounds, and visual aids. Similarly, 

findings by Greaves et al. (2019) had shown that teachers engaged students and kept 

them focused through auditory and visual-auditory strategies such as “low volume short 

sounds” and raising hand while clicking fingers, which also maintained discipline. In 

addition to the variety of engaging activities which teachers used when differentiating 

their instructions, my results reveal that students get engaged in learning activities which 

incorporate play. Parallel to this finding, Tanaka’s (2013) showed that through free play 

and interactive “participatory activities”, students were able to interact with each other, 

learn letters, numbers and other concepts. Also, according to Greaves et al. (2019), the 

teachers’ approaches supported students to be engaged and become self-motivated to 

learn. Contradictory practices were found by Adams-Ojugbele and Moletsane (2019), 

namely that there was minimal interaction between the teacher and the students in the 

classroom, and the latter were only allowed to answer questions instead of getting 

engaged in dialogue during reading; consequently, success at school would be affected 

by not acquiring the needed academic and social skills. This shows that when young 

Syrian refugee students’ interests are targeted through a variety of engaging activities, 

they become motivated to pay attention to the teachers and thus achieve the objectives 

and gain the basic knowledge and skills to succeed in the subsequent formal education. 

 

5.2.3 Use of Children’s Language 

  My findings show that teachers of the English language used Arabic and English 

interchangeably to deliver their sessions and communicate with the students; whereas  

Adams-Ojugbele and Moletsane (2019) found that students struggled to interact with 

teachers who used only the English language in instruction, so students who did not 
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understand the explanations and instructions became passive learners in class. In 

addition, according to Durgunoğlu (2002) and Madriñan (2014), strengthening the 

students’ first language skills may contribute to the acquisition of a second language 

such as the English language. Also, using Arabic, which is the Syrian refugee children’s 

native language may facilitate their comprehension of the new language. My findings 

showed that Arabic language teachers supported students to learn the Arabic language 

through simplifying the concepts and using simple language with them. Hence, when 

students acquire the objectives in the Arabic sessions and have their skills strengthened, 

this might help them acquire the English concepts more easily.  

 

5.2.4 Classroom Management 

 According to Hamre et al. (2013), achieving the academic objectives can be 

reached when students’ behavior and attention are organized by listing and reinforcing 

clear behavioral expectations and spending less time on controlling behavioral problems. 

Results obtained in my study show that managing the students’ behavior took the form 

of establishing rules and routines and dealing with the students’ behavior, which are in 

line with findings by Rimm-Kaufman et al. (2009) that establishing routines contributed 

to a well-managed classroom for kindergarten rural children with poor family 

backgrounds; and with Tanaka’s (2013) findings that positive discipline manages the 

students’ behavior. Moreover, similar to findings by Greaves et al. (2019) that classroom 

management techniques such as regaining students’ attention with audible/visualized 

techniques helped in regaining order in the class, and were in line with psychosocial 

protection strategies, my findings show that teachers used non-threatening techniques 

such as reflective questions, and demonstration and reinforcement of the right behavior 
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to deal with the students’ misbehavior. Most of the teachers interacted effectively with 

students to shape their behavior especially when students interacted negatively with each 

other. Hence, this may reveal that the teachers’ classroom management techniques are 

not only helping students to achieve the lesson objectives, but are also supporting them 

psychosocially. Findings by Adams-Ojugbele and Moletsane (2019) revealed that 

students did not interact positively with each other due to the absence of teachers’ 

intervention. Therefore, teachers have a crucial role in maintaining a well-managed 

classroom to support students’ positive interactions and to provide them with a 

welcoming learning environment. The teaching experience and the training which the 

teachers in ECE X receive on how to deal positively with the students seem to contribute 

to a well-managed classroom. 

 

5.3 Psychosocial Support 

5.3.1 First Level of Intervention 

 

 The psychosocial support program in the ECE X is provided through socio-

emotional learning and psychosocial support strategies embedded in the ECE program. 

The psychosocial program is offered based on the PSS pyramid (IASC, 2008) and SEL 

(CASEL, 2020), which are  respectively a mental health and psychosocial support 

intervention pyramid, and on a research based approach to learning which aims to build 

students’ social and emotional skills. The first level of intervention based on IASC is 

basic services and security, and my study reveals that AAA provides the Syrian refugee 

students with food, water, and a safe and friendly environment inside the ECE X. 
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Tanaka’s (2013) findings had also shown that integrating positive interaction and 

affection between teachers and students in a child-centered curriculum promoted 

students’ psychosocial development in the nursery schools (Tanaka, 2013).  

 

 5.3.1.1 Safety Environment. My study findings show that students are provided 

with a safe classroom environment where students are able to express their feelings, 

wants and needs, which are in line with the reviewed literature (Churchill, 1996; Due & 

Riggs, 2016; Greaves et al., 2019; Pastoor de Wal, 2015; Winthrop & Kirk, 2008). On 

the other hand, according to Greaves et al. (2019), sharing heritage between the Syrian 

teachers and the Syrian students contributed to building trust among them. This was not 

the case in my study where none of the teachers were Syrian, but they used different 

strategies to build trust relationships with their students such as fulfilling their promises 

to students, using kind words and being friendly with them. Hence, a trustworthy 

relationship between the teachers and the students is necessary to create safe 

environment for the Syrian refugee students. My findings also reveal that when trust is 

established, students would follow the teachers’ instructions, which is based on the 

theory of care that when students trust their teachers, they develop a warm and positive 

attitude towards them, and thus respond to their act of care (Noddings, 2013). Similarly, 

Greaves et al. (2019) found that once students trust the teacher, they comply with the 

instructions in learning. Hamre and Pianta (2005) had also found that positive student-

teacher relationship reduces the risk effect of family problems which young refugee 

students face. Based on my findings, a caring relationship between the Syrian refugee 

students and the teachers contributes to a safe environment which is in line with Due and 

Riggs’ (2016) findings  that refugee and migrant students considered that positive 
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relationships with teachers make them feel safe. Another finding was that implementing 

educational practices based on the student’ identities and experiences contributed to 

creating a caring environment, but in my study teachers did not integrate the Syrian 

identity in their instructional practices but were empathetic and comforting to children 

when they cried.  

 

 5.3.1.2 Inclusive Environment. Findings showed that cooperation, interpersonal 

relationship, welcoming environment and social inclusion contributed in creating an 

inclusive environment for refugee students which are aspects of a child’s wellbeing 

(UNICEF, 2009). These are in line with another dimension, interpersonal care, which 

Schat (2018) explored namely that students need interpersonal care when they struggle 

to belong to the classroom environment and build relationships with their peers. For 

example, teachers had a role in involving all students in the learning activities including 

group work activities and helping them feel welcomed in class. These are also in line 

with Tanaka’s (2013) that teachers’ positive interaction with students would contribute 

to the refugee students’ psychosocial development. In addition, based on INEE (2016), 

an effective SEL program strengthens the relationship among students and builds 

attachment to school through caring, cooperative, engaging, and interactive classrooms 

where students are encouraged to participate. Thus, when students’ social and emotional 

needs are catered for, they can create positive and caring relationships in the school 

(Noddings, 2013), and similar to Schat’s (2018) explanation of relational care, teachers 

care to cater for students’ feelings where these students need to be cared for as persons.   

 5.3.1.3 Student Identity. According to INEE (2016), effective SEL program 

incorporates teaching students SEL skills such as identifying and managing emotions, 
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setting positive goals, and helping students develop values. My findings indicated that 

psychosocial support can also be provided through integrating the values, aspirations, 

vision, and learners’ characteristics in daily interactions to promote student identity. 

Based on Churchill (1996), students’ identity can be constructed and reconstructed based 

on the refugee students’ original culture and the host culture, and this plays a crucial role 

in their integration into schools and societies. Also, when students are involved and are 

actively participating in class, their identity as students is promoted since they can voice 

their opinion and share what they learned. Based on CASEL (2017), self-awareness and 

self-management involve self-confidence and self-discipline respectively which 

according to my study are part of what teachers promote in addition to values such as 

respect, responsibility, and helping and accepting others.  

 My study also revealed that teachers encouraged Syrian refugee students to share 

their aspirations and goals in life. Based on UNRWA (2013), teachers can support 

students psychosocially through building their identity as learners, and my results show 

that teachers promote students to be independent and critical thinking learners but did 

not integrate the students’ identity as Syrians in contrast to the results by Greaves et al. 

(2019). This may be linked to the difference in nationality between the teachers and the 

students where the teachers may not know about the uniqueness of the children’s 

culture, language dialect, cities, and specific traditions. Although the Syrian refugee 

students in ECE X may not have been born in Syria as their age is between 3-5 years, 

their parents would transfer their knowledge about their homeland to them through daily 

interactions and conversations. However, their Syrian identity may not be fully 

promoted in the ECE X except for the traditional celebrations  
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 5.3.1.4 Motivation. Based on UNRWA (2013), motivating students through 

encouragement and praise promotes self-worth and self-esteem in students, both of 

which are considered part of SEL (CASEL, 2020). Teachers show care, particularly the 

relational care, when they fulfill their students’ personal needs (Schat, 2018) such as by 

promoting their self-confidence and sense of pride. Also, based on INEE (2016), through 

motivation and involvement of students, commitment to learning can be promoted. My 

results indicate that teachers used engaging activities, motivated the students through 

positively reinforcing their appropriate behavior and used praise when they achieved the 

objectives, which is similar to Webster-Stratton et al.’s (2008) and Fullerton et al.’s 

(2009), that children’s behavior improved when teachers used specific praise statements. 

Motivating students would increase their self-confidence, and thus keep them active in 

class; they participate more to achieve the objectives.  

 5.3.1.5 Self-Expression. Through arts, music, sports, and drama, teachers in 

ECE X also provide psychosocial support. My study shows that teachers integrated 

recreational activities in the learning activities, and the children enjoyed their time 

drawing, dancing, and jumping. These are in line with findings by Shuayb et al. (2015) 

that NGOs provided psychosocial support through recreational activities and psycho-

social activities, theatre, art and physical education sessions, and those by Greaves et al. 

