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  The purpose of this study was to determine if teachers feel prepared or have had 

training to teach refugee students in New Hampshire high schools. Refugee students 

continue to enter schools with complex needs that can affect their overall success in 

schools. Through a quantitative study, the relationship between preparedness, training 

and a teacher’s self-efficacy was conducted. Survey participants included 98 teachers 

from five schools in New Hampshire that have higher numbers of refugee student 

enrollment. Results revealed that a majority of teachers feel they are not prepared to meet 

the academic needs (70%) and social emotional (79%) needs of refugee students in their 

secondary mainstream classrooms. A new finding was discovered that 25% of teachers 

did not know that they had refugees in their classrooms and 50% did not have 

comfortability to teach them, which may contribute to these feelings of preparedness to 

teach refugees. Overall, 93% of teachers do not feel that in-service professional 

development has prepared them to teach refugee students.  The results also showed that 

teacher training in the areas of culturally responsive (71%) and Emotional intelligence 

(53%), did not affect the teachers overall self-efficacy to teach in their secondary 
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classrooms but did influence their feelings of preparedness to teach refugee students. 

Findings from this study may be an important consideration for administrators and 

schools as they plan their training and professional development for teachers of refugee 

students. It is important to focus on effective strategies to meet the diverse needs of 

refugee students, so teachers have the skills they need to feel prepared to teach this 

special population.    

  Keywords: refugee students, newcomer students, in-service training, 
professionally development, culturally responsive teaching, Emotional intelligence, self-
efficacy    
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Examining Teacher Preparedness, Training, and Self-Efficacy to Teach Refugee Students 
Dissertation Defense: July 28, 2022 

Executive Summary: July 2022 
 
 
Introduction: The purpose of this study was to explore teacher's preparedness and their 
self-efficacy to teach refugee students in their secondary classrooms. Additionally, to 
determine if teacher in-service professional development and training affects 
those feeling of preparedness to teach refugee students.  

Problem of Practice: Refugee students enter their new country with different cultural 
experiences, often traumatic events that require specific teaching strategies. Instructional 
practices and approaches to meet the needs of refugee students are important to their 
learning, yet it is unknown whether teachers feel prepared to meet these needs. While 
there is research that identifies the challenges that teachers face in meeting some student 
needs, there is a gap in understanding if training or professional development impacts 
their feelings of preparedness and self-efficacy to teach refugee students. This 
improvement research will focus on teacher’s feelings of prepredness, training, and their 
self-efficacy to teach refugee students.  

Research Method: This quantitative study measured teacher’s feeling about teaching 
refugee students using The Teaching Refugee Students Survey and included an adapted 
version of Teacher’s Self Efficacy Scales (Appendix A). Participants for the study were 
98 high school teachers from five schools in New Hampshire. 
 
Summary of Findings: A majority of teachers do not feel prepared to meet the academic 
needs (70%) and social emotional (79%) needs of refugee students in their secondary 
mainstream classrooms. Additionally, a majority of teachers (93%) do not feel that in-
service professional development has prepared them to teach refugee students. Results 
suggest that the reported limitations in training, culturally responsive (71%), Emotional 
intelligence (53%), did not affect the teachers overall self-efficacy to teach in their 
secondary classrooms but did affect their feelings of preparedness to teach refugee 
students. 
 
Limitation(s) of Study: The limitations of this study included: limited demographically 
diverse sample population of teachers, limited generalizations of open-ended responses, 
and researcher’s own biases as an administrator and previous educator in public schools.  
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Implications/Significance of Study: Future studies may want to have a more diverse 
teaching population as the majority were Caucasian and highly educated. Another 
recommendation would be to use a self-efficacy scale that specifically relate to refugee 
students and not a general teacher self-efficacy scale. Additionally, adding an interview 
component it may provide more explanation for the selections to their chosen responses. 
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Chapter One: Introduction to the Practice 

 Refugees are people who have fled war, violence, conflict or persecution and have 

crossed an international border to find safety in another country (UN Refugee Agency, 

2017). Every year more than 80,000 refugees enter the United States as their asylum 

country to find refuge from political or religious persecution (Johnson et al., 2017). 

About 35% to 40% of these refugees are children and adolescents navigating through a 

culture that may be very different from the one they were born into (Johnson et al., 2017). 

The United Nations High Commissioner for Refugees (UN Refugee Agency, 2020) 

estimates that about 40% of all displaced people in the world are children. Most of the 

children born into these third world countries have exposure to trauma, often fleeing 

oppressed and violent lives, and they lack exposure to education (McBrien, 2005).  

 When considering these children in American schools, it is important to identify 

the laws that protect refugee students who are often a marginalized population. 

According to the United States Department of Education (2014), “All children in the 

United States are entitled to equal access to a public elementary and secondary education, 

regardless of their or their parents' actual or perceived national origin, citizenship, or 

immigration status” (para 2). Regardless of a child’s citizenship status, these laws require 

that United States schools provide all children an education, yet it is unknown whether 

teachers feel prepared to serve refugee children or have the training necessary to teach 

refugees, which can affect their self-efficacy to teach these students in their mainstream 

classrooms (United States Department of Education, 2014).  

 The diverse needs of refugees are a result of their cultural experiences and the 

previous education acquired before migrating to a new country (Davila, 2015). Davila 



2 
 

(2015) stated that refugees in United States schools often struggle academically and are 

not fully integrated into the school community. These students enter their new country 

with previous cultural experiences of often-traumatic events that require specific teaching 

strategies. Instructional practices and approaches to meet the needs of refugee students 

are important to their learning, yet it is unknown whether teachers feel and are prepared 

to meet these needs (deJong et al., 2013; Richardson et al., 2018; Strekavalova & Hoot, 

2008). While there is research that identifies the challenges that teachers face with 

meeting the needs of all their refugee students, there is a gap in understanding if training 

or professional development impact their feelings of preparedness to teach this 

population of students (deJong et al., 2013; Richardson et al., 2018; Strekavalova & 

Hoot, 2008). Further studies that identify how prepared educators feel when teaching the 

refugee population can assist in understanding if the improvement of instructional 

practices to reach this underserved population is necessary.  

 Based on the Carnegie Project on the Education Doctorate model of research, 

improvement research is completed by the individuals that are closest to the problem to 

identify best interventions to address issues (Peterson, 2017). Teachers are some of the 

closest people working with their refugee students. Improvement research connects 

practice and research to solve problems of practice in a collaborative manner (Grunow, 

2012). This researcher is an administrator in a K-12 public school who has observed 

some of the challenges that teachers face meeting the needs of culturally diverse students. 