(2019) that drama, art and physical education are provided in the NGO under study. My 

findings also reveal that teachers are trained to integrate recreational activities and SEL 

in the classroom whereas findings by Pastoor de Wal (2015) showed that psychosocial 

activities and sports are provided to refugee students through partnerships with NGOs 

and not by the academic institution itself. In addition, a study conducted by Millar and 

Warwick (2018) on the impact of music activities on the wellbeing of young Yazidi 
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refugees shows that such practices improved social relations and self-knowledge in 

addition to developing emotional expression. Hence, psychosocial support can be 

provided through recreational activities (UNRWA, 2016) which can be integrated in the 

learning practices in addition to integrating the SEL in daily interactions between the 

teachers and students. This may help Syrian refugee students not only counteract the 

struggles they face due to the living conditions, but also to learn effectively and gain 

skills for the future, and thus be resilient. 

5.3.2 Second level of Intervention 

 Based on the PSS pyramid (IASC, 2008), the second level of intervention is 

community and family support which can be reached through supportive parenting 

programs and formal and non-formal educational activities. My findings showed that 

according to the PSSm and ECEm, the PSS support program in ECE X also targeted the 

community and family where Syrian refugee parents were involved in parent meetings 

and two parental programs. In parallel, according to Save the Children (2017), parenting 

programs and support groups engage parents and caregivers in sessions which provide 

psychosocial support and address issues such as negative punishment. Also, in line with 

my findings, results by Tanaka (2013) show that the nursery schools encourage parents 

to volunteer and get involved in parent-child meetings, and it provides them with 

booklets related to parenting, early child development and child learning activities. 

Parents’ relationship with refugee students has an effect on their learning experience and 

psychosocial development, and thus interventions at this level may play a crucial role in 

supporting the students psychosocially and academically.  

5.3.3 Third level of intervention 
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 Based on the PSS pyramid (IASC, 2008), the third level of intervention is 

focused, non-specialized supports. The AAA staff with background in psychology 

provided, when needed, a one-to-one session with parents or students who manifested 

behavioral problems. However, PSS support does not reach the fourth level of the 

pyramid, Specialized Services (IASC, 2008). Similarly, according to Tanaka (2013), the 

program may leave a positive effect on children with behavioral and emotional problems 

by providing safe and secure environment, but the main aim of the program is not 

related to treating mental health issues. Also, according to Pastoor de Wal (2015), 

although it was effective for refugee students to use school health services and 

communication with the psychiatric nurse, preference to share problems with a 

psychologist differs among refugee students. In addition, according to Shuayb et al. 

(2015) although few NGOs provided students with counsellors, the NGO sector filled 

gaps in psychosocial support both for students and families. Hence, the refugee students 

with severe psychological illness may not get enough support or treatment as the 

psychosocial support program in ECE X does not offer specialized support. This may 

affect the students’ performance and psychosocial development later.  

5.3.4 Effect of the ECE Program 

 The whole program is beneficial for the students and parents which is similar to 

Boit et al.’s (2020) findings that in addition to supporting refugee preschoolers 

academically, the program supports the parents in learning English and enhancing their 

skills which improve the family functioning and indirectly the children’s learning. 

Integrating the PSS support in the education program may be beneficial for the holistic 

wellbeing of Syrian refugee children. Similarly, according to UNRWA (2016), PSS 

activities should be conducted frequently as the psychosocial support is a holistic field 



                                           

131 
 

that should involve other services additional to education. this is in line with my findings 

and those from a synthesis report by Bergin (2017), that IRC targets over 4,300 Syrian 

refugee children in Lebanon, in the Bekaa and Akkar regions, by integrating social-

emotional learning principles and practices into academic instruction. In addition, 

according to Tanaka (2013), child development in the nursery schools was targeted 

holistically through the program that provided physical, cognitive, and psychosocial 

development. Tanaka considers that nursery schools are likely to leave a positive impact 

generally on the young children’s psychosocial development especially in the areas of 

cooperation and self-awareness. Similarly, according to Pastoor de Wal (2015), access to 

quality education enhances the refugee students' physical, mental and emotional health 

and wellbeing. Hence, attending the ECE X may contribute positively to the 

development of Syrian children. Also, a mid-term evaluation showed that AAA young 

refugee graduates outperformed their peers in grade one in Lebanon. In contrast, 

according to Shuayb et al. (2015), refugee students struggle when transitioning from 

non-formal education to formal one. 

5.4 Conclusion  

 In conclusion, this chapter compared the findings of my study to different studies 

conducted in different regions in formal and non-formal education to show the common 

and different educational challenges, strategies to support the refugee students 

educationally and psychosocially.  

The next chapter presents a summary of the results, limitations, implications for practice, 

and recommendations. 
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Chapter Six 

Conclusion 

This chapter presents a summary of the study, limitations, implications for practice, and 

recommendations for further research.  

6.1 Summary of The Study 

 The purpose of my study was to investigate and shed light on the educational 

challenges that Syrian refugee preschool children face, and the academic and 

psychosocial support programs offered to them by “AAA” particularly in the “ECE X” 

center which is located in Baalbek, a rural area in Lebanon. Two research questions 

were addressed to reach this purpose through using three instruments: 1) Class 

observations, 2) Semi-structured interviews with teachers, teacher assistants, 

psychosocial support manager, early childhood education program manager and 

education coach and 3) Document analysis. The findings indicate that Syrian refugee 

students in ECE X face external challenges caused by socioeconomic background, 

problems at home, special needs, socio-emotional challenges, and security situations. At 

the level of ECE X, the educational challenges include challenging behavior, issues in 

student-teacher interaction, and language difficulty. The findings also show that 

academic support is provided in ECE X through instructional practices, students’ 

engagement, use of children’s first language and positive classroom management. As for 



                                           

133 
 

the psychosocial support program, it is provided through integration of the psychosocial 

support strategies based on the IASC PSS pyramid and integration of social-emotional 

learning based on CASEL in the classroom. Creating a safe and an inclusive 

environment, promoting student identity, motivation and self-expression are enhanced 

by the daily interactions between teacher and students and the educational practices 

which teachers use as part of psychosocial support.   

6.2 Limitations 

 One of the limitations in my study is that the findings may not be generalizable 

to every learning center at the kindergarten level in the non-formal education sector due 

to the small size of my sample and the fact that the case study is conducted in one center 

only, the ECE X. However, the validity and reliability increase through triangulation of 

the data (Merriam, 2009). In addition, linking my findings to those in the literature, 

increased the validity of my study (Maxwell, 2013; Yin, 2018). Another limitation may 

be at the level of data collection when class observations occurred in the end of the first 

month of teaching in ECE X. Findings would have been richer if the observations were 

to occur after several months from the beginning of the scholastic year. However, the 

ambiguous and unpredictable situation in Lebanon didn’t permit me to extend or 

postpone the class observations.  

6.3 Implications for Practice 

 Based on my study findings, and the reviewed literature, the educational 

challenges which the refugee students face seems to stem from the challenges they face 

in their environment and due to their family background. However, the strategies and 
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techniques which my study findings showed can help in overcoming such challenges 

with consistency and time. Teachers who deal with the Syrian refugees can apply many 

of the strategies to support the students academically. For example, guiding the students 

and involving them through student-centered activities to reach the objectives and thus 

their maximum potential need both the teacher’s effort and the students to be interested 

in the subject matter. However, it should be noted that since students won’t learn 

effectively unless they are feeling safe and secure, teachers should create a caring 

relationship with their students. Based on the theory of care, the teachers should 

willingly show care so that the student can respond to this act, and since the refugee 

students suffer from several psychosocial problems, they need to feel that they are cared 

for so that they trust the teacher and respond to his/her teaching and learning strategies. 

Therefore, teachers can use the strategies which my findings revealed in order to build a 

caring and trustworthy relationship.  

Since the psychosocial support program content and strategies can differ among NGOs, 

teachers may not be able to fully use the activities or strategies that are presented in the 

findings. However, it is worth noting that integrating the psychosocial support program 

in the daily sessions whenever the teacher notices that she can adjust her session and 

give awareness session on a certain psychosocial support topic, is an important way to 

deal with daily issues/ interactions among refugee students. However, more mindfulness 

activities and anxiety relief activities should be integrated especially at the beginning of 

the academic year/cycle to target the Syrian refugee students’ psychological issues that 

are not severe. Those would need more specialized intervention.  

6.4 Recommendations for Future Research 
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 For future research, it’s recommended to conduct a similar study in different 

learning centers which provide non-formal education, in different regions, and to 

different population(s) such as Palestinian refugees, in order to check the transferability 

of the findings. It would be interesting to compare the educational challenges, academic 

support and psychosocial support offered to different refugee students at different 

educational levels in order to explore the different strategies applied to provide the 

necessary support. Targeting older students as additional key participants, through 

conducting interviews or filling a survey, would give a more comprehensive and holistic 

view on the educational challenges, academic support and the kind of psychosocial 

program offered to support the refugee students.  

 Moreover, a longitudinal case study on students’ performance after transitioning 

to formal education would give an insight on the effectiveness of the non-formal 

education programs in the long term. As for the psychosocial support program, since 

reaching the fourth level of the PSS pyramid differs among NGOs, as the literature 

states, a comparative study would give a clearer view on the effect of reaching the fourth 

level on students’ academic achievement and mental health. This necessitates a 

specialized intervention. 

 

 

 

 



                                           

136 
 

References 

Adams-Ojugbele, R. O., & Moletsane, R. (2019). Towards quality early childhood 
development for refugee children: An exploratory study of a Grade R class in a 
Durban child care centre. South African Journal of Childhood Education, 9(1). 
https://doi.org/10.4102/sajce.v9i1.616 

 

 

Akar, B. (2015). Innovative approaches and tools in holistic education for refugees: 
Exploring eight educational programs for Syrian refugees in Lebanon. Research 
commissioned by Caritas Austria for implementation of the Regional Holistic 
Education Programme in Jordan and Lebanon. 
http://search.shamaa.org/PDF/Reports/Le/NDU/le_ndu_2015_251591_akarb_en
g_authsub.pdf 

 

Alkateb-Chami, M.,Roots, F., Tutunji, S. (2017). Establishing remedial education 

programs for refugee children: A practical guide based on Jusoor’s primary 

education program for Syrian refugees in Lebanon. 
https://jusoorsyria.com/wp/wp-content/uploads/2017/06/Jusoors-Model-
English.pdf 

 

Alkhawaldeh, A. (2018). Syrian refugees’ children instructional challenges and solutions 
in Jordan: Teachers’ and parents’ perspectives. Border Crossing 8(2), 311 – 331. 
https://doi.org/10.33182/bc.v8i2.448 

 

Aydin, H., & Kaya, Y. (2019). Education for Syrian Refugees: The New Global Issue 
Facing Teachers and Principals in Turkey. Educational Studies,55(1), 46-71. 
https://doi.org/10.1080/00131946.2018.1561454  

 

Bang, H., & Collet, B. A. (2018). Educational gaps and their impact on Iraqi refugee 
students’ secondary schooling in the Greater Detroit, Michigan Area. Research 
in Comparative and International Education,13(2), 299-318. 
https://doi.org/10.1177%2F1745499918779258 



                                           

137 
 

 

Bates L., Baird D., Johnson D.J., Lee R.E., Luster T., Rehagen C. (2005). Sudanese 
refugee youth in foster care: The “lost boys” in America. Child Welfare, 84(5), 
631–648. https://doi.org/10.1007/978-1-4614-6780-9_12 

 

 

Bergin, C. (2017). Promising practices in refugee education. Save the Children 
International, UNHCR, United Nations High Commissioner for Refugees, 
Pearson. 
https://resourcecentre.savethechildren.net/node/12378/pdf/promising_practices_i
n_refugee_education_synthesis_report_final_web.pdf 

 

Boit, R., Conlin, D., Barnes, A. C., & Hestenes, L. (2020). Supporting refugee 
preschooler’s early learning: Combined capitals and strengths of refugee 
families, an agency, and a community preschool program. Journal of Immigrant 
& Refugee Studies, 1–14. https://doi.org/10.1080/15562948.2020.1795775 

 
 
Bowlby, J. (1998). Attachment and loss (2nd ed.). London: Pilico.  

Broström, S. (2006). Care and education: Towards a new paradigm in early childhood 
education. Child and Youth Care Forum, 35(5-6), 391-409. 
https://doi.org/10.1007/s10566-006-9024-9 

 

Burde, D., Kapit, A., Wahl, R. L., Guven, O., & Skarpeteig, M. I. (2016). Education in 
emergencies: A review of theory and research. Review of Educational Research, 
87(3), 619-658. https://doi.org/10.3102/0034654316671594 

 

CASEL (2017). Social and emotional learning (SEL) competencies.https://casel.org/wp-
content/uploads/2019/12/CASEL-Competencies.pdf 

 

CASEL. (2020).SEL framework. https://casel.org/sel-framework/ 

 



                                           

138 
 

Çeri, V., &Nasiroğlu, S. (2018). The number of war-related traumatic events is 
associated with increased behavioural but not emotional problems among Syrian 
refugee children years after resettlement. Archives of Clinical Psychiatry (São 
Paulo),45(4), 100-105. https://doi.org/10.1590/0101-60830000000167 

 

Churchill,K.I. (1996). Refugees and education in Canadian school. Review of Education, 
42(4), 349-365. https://doi.org/10.1007/bf00601096 

 

Creswell, J.W, (2014). Research design: Qualitative, quantitative, and mixed methods 
approaches (4th ed.). Los Angeles: SAGE Publications.  

 

Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry & research design: Choosing 
among five approaches (4th ed.). Los Angeles, CA: SAGE Publication. 

 

Denzin, N. K., & Lincoln, Y. S. (2011).The Sage handbook of qualitative research (4th 
ed.). Thousand Oaks California: SAGE. 

 

Due, C., & Riggs, D. W. (2016). Care for children with migrant or refugee backgrounds 
in the school context. Children Australia, 41(3), 190–200. 
https://doi.org/10.1017/cha.2016.24 

 

Durgunoğlu, A. Y. (2002). Cross-linguistic transfer in literacy development and 
implications for language learners. Annals of Dyslexia, 52(1), 189-204. 
https://doi.org/10.1007/s11881-002-0012-y 

 

El-Ghali, H., Ghalayini, N., & Ismail, G. (2016). Responding to Crisis: Syrian Refugee 
Education in Lebanon. [Policy Brief]. https://doi.org/10.13140/rg.2.1.4734.9361 

 

Eruyar S, Maltby J, & Vostanis, P. (2018). Mental health problems of Syrian refugee 
children: The role of parental factors. European Child & Adolescent Psychiatry 
27, 401–409. https://doi.org/10.1007/s00787-017-1101-0 



                                           

139 
 

Fraenkel J. R., Wallen, N. E., & Hyun, H. (2012). How to design and evaluate research 
in education (8th ed.). Boston, MA: McGraw Hill International Edition. 

 

Fullerton, E. K., Conroy, M. A., & Correa, V. I. (2009). Early childhood teachers use of 
specific praise statements with young children at risk for behavioral disorders. 
Behavioral Disorders, 34(3), 118–135. 
https://doi.org/10.1177/019874290903400302 

 

 

Gormez, V., Kılıç, H. N., Orengul, A. C., Demir, M. N., Mert, E. B., Makhlouta, B., 
Kınık,K., Semerci, B. (2017). Evaluation of a school-based, teacher-delivered 
psychological intervention group program for trauma-affected Syrian refugee 
children in Istanbul, Turkey. Psychiatry and Clinical 
Psychopharmacology,27(2), 125-131. 
https://doi.org/10.1080/24750573.2017.1304748 

 

Greaves, M., Nabhani, M., &Bahous, R. (2019). Shelter in a storm: A case study 
exploring the use of psycho-social protection strategies in non-formal refugee 
education in Lebanon. International Journal of Educational Development, 66, 
70–77. https://doi.org/10.1016/j.ijedudev.2019.02.005  

 

Hamre, B., & Pianta, R. (2005). Can instructional and emotional support in the first-
grade classroom make a difference for children at risk of school failure? Child 
Development, 76(5), 949–967. https://doi.org/10.1111/j.1467-8624.2005.00889.x 

 

 

Hamre, B. K., Pianta, R. C., Downer, J. T., Decoster, J., Mashburn, A. J., Jones, S. M., . 
. . Hamagami, A. (2013). Teaching through Interactions. The Elementary School 
Journal, 113(4), 461-487. https://doi.org/10.1086/669616 

 

Helgeland, A., & Lund, I. (2016). Children’s voices on bullying in kindergarten. Early 
Childhood Education Journal,45(1), 133-141. https://doi.org/10.1007/s10643-
016-0784-z 

 



                                           

140 
 

Heltne, U. M., Dybdahl, R., Elkhalifa, S., & Breidlid, A. (2020). Psychosocial support 
and emergency education: An explorative study of perceptions among adult 
stakeholders in Sudan and South Sudan. Sustainability, 12(4), 1410. 
https://doi.org/10.3390/su12041410 

 

Inter-Agency Standing Committee Task Force on Mental Health and Psychosocial 
Support in Emergency Settings, Van Ommeren, M., &Wessells, M. (2007). Inter-
agency agreement on mental health and psychosocial support in emergency 
settings. Bulletin of the World Health Organization, 85(11), 822. 
https://doi.org/10.2471/blt.07.047894 

 

Inter-Agency Standing Committee (IASC) (2008). Mental Health and Psychosocial 
Support: Checklist for Field Use. Geneva: IASC. 
https://www.who.int/mental_health/emergencies/IASC_guidelines_%20checklist
_%20%20for_%20field_use.pdf 

 

INEE (2016). Psychosocial support and social and emotional learning for children and 
youth in emergency settings. https://inee.org/system/files/resources/INEE_PSS-
SEL_Background_Paper_ENG_v5.3.pdf 

 

INEE Guidance Note on Psychosocial Support (2018). New York. INEE. 
https://inee.org/resources/inee-guidance-note-psychosocial-support 

 

Hansen, P. (2009). Psychosocial Interventions A Handbook. Denmark: International 
Federation Reference Centre for Psychosocial Support. 
https://inee.org/system/files/resources/IFRC_RCS_-
_Psychosocial_Interventions_A_Handbook.pdf 

 

Kagawa, F. (2005). Emergency education: A critical review of the field. Comparative 
Education,41(4), 487-503. https://doi.org/10.1080/03050060500317620 

Khamis, V. (2019). Impact of pre-trauma, trauma-specific, and post-trauma variables on 
psychosocial adjustment of Syrian refugee school-age children. Journal of 
Health Psychology. https://doi.org/10.1177/1359105319886651 

 



                                           

141 
 

Mayer, R. (2015). The imperative of improving Syrian refugee children’s access to 
education in Lebanon. https://www.alnap.org/help-library/research-and-analysis-
paper-education-for-syrian-children-the-imperative-of-improving 

 

Madriñan .S.M. (2014). The use of first language in the second-language classroom: A 

support for second language acquisition. GIST Education and Learning Research 

Journal, 50-66. https://eric.ed.gov/?id=EJ1062663 
 

Magallón, S., Narbona, J., & Crespo-Eguílaz, N. (2016). Acquisition of motor and 
cognitive skills through repetition in typically developing children. Plos One, 
11(7). https://doi.org/10.1371/journal.pone.0158684 

 

Merriam, S. B. (2009).Qualitative research: A guide to design and implementation. 
Jossey-Bass.  

 

Merriam, S. B., & Tisdell, E. J. (2016). Qualitative research: A guide to design and 
implementation (4th ed.). Jossey-Bass. 