This improvement research will shed light on whether there is a need for training and 

professional development to help teachers feel prepared to teach refugee children in their 

classrooms. 
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 The following terms are found throughout this study and serve as a guide for 

meaning of definitions utilized by experts in the field. 

Table 1.1  

Definition of Terms     

Terms             Definition                                                                             Citation 
________________________________________________________________________ 

 

 

 

Refugee People who have fled war, violence, conflict or persecution and have 
crossed an international border to find safety in another country. 

UN Refugee 
Agency, 2021 

Forced 
Immigration 
or Migration 

Internally and internationally displaced people UN Refugee 
Agency, 2021 

Asylum 
Country  

 A country where a person goes to seek protection from persecution 
and serious human rights violations that occur in their native country 

Amnesty 
International, 
2022 

Self-
Efficacy  

The belief a person has of their own capability within a situation Bandura, 1977 

Student 
Engagement 

A students’ various patterns in motivation, cognition, and behavior Fredricks et al., 
2004 

English 
Language 
Learners 

Students who live in a non-English speaking home and have a native 
language other than English  

Wissink & 
Starks, 2019 

Cultural 
Responsive 
Teaching  

Pedagogy that acknowledges the importance of the awareness of 
cultural differences in all learning  

Cartledge & 
Korea, 2008 

Acculturation The process by which migrants to a new culture develop 
relationships with the new culture and maintain their original 
culture 

Sam & Berry, 
2010 

Emotional 
intelligence  

The ability to monitor one's own and other feelings and emotions, 
discriminate among them and use this information to guide one's 
thinking and actions 

Salovey & 
Mayer, 1990 
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Global Perspectives 

 Immigrants and refugees differ in their process of entering a country other than 

the one they were born into. Refugees are immigrants that are seeking asylum in another 

country to flee war, violence, conflict or persecution (UN Refugee Agency, 2017). In 

1891, Congress established the Bureau of Immigration to manage the process that 

enabled immigrants, including refugees, to enter the United States for refuge as an 

asylum country (U.S. Citizenship and Immigration Services, 2020). Early immigration 

laws did not limit the number of immigrants/refugees to resettle in the United States as 

long as they met the requirements of the admission process. The Quota Act of 1921 

changed the immigration policy by setting limitations on the amount of refugees who can 

enter the United States from other countries every year (Library of Congress, 1980). 

 A more comprehensive policy called the Refugee Act of 1980 was created in 

1980 to provide consistency and equity for the refugee admission process (Library of 

Congress, 1980). The Refugee Act of 1980 redefined the definition of refugee and 

established a systematic procedure of refugee resettlement that is still being used today 

(Library of Congress, 1980). As laws and policies have changed to support refugees, 

these individuals still have many needs that are not addressed throughout society, 

especially in schools.  

 Limited access to education and support for refugee students is a global issue 

frequently documented in literature. The needs of refugees are extensive, including more 

than cultural and language considerations which most of the previous literature discusses 

(Dryden-Peterson & Reddick, 2017; Reinking, 2019; Ryu & Tuvilla, 2018). The 

exclusion from research and educational policy fails to address the significant inequality 
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and limited accessibility of refugee education (Richardson et al., 2018). In an effort to 

establish more consistency and attainability in refugee education, the Global Education 

Strategy of 2012 was developed by the UN Refugee Agency (Richardson et al., 2018). 

This global framework outlines a plan to move education for refugees in refugee camps 

to a full integration of refugee learners into the national education systems (Richardson et 

al., 2018). These national supports can provide the guidelines and protocols, but there is a 

need for individual school districts to identify the educational challenges that exist when 

teaching refugee students (Dryden-Peterson & Reddick, 2017; Reinking, 2019; Ryu & 

Tuvilla, 2018). 

 There is an indivisible relationship between the racism, discrimination, 

xenophobia, and other related bigotry and the forced resettlement and mistreatment of 

refugees (World Conference, 2001). This racial injustice is the reason and the result of 

refugees’ forced displacement. Refugees have forced migration out of their countries due 

to fear of persecution for their race, ethnicity and nationality, religious, political opinion, 

or membership to a social group (UN Refugee Agency, 2021). Discrimination based on 

race, ethnicity, and gender begins with the systematic process of countries choosing 

refugees for resettlement in their asylum countries (Pittaway & Barttolomei, 2001). 

Refugees who are more likely to assimilate are a given preference in the selection for 

resettlement with their host countries (Pittaway & Barttolomei, 2001).  

 The injustices that occur prior to a refugee’s resettlement continue as they 

navigate through the many challenges they face in their asylum country (Pittaway & 

Barttolomei, 2001). Discrimination impacts many areas of a refugee’s life and can 

exacerbate negative health and wellbeing outcomes (Ziersch et al., 2020). Individuals 
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who are white by race have privileges over other races who have less accessibility to 

power and resources (Kendal, 2006). It is important to acknowledge that there are visible 

and invisible systems that perpetuate inequity (Kendal, 2006). 

 Finding housing is one of the first necessary requirements for refugees when they 

enter their asylum state. Globally, one of the biggest challenges that refugees face is 

homelessness (Lancione, 2016; Mitton, 2021). Homelessness and other poor outcomes 

such as job retention or illnesses make early intervention a critical act for these 

vulnerable individuals (Mitton, 2021). There is a need for more studies to understand the 

challenges that refugees face to establish more effective policies and strategies to help 

these individuals become more successful in their asylum country (Richardson et al., 

2018). 

 While this is a global issue, refugees face similar challenges in the United States, 

disproportionately living in poverty, which is a predictor of homelessness (National 

Center for Homeless Education, 2017). Therefore, refugee families are more likely to 

experience homelessness over non-immigrating families, yet local liaisons that provide 

support with homelessness use the same process to determine a refugee family's 

eligibility to get assistance as they do with other families (National Center for Homeless 

Education, 2017). Refugee families are expected to access the same information and 

provide information necessary to receive these supports, with challenges like language 

deficiencies, limited education records, and medical history reports (National Center for 

Homeless Education, 2017).  