 

Millar, O., & Warwick, I. (2018). Music and refugees’ wellbeing in contexts of 
protracted displacement. Health Education Journal, 78(1), 67–80. 
https://doi.org/10.1177/0017896918785991 

 

Naidoo, L. (2008). Supporting African refugees in Greater Western Sydney: a critical 
ethnography of after-school homework tutoring centres. Educational Research 
for Policy and Practice,7(3), 139–150. https://doi.org/10.1007/s10671-008-9046-
1 

Nasıroğlu, S., &Çeri, V. (2016). Posttraumatic stress and depression in Yazidi refugees. 
Neuropsychiatric Disease and Treatment,12, 2941-2948. 
https://doi.org/10.2147/ndt.s119506  

 

Noddings, N. (1984). Caring. A feminine approach to ethics and moral education. 
Berkeley: University of California Press. 



                                           

142 
 

 

Noddings, N. (2013). Caring a relational approach to ethics & moral education. 
Berkeley: University of California Press. 

 

Pastoor de Wal, L. (2015). The mediational role of schools in supporting psychosocial 
transitions among unaccompanied young refugees upon resettlement in Norway. 
International Journal of Educational Development, 41,245-254. 
https://doi.org/10.1016/j.ijedudev.2014.10.009 

 

Richter, L. M., Lye, S. J., & Proulx, K. (2018). Nurturing care for young children under 
conditions of fragility and conflict. New Directions for Child and Adolescent 
Development, 2018(159), 13-26. https://doi.org/10.1002/cad.20232 

 

Rimm-Kaufman, S. E., Curby, T. W., Grimm, K. J., Nathanson, L., & Brock, L. L. 
(2009). The contribution of children’s self-regulation and classroom quality to 
children’s adaptive behaviors in the kindergarten classroom. Developmental 
Psychology, 45(4), 958–972. https://doi.org/10.1037/a0015861 

 

Rodriguez, J. (2019). Moving towards Inclusive Education for All: Examining 
Stakeholder Perceptions of Educating Students with Special Needs in Schools 
Operated by the Jordan Field of the UNRWA. International Journal of 
Disability, Development and Education,1-19. 
https://doi.org/10.1080/1034912x.2019.1671580 

Save the Children (n.d.). Early childhood education. 
https://www.savethechildren.org/us/what-we-do/global-
programs/education/early-childhood-development 

 

Save the Children (2017). Their words, our actions. 
https://lebanon.savethechildren.net/sites/lebanon.savethechildren.net/files/library
/STC_Annual%20Report%202017_English_2.pdf 

 



                                           

143 
 

 

Schat, S. (2018). Exploring Care in Education. International Christian Community of 
Teacher Educators Journal, 13(2). 
https://digitalcommons.georgefox.edu/icctej/vol13/iss2/2 

 

Şeker, B. D., &Sirkeci, I. (2015). Challenges for refugee children at school in eastern 
Turkey. Economics & Sociology,8(4), 122-133. https://doi.org/10.14254/2071-
789x.2015/8-4/9  

 

Shuayb,M., Makkouk,N., &Tuttunji,S.(2015). Widening access to quality education for 
Syrian refugees: The role of private and NGO sectors in 
Lebanon.https://lebanesestudies.com/papers/widening-access-to-quality-
education-for-syrian-refugees-the-role-of-private-and-ngo-sectors-in-lebanon/ 

 

 Sim, A., Bowes, L., & Gardner, F. (2018). Modeling the effects of war exposure and 
daily stressors on maternal mental health, parenting, and child psychosocial 
adjustment: A cross-sectional study with Syrian refugees in Lebanon. Global 
Mental Health,5. https://doi.org/10.1017/gmh.2018.33 

 

Tanaka, A. (2013). Assessment of the psychosocial development of children attending 
nursery schools in Karen refugee camps in Thailand. International Journal of 
Early Childhood, 45(3), 279–305. https://doi.org/10.1007/s13158-012-0077-7 

 

 

Taskin,P., Erdemli,O.(2018). Education for Syrian refugees: Problems faced by teachers 
in Turkey. Eurasian Journal of Educational Research 75,155-178. 
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.14689%
2Fejer.2018.75.9 

 

The Government of Lebanon & United Nations (2018). Lebanon crisis response plan 
2017 - 2020. 
https://reliefweb.int/sites/reliefweb.int/files/resources/LCRP2018_EN_Full_1801
22.pdf 



                                           

144 
 

 

Their World (2015). The integration of a psychosocial support program into the 
Lebanese public sector: A means to reduce tension in an overburdened 
educational system. https://www.worldlearning.org/country/lb/page/2/ 

 

 

Tolfree, D. (1996). Restoring playfulness: different approaches to assisting children who 
are psychologically affected by war or displacement. Swedish Save the Children, 
Stockholm. 

 

UNESCO. (2011). The hidden crisis: Armed conflict and education. No lost generation: 
Protecting the future of children affected by the crises in Syria. 

 

UNESCO-UIS. (2012). International Standard Classification of Education ISCED 2011: 
Montreal (2012). Retrieved from 
http://uis.unesco.org/sites/default/files/documents/international-standard-
classification-of-education-isced-2011-en.pdf 

 

UNHCR. (1951). The 1951 convention. 
https://emergency.unhcr.org/entry/114761/refugee-definition 

 

UNHCR (2016). 5 challenges to accessing education for Syrian refugee children. 
https://www.unhcr.org/innovation/5-challenges-to-accessing-education-for-
syrian-refugee-children/ 

 

 UNHCR. (2018). Trends at a glance. https://www.unhcr.org/globaltrends2018/ 

 



                                           

145 
 

UNICEF (2009). Working with refugees in emergency situations. 
http://www.unicefinemergencies.com/downloads/eresource/docs/MHPSS/Psycho
social%20support%20of%20children%20in%20emergencies.pdf 

 

UNICEF. (2011). Psychosocial support and well-being. 
https://www.unicef.org/protection/mental-health-psychosocial-support-in-
emergencies 

 

UNRWA. (2013). Psychosocial support for education in emergencies-training and 
resource package for teachers and counsellors. 
https://www.unrwa.org/sites/default/files/3.2_unrwa_pss_for_education_in_emer
gencies_training_packagefinaljune.pdf 

 

UNRWA. (2016). Psychosocial support recreational activities resource guide. 
https://www.unrwa.org/sites/default/files/content/resources/recreational_activitie
s_resource_guide.pdf 

 

War Child Holland (2013). Psychosocial support in emergencies: Critical for Syrian 
children. https://reliefweb.int/sites/reliefweb.int/files/resources/psychosocial-
support-in-emergencies-critical-for-syrian-children-war-child-holland-2013.pdf 

 

Webster-Stratton, C., Reid, M. J., & Stoolmiller, M. (2008). Preventing conduct 
problems and improving school readiness: evaluation of the Incredible Years 
Teacher and Child Training Programs in high-risk schools. Journal of Child 
Psychology and Psychiatry, 49(5), 471–488. https://doi.org/10.1111/j.1469-
7610.2007.01861.x 

 

 

Winthrop, R., & Kirk, J. (2008). Learning for a bright future: Schooling, armed conflict, 
and children's well being. Comparative Education Review,52(4). 
https://doi.org/10.1086/591301 

 

 



                                           

146 
 

Wolff, P. H., & Fesseha, G. (1998). The orphans of Eritrea: Are orphanages part of the 
problem or part of the solution? American Journal of Psychiatry, 155(10), 1319-
1324. https://doi.org/10.1176/ajp.155.10.1319 

 

World learning (2016). https://www.worldlearning.org/country/lb/page/2/ 

 

Yin, R. K. (2003). Case study research: Design and methods (3rd ed.). Thousand Oaks, 
CA: Sage publications 

 

 

Yin, R. K. (2018). Case study research and applications: Design and methods (6th ed.). 
Los Angeles, CA: SAGE. 

 

 

 



 

147 
 

APPENDICES 
 

Appendix A: Human Research Subject Protection 
Approval Form 

 

  



 

148 
 

  



 

149 
 

Appendix B: Consent Form 

 



 

150 
 



 

151 
 

Appendix C: Approved Interview Questions 

 



 

152 
 

  
  



 

153 
 

 



 

154 
 



 

155 
 

Appendix D: Approved Observation Checklists 
 

  



 

156 
 

  



 

157 
 

  



 

158 
 

  



 

159 
 

  



 

160 
 

  



 

161 
 

  



 

162 
 

  



 

163 
 

  



 

164 
 

  
 
 



 

165 
 

Appendix E: Additional Data Related to Theme 1 
 

 
According to the education coach (EC), students might face challenges when teachers 

are not prepared well to deliver their lesson plan and, in the bus, with the teacher 

assistant if she’s not qualified. The EC added that AAA works on improving the 

performance of teachers and teacher assistants when needed through coaching and 

mentoring. 

 
Table E1. Additional Quotations and Notes on Educational Challenges 
 

Challenges based on Interviews 

Students’ 
Socioeconomic 
Background  

“students’ background; their home, which distracts them.” (T) 

 
 
Problems at home 

“…the child who is beaten at home and hurt will definitely come to 
class and vent out through dealing [negatively] with his friends” (T) 

“it’s a kind of maybe, living; how they live; they come and imitate 
everything they do at home in school.” (T) 

Students with 
special needs 

“I need more time to identify exactly what his difficulties are. He 
needs someone who is more experienced than me to identify what’s 
wrong” (T) 

 Challenging Behavior: Misconduct 

Forgetting Class 
Rules 

“You need to remind them every half an hour to follow the 
rules.” (T) 

Adapting to 
Classroom 
Environment 

“they are not used to sit on chairs” (T) 

 Challenging Behavior: Antagonistic Behavior 

 Quotations Observation 
Notes 

  “they would mess with other’s drawing” 
(T) 

Two students 
messed up each
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Non-verbal 
Agression 

"pulling hair especially the girls” (T) others’ 
worksheets; one 
pulled a friend’s 
hair; one S hit 
his friends 

“they would beat that student thinking that 
this is the way to tell him to move” (T) 

“ the student was very aggressive; he used 
to hit a lot” (TA) 

Challenging Behavior: Bullying  

Verbal Bullying “ Ms. look, he…look at his hair; I see this a lot” (T) 

Student-Teacher Interaction: Inability to Answer Questions 

 Quotations Observation 
Notes 

Incorrect Answers  Some Students 
showed their left 
hand when T 
asked about the 
right hand  

No Response “I asked a question, and only one student 
answered” (T) 

T directly 
translated to 
Arabic when no 
answer was 
heard. 

Students 
couldn’t answer 
“calendar” when 
T asked “what is 
this?, what do 
we call this?” 
Until she guided 
them in Arabic 

Articulation 
Problems 

“I have a girl who has a problem in her tongue; I asked her “ 
What is your name?” She answered “ B****a [her name is 
B***a]; two wouldn’t know the answer. These are the children 
who have difficulties.” (T)  

Student-Teacher Interaction: Students’ Involvement  

 
 

Quotations Observation 
notes 
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Responding to 
students’ needs 

“I used to always sit with him to improve his pronunciation. He 
improved a bit, but at least you can understand the meaning of the 
words more clearly.” (T) 

“they tend to refuse to cooperate with me…so by encouraging 
everything they do and by giving them tasks like distributing things 
they would…cooperate” (T) 

Responding to low 
number of 
participation 

“sometimes they cry and refuse to 
participate…so I make sure to tell the child 
that he is part of this class and that we are 
learning new things” (T) 

T asked every 
student about 
the left/right 
hand 

Reasons Behind English Language Difficulty 

Parents’ 
Background 

“it’s difficult to teach them the language” (T) 

Language Difficulty: Low Language Comprehension 

 Quotations Observation 
Notes 

 
 
 
Difficulty to 
understand the 
English language 

“Arabic language is not challenging as 

teaching them English” (T) 

T repeated her 
questions in 
Arabic 
throughout the 
session; when 
she asked in 
English, she 
directly 
translated into 
Arabic when no 
answer was 
heard.  

“you need to simplify things for students in 
order for them to understand the lesson” 
(TA)  

 “I have a Kurdish girl, and her background is different than the 
background of a Syrian student. It’s not only about the 
environment, but also it’s about the Kurdish language. When I 
want to communicate with her, she doesn’t understand my 
Arabic. I noticed that they have challenges in the Arabic 
session even in Math….some don’t understand the Arabic 
language no matter what you say. they look at me with empty 
eyes showing that they didn’t understand.” (T) 
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Challenging 
Concepts taught in 
English 

“I would struggle with the letters…to understand the concept 
of the sound…it takes more than one year” (T) 

“writing which is hard for them; the letters ..they take time to 
distinguish them” (T) 

Language Difficulty: Using the Language of Instruction 

 Quotations Observation 
Notes 

Language used by 
teachers 

“I narrate it in English then translate it to Arabic 
then back to English.” (T)  
“I repeat in English then several times in Arabic 
then again in English until I feel that they 
understood” (T) 

T translated 
many of her 

questions to help 
students answer 

correctly. 

Language used by 
students  

“Last year…even if they answered me in Arabic, not all of the time I 
would correct them” (T) 

 
 

Misconduct 

Another teacher connected the difficulty of abiding by the rules to the new environment. 

 
Antagonistic Behavior  
 
One of the teachers gave example of a specific incident which occurred in a previous 

year when a student bit his friend’s cheek as a form of play and his friend replied that it 

was fine by him. Another teacher stated that psychological problems is the reason 

behind a student’s aggressiveness and she explained that since his father death, he felt 

scared, and whenever he arrives to class and someone approaches him, he would hit him. 

In one class, a teacher tried to communicate how sad she was because of certain 

students’ behavior, so she asked them “Do you want to make me sad?”, and one student 

said yes while smiling. 
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Moreover, there were few cases which showed resistance and antagonistic actions 

during the whole sessions. For example, the same student was observed kicking the chair 

during the explanation, refusing to take part in the activities and expressing his refusal 

using his body language, bothering his friends by taking their papers away, messing up 

with his own worksheet, making sounds at different times during the session, playing 

with the paint, and tearing wipes even when his teacher asked him to stop.   

Inability to Answer Questions 

Students answered few questions in English about the story such as “is she a girl or a 

boy?”, but they couldn’t answer “what do you see in this picture?” until the teacher 

pointed at the characters.  tried to challenge them to know the name of the girl “What is 

the name of the girl?” When no one answered, she asked them a closed question “ it 

Caren or cat?”, and some students answered cat while few answered “Caren” then she 

explained the answer. However, students were able to answer the teacher’s questions 

when she showed them pictures of words that start with sound /k/, and others were able 

to point at sound /k/ with the teacher guidance. The teacher repeated her question both in 

Arabic and English more than once.  

When the teacher asked about the sound (/k/) which they heard the most after she 

finished reading the story, they didn’t answer, even when she translated her question into 

Arabic, only one student was able to say /k/.  

 

Low Students’ Involvement 
 

One of the teachers stated that she would target the students who don’t voluntarily 

answer her question(s), by implementing different activities for the same objective to 
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target all students. A teacher shared how curiosity helps in involving all students in the 

class especially during story time, and she mentioned that when she narrated a story and 

asked who wanted to tell the story, one child volunteered to narrate. However, the 

students were so enthusiastic to know what will happen in the story and they were 

engaged because they know that she will ask them about it.  

Low Language Comprehension 

Another Arabic teacher mentioned that acquiring the objective at the beginning is a 

challenge but also with repetition every lesson become easy for students to grasp. For 

example, the right hand lesson, which is the hardest lesson in her opinion, is very hard 

for a child in the ECE level so she doesn’t allocate much time teaching it because with 

practice the students will acquire it.  
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Appendix F: Additional Data Related Theme 2 

 
The EC mentioned specific strategies that teachers are trained on using to target the 

literacy challenges faced by students: 
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Table F1. Additional Quotations and Notes on Academic Support 

Instructional Practices: Repetition 

Through circle 
Time 

"I would always repeat…I would ask them in the morning 
to come to remind …the letters, what are the sounds of 
these letters” (T) 

“we do an activity through the circle time… most of the 
time it’s connected to the revision of previously acquired 
objectives” (T) 

 
Quotations Observation Notes 

Through 
guiding 
questions 

“I ask him [the child] using 
choices: what can you find on 
your right? The door or the 
window?” (T) 

When few S didn’t answer 
T, she repeated the 
question while looking at 
the specific S who was able 
to answer afterwords 

Repeating 
Instructions and 
procedures 

“I repeat for him the 
instructions” (T) 

 T communicated and 
explained the instructions 
before each activity and 
during the activities when 
few students didn’t follow 
them correctly.  

 

T explained several times 
what students have to color 
and which hand to paste 

T repeated the instructions 
with every student’s turn  

“I used to model the 
instructions and procedures 
then sit beside them at the 
table and repeat using the 
materials” (T) 
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Through 
examples  and 
using a variety 
of objects 

“Using different materials …I 
used to show them more 
cards, videos, play a game and 
read them a story about farm 
animals” (T) 

T repeated the examples 
using sticks (as puppets) 
and modeling the 
pronunciation. 

 

T gave analogies and used 
many objects to help 
students answer her 
questions  

 

T used many red objects as 
examples to help students 
identify the red color 

Instructional Practices: Differentiated Instructions 

Using Visual 
Aids 

“I make sure I have visual aids for everything…students 
really love the videos, they engage with them more” (T) 

"Pictures, music, flashcards, songs, and moves facilitate the 
lesson” (T) 

Targeting 
Students’ 
Interests 

“another student might not like to use a pencil or draw, he 
likes to learn through a game” (T) 

“he would prefer to visualize rather than hear” (TA) 

 

 

 

 

 

Targeting 
students’ 
abilities 

Quotations Observation Notes 

“implementing multiple 
activities… target those who 
have difficulties…some 
children can’t reach the 
challenging activities directly” 
(T) 

T helped low achievers 
acquire the objectives 
with more examples 

 

T hanged a ribbon for 
students who finished 
the previous activity to 
hang the pictures which 
represent the red color. 

“In the independent practice I 
work on those who didn’t 
reach my objective…through 
the directed meeting” (T) 
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“if I find that the child still 
didn’t grasp the concept, I 
would sit with him during the 
“directed meeting”, and I 
assign the other children to do 
the activities according to 
their groups” (T) 

Targeting 
different Types 
of Learners 

“… by targeting visual 
learners, but this child is an 
auditory learner or he likes to 
listen to music, so if you play 
him a song…he would 
understand the lesson” (TA) 

T implemented several 
activities that target 
auditory, visual and 
kinesthetic learners: 
story activity, mirror 
,and painting activities 

T mentioned that they will 
use their senses to identify 

the sound /k/; she 
implemented crafts 
activity: make a cat 

Students’ Engagement: Strategies to Grab Attention 

Asking 
questions 

“I keep on asking him every now and then, so that I keep 
him engaged and control his movement” (T) 

 
Quotations Observation Notes 

Using Visual 
Aids 

“I have real objects that the 
students can use to act the 
scenes and be engaged” (T) 

T used the “secret box” to 
introduce the students to 

the letter and sounds which 
were used as puppets 

Students’ Engagement: Engaging Learning Activities 

Through Play “so they are having fun during the activities and at the same 
time, the sound /k/ is being repeated in their head” (T) 

“ during the independent practice I would have different 
activities that I know if one of the students is not excited to 
do the first one, but is excited to finish it to go to the next 
one.” (T) 
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Use of Children’s Language: Simple Language 

 
Quotations Observation Notes 

Using Arabic 
and English 
interchangeably 

“I explain them in Arabic “sit 
quietly, listen to each other, 
raise our hand, clean our 
class” (T) 

T used Arabic language to 
communicate with the 
students and explain main 
ideas 

Classroom Management:Rules and Routines 

 

 

 

 

 

 

Established 
Rules and 
Routines 

“lining up, helping each other 
in class, listening, to listen to 
the teacher, enjoying circle 
time and story, participating” 
(T) 

S know where to sit during 
the food break, and they 
know that they take the 
water bottles at the end of 
the last session; students 
lined up in two lines :boys 
and girls 

“sit in your place…make sure 
your hands and legs are for 
yourself, make sure to raise 
your hands and don’t speak 
until I give you the heart” (T) 

 

 

 

 

 

Consistency 
and repetition 

“the rules should be 
repeated…you remind them of 
the rules so that they focus 
again with you”(T) 

T reminds S during circle 
time and when misbehavior 
occur through pictures and 
questions about the right 
behavior 

 

T reminded students 
several times of the rules 
and routines 

“I have pictures on wooden 
sticks; they show how 
someone should sit in class, 
the time; I’ve a put a timer, 
clock; I always use these.”(T) 

“You need to remind them 
every half an hour to follow 
the rules.”(T) 

 

Classroom Management :Dealing with Behavior 

 
Quotations Observation Notes 
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Reinforcing 
the Acceptable  
Behavior 

“I would ignore their misbehavior, so their misbehavior 
would decrease because they know this is not the way to 
grab my attention… if you do something correct , I will say 
bravo”(T) 

Asking 
Reflective 
Questions 

“I asked him about the picture 
and he answered me correctly 
that the boy is sitting quietly, 
so I asked rhetorically "so you 
know this rule then why don’t 
you sit like him?” (T) 

 

Through questions, “Do we 
talk during the lesson? 