 Education is often a key intervention when countries are faced with resettlement 

challenges (National Center for Homeless Education, 2017). Refugees are less likely to 
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succeed in school due to their delayed start to education, which is far behind other 

students (UN Refugee Agency, 2016).  Global statistics indicate that only 50% of refugee 

children are enrolled in primary school with that number decreasing to 25% of  refugee 

adolescents in secondary school (UN Refugee Agency, 2016). Displacement is one of the 

main reasons that refugees struggle to attend school (UN Refugee Agency, 2020). The 

challenges with accessibility to an equitable education makes refugees a marginalized 

population (UN Refugee Agency, 2020).   

 Once students are enrolled formal education, the challenges faced in schools limit 

their ability to achieve at the same rate as their peers (UN Refugee Agency, 2016). 

Refugees seeking education beyond secondary school face unique challenges. Only 3% 

of all refugees worldwide attend higher education institutions, creating a bigger gap in 

their overall academic attainment when compared to their non-immigrant peers (Unangst 

& Crea, 2020). These marginalized refugees are less likely to attend college, influencing 

their educational trajectory, especially compared to their non- immigrant peers (Unangst 

& Crea, 2020). It is important to further research refugee education to understand how to 

support the refugee students in the educational setting.   

Local Contexts 

 Currently the United States only takes about 1% of the total amount of the global 

resettlement refugees in 48 of its 50 states (United States Citizenship and Immigration 

Service, 2021). The United States Refugee Admissions Program (USRAP) is the federal 

referral process used to determine approval for people to enter the country as a refugee 

(United States Citizenship and Immigration Service, 2021). Every year, the Executive 

Branch officials review refugee situations/emergency situations, determine whether 
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program participation is viable, and discuss whether admission is justified by 

humanitarian concerns (United States Citizenship and Immigration Service, 2021). 

Children who were brought to the country when they are young are protected by the 

immigration policy called Deferred Action for Children Arrival (DACA) that allows 

some individuals a renewable two-year period of deferred action from deportation and 

work papers if they qualify (Biden, 2021). The Biden administration has revoked 

previous legislation that halted the entry of refugees to the U.S. allowing refugees respite 

in the country again (Biden, 2021). 

 When refugees enter the U.S. school systems, they are categorized as English 

language learners with distinctive language needs, but there are additional distinctive 

family and cultural backgrounds or life histories that also require consideration (Hooper 

et al., 2016). Throughout this study, the term English language learners is used as it 

includes the refugee population in schools. In 2018, five million English language 

learners were enrolled in United States schools, which was an 8.1% increase from the 

year 2000 (National Statistics for Educational Statistics, 2021). The increase in the 

number of English language learners in the U.S. schools continues and the question arises 

as to whether teachers are prepared to teach this population. 

 When considering the data of New Hampshire refugee students, it is not clear how 

many students are enrolled in New Hampshire schools. Data that is specific to refugee 

students is not collected in the New Hampshire state reporting because the refugee 

student population is included in the state data representation of the Limited English 

Proficiency section of reporting (U.S. Department of Education, 2021). In education, the 

exclusion of immigration or refugee status as a demographic descriptor limits the data on 
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the specific number of refugees that live in a specific area (Birman, 2005). The English 

Language Learners are identified as individuals who live in a non-English speaking home 

and have a native language other than English (Wissink & Starks, 2019).   

 The problematic representation of refugee students being listed only as English 

language learners, blurs the understanding of the amount of refugees in schools. English 

language learners are students who have native language other than English, while 

refugees have these language needs, they also many more complex needs (Borjas, 2011; 

Dryden-Peterson, 2016; Morland et al., 2013). Additionally, these English language 

learner students and refugee students vary in their place of origin, language, educational 

level, and other cultural factors (Borjas, 2011; Dryden-Peterson, 2016; Morland et al., 

2013). 

 Between 2013 and 2019, approximately 2,500 refugees relocated to New 

Hampshire from 30 different nations in Africa, Europe, Asia, and the Middle East (New 

Hampshire Department of Health and Human Services, 2016). It is documented that 

throughout New Hampshire there are students from various countries, speaking over 135 

foreign languages (Milligan, 2019). About 100-200 Afghan refugees were expected to 

enter New Hampshire for resettlement in 2021, in addition to the refugees that are already 

in the process of settling in the state (CBS Broadcasting Inc., 2021). With the number of 

refugees entering NH schools increasing, teachers that may not feel prepared to teach 

them.  

 Although refugees resettle in the state of New Hampshire every year, entering 

schools with various needs, there has been little research exploring the impact that has on 

the teachers in the mainstream classrooms (Milligan, 2019). Some of the risk factors that 
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accompany refugee students’ school success are limited or broken up formal education, 

poverty, low levels of parental educational attainment, and resettlement stress (Borjas, 

2011; Dryden-Peterson, 2016; Morland et al., 2013).  

 English language learners continue to enter mainstream classes and schools are 

tasked with ensuring that the needs of immigrants are met, including the specific needs 

of refugees in the classroom. Research has shown that specialized knowledge and 

instruction are necessary to teach English language learners effectively (Wissink & 

Starks, 2019). The assumption that these English language learners and refugee students 

are proficient in reading and writing in their native language cannot be presumed. This 

suggests that there is an even greater need for prepared and knowledgeable educators 

working with the English language learner population (deJong et al., 2013). 

 Language needs of refugees can be noticed by a lack of ability, while other needs 

may not as obvious to identify (Ryu & Tuvilla, 2018). Language and enrollment can be 

easily observed but some of the needs of refugee students present internally. Trauma or 

social emotional needs are sometimes hidden in refugee students but make a substantial 

influence in their lives (Reinking, 2019; Ryu & Tuvilla, 2018; Szente et al, 2006). An 

emotionally supportive classroom is defined as a classroom that has positive climate and 

support students’ social and psychological functioning, often created by the teachers 

(Moen et al., 2019). The refugee student’s performance has a strong correlation to the 

characteristics of the school system of their placement (The Organisation for Economic 

Co-operation and Development, 2015). 

 Teachers matter more than any other single factor in a refugee student’s learning 

(UN Refugee Agency, 2016). Quality teacher-student interactions are critical, especially 
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for early interventions with refugee students experiencing challenges in schools (Hughes 

& Kwok, 2007). The quality of teacher-student relationships has a positive influence on 

children’s current and future successes in school (Meehan et al., 2003). Although all 

teachers have a relationship with their students, the caliber and connection of those 

interactions makes a difference to their learning (Meehan et al., 2003). 