 

Through questioning S 
about the right behavior 

“I would ask him “how should 
you sit?”, so he would tell me 
“to sit quietly” (T) 

“…ask them if we usually do 
this [misbehavior]” (T)  

 
 
 
Addressing the 
Whole Class  

I can’t address him directly 
using the rules, but I always 
explain to the children that we 
shouldn’t hit each other” (T) 

sometimes T says”shhh” to 
calm students 

 

“I don’t like to address a 
specific person and tell him 
that you did this and that; I 
feel that I remind him 
indirectly when I repeat the 
rules to all the students” (T) 

Demonstrating 
the Right 
Behavior 

“The leader of the class is the 
person who follows the class 
rules and can be showing 
everyone how to sit correctly” 
(T) 

T demonstrated how a 
student shouldn’t cross the 
line 

T reminded S of rules using 
pictures, explanation, 
examples and 
demonstration of right 
behavior 
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Repetition

One of the teachers gave an example of students who related Math concepts to real 

life in which a girl showed the teacher her two braids to represent the quantity “2”.  

Similarly, an Arabic teacher explained that she uses the circle time to repeat a 

previous lesson or connect it to a current one. One teacher mentioned that she repeats 

the concepts through emphasizing on the ideas informally during the food break and 

gave example of an analogy which she used to compare the role of story cover to the 

packaging of a cupcake. She added that students started to relate things together and 

say that this cover protects the story. Another teacher stated that she uses the 

attendance sheet and notes to check the number of students whom she needs to repeat 

the explanation for.

Differentiated Instructions 

One of the teachers stated that she also starts with the easiest activity to target the low 

achievers then guide them through the more difficult ones. In addition, teachers 

highlighted the importance of materials in implementing activities which target different 

types of learners such as visual, auditory and kinesthetic/tactile learners. One of the 

teacher assistants mentioned that based on the evaluation at the beginning of the year, 

teachers can check the way the students learn and understand the lesson.  

Engaging Learning Activities: Through play 

Apologizing 
“I ask him to apologize from his friend and make sure that 
he accepted your apology” (T)
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Another Arabic teacher gave an example of how she engaged students in a lesson about 

the hearing sense:  

Demonstrating the lesson in front of students helps a lot. For example, I modeled the 

sound of the car, horse, dog, door knock, whistle…etc. I ask them “What did you 

hear?”; “How did you know? You didn’t see me”; the child loves such things and he 

would apply them. 

Also, based on class observations, students used paints in one of the activities. In another 

class after the students pointed at the title, the teacher chose a reader to narrate a story 

through reading the pictures, and many students were looking at her to follow her while 

reading. Some teachers included a motor skill strengthening activity using clay, and 

students were observed to be engaged and focused on modeling. 

Rules and Routines 

In addition, the teachers communicated when and how they integrate and reminded 

students of the rules. According to an English teacher “…the rules have to be integrated 

since day one, even if the students are coming and are crying… they start really 

following the rules after the assessment…after three to four weeks”. She explained how 

dividing the students into groups and representing each with a color facilitated following 

the rules and routines for students who remind each other to wait in turns and move. 

Another Arabic teacher shared that students colored the picture which shows a boy 

throwing the trash in the basket and that the students were happy with the task and said 

that they will do the same. Also, another teacher explained that she emphasizes on 

following the rules for one week in addition to the way they should behave such as not 

sneezing in front of others and considered this as part of psychosocial support. Similarly, 
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another English teacher mentioned that she has set the rules since the beginning of the 

year, and stated that she strictly remind them of the rules.  

 
Dealing with Behavior 
 
Other teachers shared that they reflect with the student who hit his/her friends by calling 

him/her and asking if he/she accepts to be hit, thus the student would apologize and 

abide by the rule. Although some teachers mentioned that they address the students who 

misbehaved, others shared that they would indirectly shape the specific student who 

misbehaved by addressing the whole class. One of the teachers shared a specific 

example when a student broke a rule, she stopped her lesson and reminded all the class, 

and she mentioned that “even if I didn’t specify the student who misbehaved, he feels 

that he made something wrong and holds himself accountable”.  

 One of the English teachers shared that some students misbehave to gain 

attention, so she ignores their behavior and reinforces the acceptable ones by repeating 

the rules and showing the pictures corresponding to each. Also, she mentioned that the 

seating arrangement helps in managing the class as she separates the students’ who 

usually break the rules. She shared that integrating the vision in her session helped 

students become aware of their behavior through specifically making them aware of 

their rights and how to deal with others “it’s my right to not let anyone to hit me; I 

should be bothered if someone hits me”.  

 Also, two teachers mentioned that they used rewards and consequences to shape 

the students’ behavior. For example, one of them stated that besides instilling the value 

of respect, she encourages students to stay calm by reminding them of the food break 
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while the other teacher shared that she gives fair consequences such as postponing what 

the students like in case they misbehaved. 

She expressed how she integrated drama to show students that there are people who 

have different languages and culture, and that it is important to respect and not bully 

others. Similarly, another teacher shared a bullying act that occurred and how she used 

the story to explain about different cultures. Also, through activities and communication 

one of the teachers stated that that she targets the bullying acts: 

I torn a picture, which represents what this child feels due to verbal violence, into 

small pieces to show them how he is falling apart due to violence. Then I showed 

them through putting back each torn part, that with every positive comment, this child 

is receiving, he would feel better, but not the same as before; the words hurt him in 

the first place and their effect remain with him 
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Appendix G: Additional Data Related to Theme 3 

Table G1. Additional Quotations and Notes on Psychosocial Support 

Safe Environment: Physical and Emotional Safety 

 Quotations Observation Notes 

Safety  T targeted the violent 
actions done in the 
class 

Trust “When I promise them with anything, I fulfill it” (T) 
“The student needs to trust you because if he didn’t, he won’t stop 
crying and won’t like to come to school” (TA) 

Expressing 
Feelings and 
Needs    

“if he doesn’t express himself, I am sad 
today…he can’t continue his day with you or 
be comfortable to continue his day…he can 
vent out and be able to focus again with you 
and get engaged in the session.” (T) 
 
“I try to keep the child comfortable in 
class…if he is not, he won’t be able to do the 
tasks and he would tell me that he doesn’t 
want to come to school; the child’s 
psychology has real effect” (T) 
 
“you can play with it [cushion]the way you 
want, and when you feel you are ready to 
come back and sit with me, leave it and come 
back…we shouldn’t hit our colleagues to 
express this anger, or maybe the sadness in 
ourselves, we can draw, we can play with 
cushion, we can sit aside, we can walk, so we 
can do other things to express ourselves…He 
would tell me I want to follow the class rules 
now, he sits, and he does the activity that am 
asking them to do” (T) 

students are familiar 
with the feelings as 
they named each 
facial expression 
during circle time 

S felt free to express 
their love to the T 

A girl expressed her 
refusal to sit next to 
boys 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

Health and 
Hygiene 

"we teach the child to clean up after he eats” (T) 
 
“…keeping the class clean”(T) 
 
“we start with the personal hygiene because it is 
the basis for children to know about” (T) 
 
“children are familiar with cleaning the 
classroom because it is part of the assessment…I 
make an awareness about the reason for keeping 
the class clean…in the English, science and math 
sessions; I always ask them to keep the class 
clean” (T) 

T asked the students 
who came back from 
the toilet if they 
washed there hands 

T allowed them to 
wash their hands 

Safe Environment: Teacher-Student Relationship (Caring Relationship) 

 Quotations Observation Notes 

Showing 
empathy when 
students cry 

“I would tell them it’s okay to cry, it’s okay to 
miss someone, if you feel you want to cry[then] 
cry (T) 
 
“there are some children who feel the care that 
am giving, so they stop [crying]” (T) 
 
“I like children; I like to hug them and calm them 
down”(T) 

a girl wanted to go 
back to her mom, T 
tried to calm her by 
telling her the 
remaining time to 
finish and go back 
home  

 T showed her 
empathy with 
students who were 
worried 

Responding to 
students’ needs 
and wants  
when they cry 

“The approach that I use first of all with a student 
who cries is to keep him beside me to make him 
feel safe” (T) 

a S who cried refused 
to do the crafts when 
T asked her to, so T 
didn’t push her to do 

“I come closer to him[child]” (T) 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

“you need to constantly try to get closer to him 
[the child] and sit next to them until he can accept 
you.”(TA) 

something that she 
doesn’t want. T 

asked a student if she 
feels comfortable 

moving 

Teacher like a 
second mom 

 T calmed a S who 
cried because she 
wanted to see her 

mom  

she exchanged hugs 
with the S who 

hugged her 
T asked a s to move 
from the floor to the 

carpet and shared 
with him her worry 
that he would get 

sick 

Safe Environment: Teacher-Student Relationship  
(Trustworthy and friendly Relationship)  

Enjoying time 
while feeling 
secure 

“…I ask who would like to play with the blocks, 
others would choose clay” (T) 

T gave time for 
students to share 
their thoughts; 

“blow balloons, play music, give them toys to 
play with, sing songs with them” (T) 

 “I wouldn’t force you to come and do the 
activity” (T)  
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Table G1. Additional Quotations and Notes on Psychosocial Support 

Using kind 
words and 
being friendly 
with students 

“I stood by the door and I made them funny 
moves so that they stop crying… I played 
with them with the balloons and colored with 
them.” 

when one S 
expressed that he 
misses her, she 
replied that she 

misses him too; when 
S shared that they got 
vaccinated, T calmed 

them down and 
assured that it’s for 

their good  
 

T uses kind words 
such as “dear”  

T replied to a S who 
told her that she is 
beautiful with the 
same kind word 

Inclusive Environment:Cooperation/Interpersonal Relationship 

 
 
 
 
 
Group 
Activities and 
distributions 

“These group activities get students closer to 
each other; they are communicating with each 
other” (T) 

T highlighted the 
importance of 

cooperation when she 
read the story about 

the letters and sounds

“they all color with each other and they get closer 
to each other” (T) 

 one S made a heart 
with her fingers and 

passed it to her 
friends whom in 

return made the same 
and passed it on; 

others were saying 
love 

T informed the 
students that if there 
weren’t enough red 
crayons to wait for 
each other to finish 

“These activities would make them feel that 
they are one family” (T) 
“build and maintain their friendships… my friend 
is like my brother; he is part of a family as we are 
a family in this class” (T) 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

Play 
time/sharing 
resources 

“I ask the students as a group to sit at the table to 
share their thoughts” (T) 

when 1S grabbed the 
paint for himself, T6 

informed him that 
it’s for him and all 

his friend 

T asked students to 
share the glue as 

there wasn’t enough 
for everyone 

T asked students 
while playing with 
the blocks to leave 
spaces for others to 

join them 

Inclusive Environment: Welcoming Environment 

Greetings "I have several pictures that identify the way: heart, so they would 
make me a heart ; hand, so they greet me with hand; right hand, so 
they give me a high five” (T) 

Care and 
Attention 

“ I always try to give my full attention to what 
they’re saying”(T)  

T welcomed a new 
student and introduced 
her to her classmates 
and told them to meet 
their new friend and 
asked them about her 
name after she said it 
several times  
she involved a girl 
when she saw her out 
of the circle; she 
made sure that 
everyone can see her 

“When you smile and listen to them…If you 
leave this child crying, he would feel that he 
doesn’t exist.” (T) 
"if I feel that a child is not okay especially if 
this was the case for two consecutive days, I 
ask the teacher assistant to call his parents to 
know what’s going on” (T) 

Sense of 
Belonging 

“I explained that this class is yours and all 
class objects are for you and you need to take 
care of” (T) 

T asked S to hold 
hands and sit down in 
a circle   

“I make sure to tell the child that he is part of 
this class” (T) 

Inclusive Environment:  Social inclusion 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

 Quotations Observation Notes 

Seating plan  “I had to place a high achiever next to a low achiever and some students 
who are physically strong next to other students who weren’t friends with 
before” (T) 

Implementing 
various 
activities 

“…through the activities, their seating…when I 
play them a song, they would dance and get 
motivated. All of these would make them feel 
included socially” (T)  

There is a wall where 
S work is posted 

Targeting 
students with 
learning 
difficulties 
 
 
 
 
 
 
 
 
 

“I would ask in general and other times I would 
ask a specific student to answer me. This way 
you involve all students” (T) 

T cares about involving 
all students during the 

sessions 
Every student had the 
chance to apply the 
instructions during 

the activities 

 

 

 

 

 Student Identity: Values 

 Quotations Observation Notes 

 
 
 
 
Respect 

“respect others, not to say bad words, help each 
other, not to hit or be hit and not to hurt each 
other”(T) 

she integrated values 
such as respect by 

encouraging students 
to say thank you  

students thanking 
teacher and T 

responding welcome 

T greets students 
“Good morning” and 
students reply back  

“they don’t respect that a friend of mine is 
speaking now so I should listen and not speak…. 
I want to make activities to train them on 
respecting and accepting each other.” (T) 

“to respect others”(TA) 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

Responsibility “Child’s self-confidence increased as he 
considers that the teacher is telling him to do 
this and that” (T) 

she responded to 
their needs and set 

responsibilities such 
as distribution of 

tools 

T encouraged 
students to keep their 

environment and 
themselves clean 

Self-confidence “when a child…lacks self-confidence… I would 
make him feel that he did a great job, so I 
motivate him” (T) 

T asked students to 
clap for him 

Helping  
Others 

“to be kind to each other and help each other” (T) 
 “this would develop their relationship; he 
might help him in coloring or in guiding him, 
if he answered incorrectly” (TA) 

T related the value of 
helping others through 

storytelling 
S helped a classmate in 
holding the story in the 

right position 

Self-discipline “it’s impossible for the teacher to proceed in 
giving the session without them having the ethics 
and following the rules.” (T) 
“Through a video, I can show them the 
difference between the right and wrong 
behavior.” (T) 

T informed S how 
they should be sitting 
at the table during the 

food break 

Accepting 
others 

"this girl changed by each day and started to accept this boy as a 
friend and as a brother as she compared him to her brothers who she 
can sit next to them” (T) 

 Student Identity: Aspiration and Vision 

 Quotations Observation Notes 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

Asking students 
what they want 
to be in the 
future 

“at the beginning of the year, I told them that I want you to dream what do 
you want to be in the future” (T) 
“some would tell me a doctor and others a teacher especially the girls 
because they see how I deal with them as children” (T) 

Integrating the 
vision and 
aspirations in 
the sessions 

“let’s say we took letter “d” and the sound /d/… 
She connected the characteristics of the doctor 
her dream” (T)  

When she related real 
life to the lesson: 
“Where do we see 
red color? Only in 

class? 

Teacher’s 
vision for 
students 

“I hope they reach high ranks in their lives” (T) 
“I try to ask them “ What do you like?” “What do you feel?” “ What 
do you see on TV?” I try to push them to think about what they want 
to be.” (T) 

Student Identity: Independent Learners 

 Quotations Observation Notes 

Independent 
practice 

“during the implementation of the activities 
independently, you can notice if they were 
focused or not” (T) 

T demonstrated how 
they can pronounce 
the letters correctly 
using the mirror and 
asked each student to 

check each by 
him/herself 

 

T guided them during 
the whole class 
activities and let 
them implement 

individually other 
activities 

 

T guided S through 
instructions to do the 
worksheet (dotting) 
and informed them 
that they will do it 

individually when a

“I want them to try by themselves and not to get 
the answer from me easily” (T) 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

girl asked if she’ll do 
it on her own 

Connection 
between 
objective and 
real life 

“one child connected the lesson to his real life” 
(T) 

T asked students 
about the importance 
of learning the letters 

and sounds 

T related the lesson 
to real life through 

the examples 
presented 

Communication 
about being 
independent 

“making them understand that they are independent, and that am not 
responsible for them…you have to be independent and you have to do it by 
yourself…you are responsible for yourselves and you are responsible for 
your classroom” (T) 

“I don’t want her to depend on her friend instead be independent” (T) 

Leading on 
circle time 

“towards the end of the year, they can acquire the 
objectives and can independently lead on the 
circle time” (T) 

during the circle 
time, students answer 
altogether to review 
the colors, numbers, 
alphabets, seasons, 
weather, days of the 
week and months of 

the year 

Student Identity: Critical Thinking Learners 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

 Quotations Observation Notes 

Asking higher 
order thinking 
questions and 
guided 
questions 

“I focus on guiding the students to answer 
the questions …I push them to think about 
things outside the classroom setting” (T) 
“The questions that students answer by yes or 
no, I ask about the reason for their answer; 
through this, you help the child to develop 
his thinking skills” (T) 

When she read a 
story, T guided S to 

use their critical 
thinking to be able to 
answer the questions 
“guess who am I?” 

Modeling 
problem solving 
strategy 

“I give them hints how to solve the problem” 
(T) 

T asked her who is 
she upset with and 
told her that she’ll 

help them reconcile 

Motivation: Positive Reinforcement  

 
 
 
 
 
 
Praise and 
highlight 
students’ 
actions 

“I would praise…by  clapping and saying 
that what she said is correct; bravo”(T) 

T praised students for 
their answers; she 
asked students to 

clap for each other 

“so you have to praise them to help them to 
put more effort and achieve more. I always 
praise everyone; each child works regardless 
of how simple or advanced the achievement 
is.” (T) 

“Whenever you give him strength and praise 
him publicly such as saying “Good job, clap 
for him, look at what he did”, he would be 
extremely happy and he would love to feel 
this pride again.” (T) 

Self expression 

 Quotations Observation Notes 
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Table G1. Additional Quotations and Notes on Psychosocial Support 

Through Arts 
and Music 

“crafts…coloring, drawing…to do the dancing 
moves…this will let the students express 
themselves and learn how to express themselves 
in the classroom” (T) 

T played music for 
students during the 

food break; she 
played another song 
for students to dance 

for the ceremony 

T There was a music 
break; S modeled 

clay and some 
created a face that 

represents their 
emotion(happy) 

“I asked them instead to draw, color and use clay 
or anything they can use to express themselves” 
(T) 

“I used to tell her [that] we don’t want to 
color with the black crayon; let’s color with 
nice colors” (TA) 

Through Sports 
and Drama 

“we have music, PE [physical education]” (T) 

“I closed my eyes and asked them to make sounds. I try as much as 
possible to make my lessons to take the form of  a game, so that they 
acquire it rapidly” (T) 

 
 
Integrated 
Recreational 
Activities in 
learning 

“I Make sure I have activities from different 
types of intelligence like…music”(T) 

T informed the S that 
they will be playing a 
game- S cheered up- 

Art activity was 
embedded in the 

worksheet (coloring 
class objects) 

“a song that really helps the objectives of the 
lesson” (T) 

"It’s part of our activities” (T) 

“they used to enjoy a lot such activities to 
play with the colors” 

"there are arts, music inside the English, 
inside the Math, inside the science, so they 
can be integrated it in every lesson” (T) 

 

Safety 

One of the teachers also shared a specific example of an incident which occurred on the 

first day which gained her the students’ trust. She promised the students that she will 
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give them balloons if they sit calmly, and when she discovered that the balloons are not 

enough, she tried to find more balloons “…I searched for extra 3 balloons to give them 

and fulfill my promise, so they started to trust me.” Another teacher mentioned that she 

would model that she locked her mouth after they tell her a secret because she promised 

them that she will tell no one. Also, one teacher mentioned that “the trust between the 

teacher and her students is built through the way she deals with them.”, and another 

believes that “the trust is built through the communication”.     