 According to Candappa and Egharevba (2000), schools are often the singular 

formal support offered to refugees and affect their ability to resettle with a sense of 

belonging. Refugee children generally face more challenges and adjustment issues in 

schools due to the complexity of their experiences (UN Refugee Agency, 2016). Rather 

than immigrating to a new country to improve their lives, they are fleeing their country to 

save their lives (Strekalova & Hoot, 2008). “The United Nations Declaration of the 

Rights of a Child” and the “1951 Convention Relating to the Status of Refugees'' outline 

the educational right of all refugee children, yet there is no formal program designed to 

equitably provide this to them (Unicef, 1989). 

 Teachers are responsible to educate all their students including refugee students. 

With the limited infrastructure and resources for refugee students, teachers are sometimes 

the only resource available to these children (UN Refugee Agency, 2016). The 

importance of a teacher in the refugees’ education is indicated in previous research 

(Szente et al., 2006; UN Refugee Agency, 2016), yet much of the research focuses on the 

refugee children and not if and how the teachers of refugees are prepared or trained to 

teach this diverse population. It is necessary for schools to understand refugee needs and 

identify how schools and educators can provide appropriate support in this process. The 
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goal of this research is to address the imperative social justice issue of making education 

more accessible to refugee students (Lockwood, 2010; Reinking, 2019). 

 Lockwood & Krajewski (2010) conducted a study to gather firsthand experiences 

of adolescent refugees within a southern school system in the United States. All 

respondents in this study indicated discontentment with their school environment and 

expressed thoughts of unfair treatment from their teachers (Lockwood & Krajewski, 

2010). It is important to consider the integration of the refugee students’ backgrounds 

when developing curriculum and practices in an effort to better support them within the 

classrooms (Lockwood & Krajewski, 2010). Lockwood and Krajewski (2010) state: 

“Results further support the literature indicating that there is a need for teachers to write 

curricula that incorporates the cultural, ethic, and economic background of children in 

their classroom” (p.71). This explains the need for further investigation into whether 

teachers are prepared and have been given training to meet the diverse needs of refugees, 

ultimately having an impact their self-efficacy to teach refugee students.   

Inclusion of in schools has been an adopted approach that has been increasingly used 

with refugees in the national educational system (Dryden-Peterson, 2020). There is a 

discrepancy between structural integration, which is described as the inclusion within 

global and national policies, and relational integration, the sociocultural process related to 

the individual's sense of belonging or connectedness (Dryden-Peterson, 2020). Youth use 

the world around them, including their race, ethnicity, gender, and social class, to 

establish a sense of being and identity (Rubin, 2007). There is an irreconcilable 

difference between what refugees learn in school and their experiences as citizens in 

school and outside of it (Dryden-Peterson, 2020). This further marginalizes refugees and 
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may influence their participation in future economic opportunities. (Dryden-Peterson, 

2020). 

 By the first decade of the 21st century, schools tried to address the increasingly 

diverse student population with culturally responsive teaching and curriculum integration 

(Walter, 2018). Culturally responsive teaching provides opportunities for all learners and 

educators to learn about themselves and others (Walter, 2018). Culturally responsive 

teaching and curriculum integration can positively affect learning in a diverse classroom 

(Hsiao, 2015; Leeman & van Koeven, 2019; Strekalova & Hoot, 2008; Timm, 2016; 

Walter, 2018). The needs of refugee students are complex and understanding whether 

teachers feel prepared and trained to teach refugees is important (Davila, 2012; 

Lockwood & Krajewski, 2010; Reinking, 2019; Szente et al., 2006; Zepinic et al., 2012). 

Refugee children enter the United States from various countries making them a 

heterogeneous, diverse student population (Moore, 2017). Refugees are an overlooked 

population and studies done on refugee education in New Hampshire are 

scarce.  Therefore, this current study will bring to light to how schools, administrators, 

and teachers can support refugee students in their schools. As the number of refugees 

continue to enter New Hampshire schools, it is important that schools and teachers feel 

prepared to work with refugees as they navigate through many adversities presented in 

their educational experience.  

Advocacy and Ethics 

 The ethics of care approach within this research project promotes the necessary 

consideration of refugee needs for this underprivileged and underserved population. One 

of the focuses of ethics of care is the moral prominence that addresses meeting the needs 
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of others and the responsibility that one has to care for other individuals (Held, 2006). 

Therefore, leaders and school personnel have a responsibility to address refugee needs by 

advocating for their equity in education. 

 There are not organizations that focus solely on the children within refugee 

families. Organizations such as Ascentria and International Institute of New England 

provide advocacy and support for families, including children, but resources are not 

specific to them (Ascentria, 2021; National Institute of New England, 2021). Schools are 

imperative in providing services for these refugee students, therefore impacting their lives 

from within their classrooms. Teachers are some of the most impactful people in a 

refugee’s education in the asylum country (UN Refugee Agency, 2016).  It is important 

to determine teacher’s feelings of preparedness when working with refugee students to 

assist school districts in developing professional growth in instructional strategies for 

refugee learning. Schools are one of the primary organizations that support refugee 

children, providing them socialization as they acclimate to a new country (Sullivan & 

Simonson, 2016). Schools are critical in a refugee’s transition and sometimes are their 

sole link to the community around them (Birman, 2005). 

 Stakeholders for this level of advocacy could include The Department of 

Education, local schools, New Hampshire policy makers and local school boards to 

ensure that refugee students are included in policies, curriculum, and educational training 

for staff. School boards and administrators in schools would need to consider budgets, 

how teachers are trained, and curriculum decisions. Teachers and curriculum specialists 

will need to understand the needs of refugees to develop educational tools, instructional 

practices, and curriculum. The goal of this advocacy plan is identify and understand if 
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teachers of refugee students feel prepared and/or have the training needed to meet the 

needs of those students in their classrooms. The results from this study will provide an 

initial understanding of how teachers feel about teaching refugee and guide their 

advocacy for refugee education. 

  An ethical dilemma may emerge within this area of research due to the specific 

challenges that refugees face in their resettlement to their asylum country. Yu and Lieu 

(1986) suggested that refugees have legal rights and protections in their asylum countries, 

yet still may feel vulnerable from their previous life experiences. An additional ethical 

dilemma that may arise when researching the topic of refugees and their education is their 

varied representation in the area of their resettlement. Limited representation can impact 

the specific supports provided to this underserved refugee population.  