Health and Hygiene 
 
Teachers mentioned that "everyday we ask them to clean their hands before and after 

using the toilet  

and eating; these always help them, and they enjoy learning them.”.   

In addition, teachers use hands on activities to explain concepts such as cleanliness “I 

got them a container and a soap…we cleaned our hands step by step”. Another teacher 

reminds students to cover their mouth with their hands before they cough to stop 

spreading germs. 

An English teacher added that she explained to students, using toothpaste and a tooth 

brush, the steps of cleaning the teeth “…I brushed my teeth in front of them, and I 

showed them in steps how we keep our mouth clean”. Also, through drawing and crafts, 

students learn about dental hygiene “Although we couldn’t have children brush their 

teeth, they made a model”.  

Values 

 Among the values shared by teachers, one teacher mentioned that sharing is an 

important value “teaching them how to share, telling them that we don’t have much of 

these, so you need to share it when someone is done using it”. One of the teachers also 
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mentioned a specific example of a student who understood the real meaning of “thank 

you”: 

I have another girl who would always say thank you whenever anyone hands her 

anything; not only during the classroom, so if any other teacher comes in and give her 

something, …she would say thank you; so she really understands that thank you 

[means] I respect you for like you actually gave it to me. 

According to the PSSm “through the stories that we use…the stories have things related 

to PSS: how to be empathetic, how to empathize with somebody”. Similarly, one of the 

teachers shared how through story telling she promotes the values: 

…I stopped the story, changed it and I told the students that I will continue the first 

one on the next day; I read a story of my creation in PSS similar to the situation that 

happened, so I told them that there is a child and he did this to his friend similar to 

what happened; he punched him and said that he did not; then this child took him 

aside and apologized…I like to indirectly address the person through a story. 

Another teacher shared an incident that occurred where she used her communication 

skills to teach the students about how to deal with each other:  

I have a girl who does not know any Arabic; she is from Turkey, so her friends shout 

at her to follow my instructions. I tell them that this is not the right way to talk with 

each other. I tell them “you can hold her hand and guide her to sit on the chair and tell 

her that this what the teacher wants; when you talk to her politely, she will comply”. 

They still need to be trained to know how to deal with each other 

One teacher shared a specific example, from a previous year, on how giving students 

responsibilities would build their personality:  
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A student with an amputated hand…he has a palm but with no fingers came into our 

class; I expected that something will occur; but through the PSS, I didn’t feel that he 

was different from his friends or his friends averted from him; they used to play with 

him and he felt proud when he held responsibilities that I assigned for him; this built 

his personality 

Aspiration and Vision 

One teacher shared a student’s vision from a previous year, and how it was integrated in 

the session:  

I had one student whom I found him drawing bread, so I asked him about what he 

wanted to be in the future, so he replied that he wanted to be a baker, and he kept 

insisting on this without getting affected by his friends’ choices which ranged from 

being a police to being a teacher; in the middle of the year, I gave the unit about the 

professions, so the baker was one of the professions which he likes a lot, and I usually 

get materials with me to explain the professions. When you look at him, you see how 

professionally he kneads the dough. I got them an oven made of carton, and he 

insisted to put the dough in the oven. What made him like this profession even more 

is that his dad is a baker. 

Another teacher shared how she related the students’ vision to introducing them to the 

rights and responsibilities. For example, she asked them reflective questions “if we want 

to be these in the future, what should we do?” Then she guided them to identify their 

rights “we should come to school, coming to school is your right, you have to come to 

school, I have to learn and then from there I started introducing the other rights like 

playing; the simple ones”. In addition, one of the teachers gave a specific example of 

how she integrated the students’ vision and aspirations to the lesson:  
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I was surprised that she has a big dream, so I asked her about the emphasis, so she 

told me a pediatric; so when we were learning letter “d”, I asked who remembers 

what he wants to be when he grows up, so this girl raised her hand and said “doctor, I 

want to be a doctor 

As Learners 

One of the teachers shared what she noticed when she helps the students directly after 

they ask for help "I noticed that if I hold their hands and I write for them, they would 

sometimes get the feeling that I would always do that”, so she decided that she will not 

comply with them and motivate them to try to draw or color even if it was not correct. In 

addition, a teacher shared how she promotes students’ critical thinking skills:  

I was asking about the girl’s name on the cover of the book “Caren’s Cat”, so I was 

asking them” who is she?” so I was saying out loud how to think in order to find the 

solutions, and I wouldn’t tell them that the Caren is the name of the girl. 

Another teacher gave an example of how she used open-ended questions that relate the 

lessons to real life and which improve the students’ critical thinking skills “I ask them if 

your mom asked you to get her two things from the fridge, how do you count to reach 

number two? Where would you see this number? Where would you see this color?”. 

Other teachers modeled the way of thinking when faced with a problem. For example, a 

student was mad because he thought his friend is cheating from his paper while he was 

writing his name; so the teacher mentioned that the names are different, so it’s 

impossible to cheat. In addition, some teachers mentioned an example of a problem 

solving strategy that they ask their students to apply “I ask them to talk and understand 

what each wants, and in case you didn’t reach a result, tell someone older than you, so 

the problem will be solved.”. Another teacher shared that students can solve their 



 

196 
 

problems if given a chance, and she mentioned a strategy which her students started to 

apply "if they got hit by another, they would…ask them “Why are you hitting me?” 

What about if we play together?”.  

As Syrians 

One of the teachers shared how she promotes students to be good citizens:  

…we need to be good citizens, we need to understand that because we are living here, 

we have our rights, we have our duties, duties towards the place we are living at; 

respecting others, keeping it clean, the way we deal with others regardless of their 

identity if they were Lebanese or non-Lebanese, so make them understand who they 

are and where do they live makes them more aware of how they should be. 

 

Positive Reinforcement 

A specific example was shared by a teacher of how she praised her student:  

I was teaching about lines, and a student’s shoelace was untied, and he held them and 

showed them to me…He said while holding them: “vertical line; horizontal line”. I 

clapped for him and highlighted what he did by saying “look what he did with his 

shoelace to show us the vertical and horizontal lines”.  

 Through Arts and Music 

One of the teachers mentioned that students enjoy when she sings for them:  

unconsciously, I usually sing while am giving the tasks; for example, when I want to 

group them according to the activities, while am distributing the tools, I sing the 

songs which are related to the instructions “ I look using my eyes, I listen using my 

ears” [T sings]; even if it take me extra time, they would look at me and enjoy their 

time.  
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In addition, a teacher gave a specific example of how she integrated arts in her lesson 

about the seasons:  

We create a snowman; I manage a group and the teacher assistant manages another, 

and we compete to finish first; for the autumn season, we used to draw the trees and 

children would cut them, then the one who finishes first wins. 
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Sample of Instrument Triangulation 
 

Table I1. Instrument Triangulation (RQ1) 

 

Research 
Question 1 

Interview 
Questions 
with 
teachers 

Interview 
Questions 
with ECE 
program 
manager 
and 
Coaches 

Class 
Observation 
Checklists 

Document Evidence 

What are the 

educational 

challenges 

that Syrian 

refugee 

students face 

in the 

Lebanese non-

formal 

education 

program at the 

early 

childhood 

level? 

What are 
the 
educational 
challenges 
that students 
face in your 
class? 

How often 
do the 
teachers in 
this center 
receive 
trainings/pr
ofessional 
developme
nt? What 
educational 
challenges 
do they 
share? 

There are 
antagonist 
verbal and 
physical 
behaviors 
among 
Syrian 
refugee 
students 

Assessment 
Form 
 
ECE 
Curriculum 
 

-Class 
Notes  
 
-Notes 
taken 
from a 
training  
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Table I2. Instrument Triangulation (RQ 2) 

 

Research 
Question 2 

Interview 
Questions 
with 
Teachers 

Interview 
Questions 
with PSS 
manager 
and 
counselor 

Class 
Observation 
Checklists 

Document Evidence 

What kind of 

academic and 

psychosocial 

support is 

being 

provided to 

the Syrian 

refugees 

through the 

non-formal 

education 

program at 

the early 

childhood 

level? 

How do you 
ensure that 
students feel 
welcomed 
and socially 
included in 
the 
classroom? 

How do 
you offer 
psychosoc
ial support 
to refugee 
students? 

The teacher 
helps all 
students 
feel 
welcomed 
and socially 
included in 
the 
classroom 

-PSS 
Program 
 
- 
Assessment 
form 

-Class 
Notes 
 
-Notes 
taken from 
a training 

 
What 
instructional 
approaches 
do you use 
when 
explaining 
your 
lessons? 

How do 
you 
describe 
the impact 
of the 
psychosoc
ial support 
program 
on the 
children's 
lives, care 
givers', 
and the 
communit
y they live 
in? 

The teacher 
helps 
students 
become 
independent 
learners 



 

 

 
 
 