 The researcher is an administrator with 16 years of educational experience in K-

12 public schools.  Through peer discussions and networks with other administrators, the 

topic of refugee education became a topic of concern at the schools that they work in 

throughout New Hampshire. The number of refugees entering the state of New 

Hampshire shows an increasing trend since the revision to the United States’ annual 

refugee admissions cap in 2021 (Biden, 2021). With the increased number of refugees 

entering New Hampshire, this researcher anticipates that more districts will have more 

refugee students entering their mainstream classrooms. The hope is that this study will 

provide an initial understanding of how to increase access to an equitable education for 

refugee students. 
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Focused Problem of Practice 

 Refugee students enter their new country with different cultural experiences, 

often-traumatic events that require specific teaching strategies. Instructional practices and 

approaches to meet the needs of refugee students are important to their learning, yet it is 

unknown whether teachers feel prepared to meet these needs. There are challenges that 

teachers face with meeting the needs of each of their refugee students, and there is a gap 

in understanding if training or professional development impacts their feelings of 

preparedness (Coady et al., 2011; Gozpinar, 2019; Sandra & Ravinder, 2012). 

 Maslow’s hierarchy of needs states that a person’s physiological and safety needs 

must be met before relationships and learning can occur (McLeod, 2020). Reinking 

(2019) asserted that there is an urgency for districts, schools, administrators, and teachers 

to attend to the physiological and safety needs of students by ensuring that teachers are 

knowledgeable and responsive to the diversity within their classrooms. Refugee students 

are often several years behind their peers in their academic achievement, due to their 

struggle with language proficiency and the demands of meeting school expectations 

(Davila, 2015). Davila (2015) stated that a substantial challenge that refugee students’ 

face is learning content material while simultaneously learning the culture and the 

language of their asylum country. 

 Fredericks et al. (2004) identified common themes in previous literature that 

focused on the role of schools, classroom and individual factors, classroom structure, and 

student beliefs. These relevant elements do not address how influential the outside factors 

of a student’s life, such as poverty, trauma, and race can change their willingness and 

ability to connect with their teachers or school (Fredericks et al., 2004). The United 
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Refugee Agency reports that about 48% of all school age refugee children are not 

enrolled in school, with that percentage decreasing to 31% for secondary school age 

children (UN Refugee Agency, 2020).  High schools across the United States have 

challenges with identifying what factors are contributing to the low enrollment and 

attendance of refugees in schools. 

 Literature supports that teacher preparation and an understanding of refugee 

student needs is important to refugee learning (Buetel, 2018; Cruickshank, 2004; Dryden-

Peterson & Reddick, 2017; Hsaio, 2015; Nagasa 2014; Ryu & Tuvilla, 2018; Sullivan & 

Simonson, 2016; Szente et al., 2006; Walter, 2018). The benefits of effective 

instructional practices and approaches to meet the needs of refugee students are important 

to their learning, yet it is unknown whether teachers feel and are prepared to meet these 

needs (Hsiao, 2015; Leeman & van Koeven, 2019; Strekalova & Hoot, 2008; Timm, 

2016; Walter, 2018).  While there is research that identifies the challenges refugees face 

within schools, there is a gap in understanding if teachers feel prepared to teach refugees, 

ultimately having an impact their self-efficacy. Additionally, identifying if training or 

professional development were given to these educators and if there is a relationship 

between their feelings of preparedness and these trainings (Dryden-Peterson & Reddick, 

2017; Reinking, 2019; Ryu & Tuvilla, 2018). 

 The purpose of this research is to explore teacher's preparedness and their self-

efficacy to teach refugee students in their secondary classrooms. This improvement 

research will focus on whether teacher in-service training or professional development 

directly affects their teacher's feeling of preparedness to teach refugees.  
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Central Research Questions: 

 How prepared do teachers feel to teach refugee students in their mainstream 
secondary classroom?  

 Were in-service training or professional development provided to teachers: 
 a. to teach refugee students in the mainstream secondary classroom?  
 b. in the areas of cultural responsive teaching   
 c. emotional intelligence? 

 What is the relationship, if any, between teacher preparedness, self-efficacy, and 
professional training when teaching refugee students? 
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Chapter Two: Review of Knowledge for Action 

 Refugees differ from typical immigrants that leave their country of origin by 

choice. The 1952 Refugee Convention defined a refugee as someone who is unwilling or 

unable to return to their country of origin to flee war, violence, conflict, or fear of 

persecution (UN Refugee Agency, 2020). The legitimate fear of persecution for reasons 

of race, race, religion, nationality, and membership of a particular social or political 

group makes these types of immigrants a more vulnerable population entering new 

countries with an international need for protection (UN Refugee Agency, 2021). 

 The number of individuals categorized as a refugee is estimated to be about one in 

122 people, globally (United Nations, 2015). In 2021, the Biden administration had 

pledged to admit 125,000 refugees into the United States for refuge (Monin et al., 2021). 

With the increasing number of refugees in the United States, schools will have an 

increase of this student population entering their classrooms. Schools are a critical part of 

a refugee’s resettlement process, providing most of their socialization and support 

(Candappa & Egharevba, 2000; Sullivan & Simonson, 2016). Candappa and Egharevba 

(2000) stated that schools are often the only agency that offers formal support to refugee 

children. Within schools, the teachers are some of the most important influences in a 

refugee’s education (Richardson, et al., 2018). Refugees enter their asylum countries with 

many needs and it is critical to have a better understanding of how schools and educators 

can be supportive to this population (Reinking, 2019; Ryu & Tuvilla, 2018; Szente et al., 

2006).  

 In the state of New Hampshire, as well as other states, data that specifically 

represents refugees is not collected (New Hampshire Department of Health and Human 
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Services, 2016). The refugee student population is included in the state data 

representation of the Limited English Proficiency section of reporting (New Hampshire 

Department of Education, 2021). There is minimal research completed solely using the 

refugee population in educational studies. Refugees are included in the English language 

learner categorization for data; therefore, the literature review will include these studies. 

Theoretical Framework 

 There are diverse challenges that refugees face within schools and their 

community that can impact their success at school (Dryden-Peterson & Reddick, 2017; 

Reinking, 2019; Ryu & Tuvilla, 2018). In order to fully grasp the theoretical framework 

of this study, it is necessary to understand the cultural, social emotional, and school 

engagement needs of refugee students when they enter their asylum schools. Further 

investigation into culturally responsive teaching strategies can better support refugee 

learning (Hsiao, 2015; Leeman & van Koeven, 2019; Strekalova & Hoot, 2008; Timm, 

2016; Walter, 2018). In addition, it is important to consider a teacher’s emotional 

intelligence when working with refugee students and whether they feel prepared to teach 

them.  Ultimately, this feeling of preparedness or competency can promote a teacher’s 

self-efficacy (Bandura, 1977). This research study will look at how prepared teachers feel 

to teach refugees, whether they received training, and if this training impacts their 

feelings of self-efficacy to teach refugee students.  

Self-Efficacy Theory 

 Bandura (1977) described self-efficacy as the belief people have of their own 

capability within a situation. The way individuals see themselves can affect the way they 

think, behave or feel about a task. The perception of oneself serves as a lens that can 
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create or strengthen the view of personal effectiveness, the choices made when 

completing the task, the amount of effort put forward, and length of persistence through 

challenges (Bandura et al., 1977). The self-efficacy theory states self-efficacy directly 

and indirectly influences behavior and the belief to succeed in a situation (Bandura, 

1977). 

 Bandura (1997) also stated that self-efficacy is different from self-esteem, which 

can sometimes be mistakenly interchanged vocabulary. Self-esteem measures a person’s 

feeling of self-worth, while self-efficacy measures a person’s belief of their own 

capabilities. It is a judgment of the ability to complete a task and can play an important 

role in an individual’s behavior. The self-belief of a person can impact goals, outcome 

expectations, and the perception of challenges or opportunities in a social setting 

(Bandura 1977, 1997). Bandura (1997) stated the following about the implications of 

self-efficacy: 

 People’s beliefs about their capabilities affect what they choose to do, how much 

effort they mobilize, how long they will persevere in the face of difficulties, whether they 

engage in self-debilitating or self-encouraging thought patterns, and the amount of stress 

and depression they experience in taxing situations. When people lack a sense of self-

efficacy, they do not manage situations effectively, even though they know what to do 

and possess the requisite skills (p 9). Therefore, further investigation should be done on 

the relationship between the self-efficacy of teachers and impact of training.  

Sources of Self-Efficacy  

 The self-efficacy theory asserted there are four sources used to evaluate self-

efficacy beliefs: enactive mastery experiences, observation of others, persuasion, and 
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physiological and affective states (Bandura, 1977). Enactive mastery is the most 

influential source of efficacy because it is built up on the previous successes or failures of 

a situation. When a person obtains personal evidence, it affects thoughts of competence 

(Artino, 2012). Personal experiences have a strong influence on efficacy beliefs but 

observations of others’ successes and failures can also alter the self-efficacy of a person. 

These vicarious experiences can affect the observer’s willingness to put forth effort and 

persist through a situation (Bandura,1977). Observations are less effective than having 

the personal experience in building self-efficacy. Additionally, verbal persuasion from 

others can contribute to self-efficacy. These positive affirmations and words of 

encouragement can result in an increased self-efficacy (Bandura, 1977). Lastly, personal 

reactions that are obtained during a task can positively or negatively influence efficacy 

belief (Bandura,1977). The way one’s body or mind reacts to situations creates a mindset 

for their efficacy belief. Two sources of efficacy are more significant than using one 

alone (Artino, 2012). Building teaching skills and strategies to work with refugee 

students can increase their confidence to meet the needs of their refugee 

students. Bandura (1997) asserted that self-efficacy is a person’s belief of how well they 

can execute a plan of action in prospective situations.  

Self-Efficacy Related to Teaching 

 A teacher’s perception and attitude will influence their confidence in their ability 

to teach (Tschannen-Moran & Hoy, 2001). Mastery experiences are one of the most 

important contributing factors to developing self-efficacy. When one is successful at an 

action, they strengthen their self-efficacy but failure within a task lessens their efficacy 

(Bandura, 1977). Teachers who have been given training or professional development 
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have exposure to the skills that, when practiced, will ultimately build their confidence to 

expand on their teaching ability (Aybek & Aslan, 2019).   

 Previous practices, experiences, and skills can build a teacher’s confidence and 

success in teaching their students.  Vicarious experiences occur when a person sees 

similar people being successful with an act, boosting their perception of capabilities to 

succeed in comparable activities (Bandura, 1977). Additionally, if teachers are not seen 

as successful at a task, the self-efficacy of the observer can be negatively impacted by 

this observation. When teachers have participated in personalized training, they can 

model their effective strategies and skills to other educators.  

 Social persuasion is a third way of strengthening a person’s belief that they can be 

successful (Bandura, 1977). Teachers can have verbal persuasion to believe that they 

have the capability to succeed in teaching refugees. Building strong professional 

development opportunities and having support from their school administration can 

strengthen their efficacy to teach refugees. When considering the self-efficacy model for 

teaching refugees, it is important to understand that each of these sources of self-efficacy 

are not as effective when used in isolation 
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Figure 2.1  

Self-Efficacy Model 

Note. Developed based on Badura’s: self-efficacy theory (Bandura, 1977). 

Refugees in Schools  

 Until recently, literature on immigration has not included a focus on forced 

migration and the many experiences that are distinctive to the refugee population 

(Matthews, 2008). The needs of refugees are extensive, there are more considerations 

other than cultural and language challenges as most of the previous literature discusses 

(Lockwood & Krajewski, 2010; Peterson & Reddick, 2017; Reinking, 2019; Ryu & 

Tuvilla, 2018; Sullivan & Simonson, 2016; Szente et al., 2006). This exclusion from 

research and educational policy fails to address the significant inequality and the 

accessibility of refugee education. 

  The lack of research creates more gaps and has an impact on a refugee's 

educational integration into American schools. As of 2021, more than 900,000 refugees 

have sought asylum status in the United States, yet much of the research on refugee 

education has been conducted in other asylum countries (UN Refugee Agency, 2021). 
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There is an urgent need for more research in the U.S., specifically in the area of education 

to determine which supports are necessary to promote a positive education trajectory for 

refugee students (UN Refugee Agency, 2021).  

 In an exploratory study, Lockwood and Krajewski (2010) collected narratives 

from refugee adolescents to gain a better understanding of their educational experience as 

students in the United States. These interviews were conducted with a language 

moderator to avoid misunderstandings with the collection of data. All responses from the 

refugee adolescents indicated discontent with their school environment and treatment 

from their teachers. One of the responses describes a refugee student feeling like their 

teacher treats them unfairly when compared to peers in their classroom. These refugee 

participants felt bullied by their teacher when these refugee students asked for teacher 

support. The teacher’s attitude made them avoid contact with them and caused them to 

refrain from participating further in class (Lockwood & Krajewski, 2010).  

 Lockwood and Krajewski (2010) reported that there is a need to better equip 

teachers in the American school systems to address the culturally diverse needs of 

refugee students (Lockwood & Krajewski, 2010). While the sample size was too small to 

generalize, it still indicates a need for further research on the adolescent refugee 

population in schools and the impact of educators on their success. Refugees are placed 

into a school environment that many have not experienced in their birth country. It is 

important that teachers understand the supportive strategies and strong instructional 

practices that are essential to support these students (Leeman & van Koeven, 2019; 

Sullivan & Simonson, 2016; Szente et al., 2006; Taylor & Sidhu, 2012). Refugees who 

enter a new country have many language needs and are at different stages of development 
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(Abou-Khalil et al., 2019).  Identifying these specific needs of refugees is critical in 

designing language learning tools that support their language acquisition (Abou-Khalil et 

al., 2019). 

Empirical Analysis 

Refugee School Engagement  

 To fully comprehend the complexity of student engagement, it is necessary to 

have a common understanding of the definition of the term. There are more than 15 

different names, definitions, and models of student engagement, differing in elements and 

design (Appleton et al., 2008). Engagement is presumed to be adaptable and factors of 

change in the environment can alter it. Fredricks et al. (2004) concisely categorizes 

school engagement in three major components: behavioral, emotional, and cognitive. 

Fredericks et al. (2004) identifies common themes in previous literature that focused on 

the role of schools, classroom and individual factors, classroom structure, and student 

beliefs. These relevant elements do not address how influential the outside factors of a 

student’s life; such as poverty, trauma, and race can change their willingness and ability 

to connect with their teachers or school.Refugees are one of the biggest at-risk 

populations for low enrollment in schools. High schools across the United States are 

faced with the challenge of identifying what factors are contributing to the low 

enrollment and attendance of refugees in schools.   

 Ryu and Tuvilla (2018) utilized interviews of 10 former Burmese refugee 

adolescents, using their lived experiences to understand their experiences of migration 

and schooling. The interviews completed by Ryu and Tuvilla (2018) showed that these 

refugees were aware of their marginalized position in the United States due to their 
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limited English language proficiency, ethnicity and race, and refugee status. In the story 

reflections, three of the study participants shared their experiences of bullying and 

marginalization from peers and teachers (Ryu & Tuvilla, 2018). One of the individuals in 

this study by Ryu and Tuvilla (2018) reported that their teacher acted differently if a 

White student went up to them. The student shared that this response caused them to 

refrain from asking questions to the teacher. The results from these refugee narratives in 

this study help portray the challenges that refugee students face in schools.  

 A similar study was completed on refugee students' ability to engage in school 

was conducted by Abu-Amsha and Armstrong (2018). There were 12 Syrian refugee high 

school focus groups established to gather information on the indicators that influence 

their resilience to attend school. Additionally, there were observations and interviews 

conducted with teachers that worked directly with these students.  Amsha and Armstrong 

(2018) acknowledged that there are challenges that go beyond academics when 

considering the refugee students' engagement in formal education. Multiple refugee child 

focus group participants shared their stories that include emotionally difficult experiences 

with attending school (Amsha & Armstrong, 2018).  

 The study by Amsha and Armstrong (2018) showed that the multifaceted 

experiences of a refugee would contribute to the refugee student's view of school or their 

resilience in attending it. Half of the refugee participants had dropped out of school 

during the research study and did not have the resilience to continue their education. 

Findings by Abu-Amsha and Armstrong (2018) confirm that it is difficult for refugee 

students to engage and continue their education in schools, especially secondary ones. 
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This is due to the combination of their beliefs about school and the difficulties they face 

as students in their asylum schools (Abu-Amsha & Armstrong, 2018).    

Social Emotional Needs of Refugees 

 Refugees often come to school with stress from living in poverty (UN Refugee 

Agency, 2021). Children living in financial distress are more likely to have a high 

allostatic load. Allostatic load is the measurement of the wear and tear of the regulatory 

systems in the brain and body (Robertson et al., 2017). A systematic review completed by 

Szanton et al. (2015) analyzed previous literature to determine the impact that a low 

socioeconomic status has on an individual’s allostatic load. 

  Szanton et al. (2015) found that people with a low socioeconomic status have a 

higher allostatic stress load than their peers in better financial brackets. One of the most 

effective predictors of physical health is the level of their chronic stress (American 

Psychological Association, 2018).  The stressors related to poverty can impact the health 

of the individuals, ultimately impacting the ability for children to engage in school 

(Sullivan & Simonson, 2016; Szanton et al., 2015). Language and enrollment can be 

observed but some of the needs of refugee students present internally. The trauma or 

social emotional needs are sometimes hidden in refugee students but make a substantial 

influence in their lives (Reinking, 2019; Ryu and Tuvilla, 2018; Szente et al, 2006).  

 An emotionally supportive classroom is defined as a classroom where teachers 

create a positive climate and support students’ social and psychological functioning in the 

classroom (Moen et al., 2019). Moen et al. (2019) conducted an analysis of variance to 

compare students that have emotional support to those who do not have emotional 

support in early learning classrooms. The findings suggest that high quality classrooms 
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can serve as a protective factor for at-risk children. The research of Moen et al. (2019) 

displays the direct connection between positive classrooms with high levels of emotional 

support can help encourage the development of positive student–teacher relationships, 

and ultimately a positive educational experience for children with these types of risk 

factors. 

 Szente et al. (2005) conducted a quantitative study using interviews with 26 

families of refugee children to examine their needs.  In addition, the study included the 

educators who work directly with refugee children to observe their classroom experiences 

with refugee students. The families disclosed their thoughts about sharing past 

experiences and deemed it not necessary to share traumatic experiences but advocated for 

equal education for their refugee children. Furthermore, families expressed discomfort 

with the school response of offering counseling services. Szente et al. stated that it is not 

common for therapy and psychological support in their country. 

  This quantitative study by Szente et al. (2005) found that it is critical to consider 

the basic learning strategies, information on children's cultural backgrounds, 

modifications in academic learning and testing, as well mental health services when 

working with refugee children and families (Szente et al., 2006). Teacher training and 

professional development can give the teachers strategies and skills necessary to meet the 

social emotional needs of refugee students in their classroom environment.  

 A meta- analysis completed by Fazel et al. (2005) with 7,000 refugee adults and 

260 refugee students in Western Countries indicated that Post Traumatic Stress Disorder 

was 10 times more prevalent in refugee children than American children of the same age 

group. This study reported that 11% of these participants' refugee children were dealing 
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with emotional recourse from their previous experiences. There are several factors that 

impact whether refugee children will receive services to support this psychological need 

but school participation is associated with resilience in refugee youth (Montgomery, 

2010). With those known adverse effects, school can be an extremely important 

protective factor for these at risk children. Therefore, it is imperative that schools find 

ways to connect students to their teachers, peers, and school (Fazel et al., 2005).  

Conceptual Framework 

 Teachers may attribute their feelings of preparedness with their training and 

professional development, affecting their self-efficacy to teach refugee students. The self-

efficacy theory will assist this researcher to evaluate if teachers feel they have the ability 

and confidence to teach refugee students. Through the lens of this conceptual framework, 

this study will look at whether teachers have been trained in cultural responsive teaching 

and/or Emotional intelligence and the impact that has on their self-efficacy. This self-

efficacy can affect their ability to meet the diverse needs of refugees.  

These relationships are illustrated in figure 2.2. 
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Figure 2.2  

Conceptual Framework of Teaching Refugee Students 

 

Culturally Responsive Teaching  

 Refugees may experience challenges in the resettlement process that include: 

language acquisition, unfamiliar cultural and belief systems, and environmental 

experiences that differ from what they know (Bennouna et al., 2021). This 

multidimensional process of cultural exchange and transformation is acculturation. 

Acculturation occurs as the cultures of refugees interact with the host country’s culture 

(Bennouna et al., 2021; Sam & Berry, 2010). Acculturation can be difficult as refugees 

form their cultural identities, which are often based on place, race, ethnicity, and religion, 

and may lead to encounters of discrimination based on these factors (Bennouna et al., 

2021). Refugee students who have cultural or language factors that differentiate them 

from their mainstream peers are at risk for having their actions misinterpreted or judged 

unfairly (Cartledge & Korea, 2008). 
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 Schools and educators should understand acculturation process when teaching and 

developing curriculum for students (Bennouna et al., 2021). Additionally, they should 

promote inclusion and bolster protective factors to assist this marginalized population 

assimilate to their new environment (d’Abreu et al., 2019). The growing need for 

educational practices that include cultural awareness and inclusion is evident (Hsiao, 

2015; Leeman & van Koeven, 2019; Strekalova & Hoot, 2008; Timm, 2016; Walter, 

2018). Culturally responsive instruction is pedagogy that acknowledges the importance 

of the awareness of cultural differences in all learning (Cartledge & Korea, 2008). 

Implementation of culturally responsive instructional practices can ensure equity to 

refugee students but also positively impact all students in the classroom (Hsiao, 2015).   

 Reinking (2019) completed a literature review from 2009-2019 analyzing 75 

articles with similar refugee education themes. The researcher used guided questions to 

establish topics about refugee student experiences, teacher training, and how schools 

address these needs. Through the investigation of these overarching themes, Reinking 

(2019) identified three major areas that influence refugee education.  

 The areas that were most impactful to refugee students' success in schools were 

their background factors, sense of community, and family engagement. Schools can 

address all of these areas by developing policies and practices that provide these supports 

to this student population. Reinking (2019) argues that this review speaks to the intense 

need for teacher training and the urgency of putting it into practice for teaching refugee 

students. Reinking further suggests that policy changes should be considered to ensure 

that professional development and support are put into place not just in teacher pre-

service coursework.  
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 Educators who realize the cultural differences, set high expectations, and set goals 

that align with their student's background are key in culturally responsive pedagogy 

(Daniel & Zybina, 2018). A culturally responsive teacher can contribute to the success of 

a refugee at school and training in this area can ensure refugees’ needs are being 

addressed. School provides security for refugee students and teachers who are well- 

trained and are willing to educate themselves, aids in the adjustment of the school 

experience for these students (McBrien, 2005). 

 Hos and Kaplan-Wolff (2020) conducted a yearlong ethnographic study on the 

experiences of English Language Learners in an urban secondary public school in the 

United States. Using the analysis of classroom observations, interviews with students and 

their teacher, and classroom videos, these researchers investigated the cultural responsive 

pedagogy of the educators within an English language learner classroom. Additionally, 

200 classroom artifacts were collected to evaluate materials and student work that was 

adapted for this student population. One of the key focuses of this study was to have a 

better understanding of how refugees and immigrant students navigate through 

standardized curriculum. The student population used in this study ranged in ages from 

13 to 18, migrating from three main countries with an average of four years of formal 

education. The educator in this study held an English degree and a Teaching English to 

Speakers of Other Languages degree.  

 Hos and Kaplan-Wolff (2020) found that scripted curriculum used in schools has 

a need for adjustment to meet the complex needs of English language learners. The study 

results indicated that teacher created curriculum with meaning and relevance to the 

learner can contribute to the positive adaptation of these students in the US education 
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system. In contrast, the skill driven school wide programs focused on tasks and were not 

relevant to the lives of these students in the program. Cultural responsive considerations 

made the students more engaged in their learning (Hos & Kaplan-Wolff, 2020). 

 This study confirms the importance of educators finding ways to respond to 

include pedagogy that considers the education and cultural background of their students, 

especially refugees. Without including their thoughts and values in their school 

experience, it can disempower them (Hos & Kaplan-Wolff, 2020). Therefore, teachers 

and schools should their pedagogical adapt strategies and skills to connect previous 

knowledge/experiences with new learning (Hos & Kaplan-Wolff, 2020). 

Emotional Intelligence 

 Mayer and Salovey (1997) defines emotional intelligence as “the ability to 

monitor one's own and other feelings and emotions, discriminate among them and use 

this information to guide one's thinking and actions” (p. 189). Intrapersonal (emotional 

self-awareness, self-regard, assertiveness, independence and self-actualization); 

interpersonal (empathy, social responsibility and interpersonal relations); adaptability 

(reality testing, flexibility and problem solving); stress management (stress tolerance and 

impulse control); and general mood (happiness and optimism) (Bar-On, 2006). This 

ability to identify, use, and regulate emotions can influence thinking and decision making 

(Mayer & Salovey, 1997).  

 Krishnan and Awang (2020) suggest that emotional intelligence is one of the most 

important personal competencies that a teacher can possess.  It is critical for educators to 

expand their Emotional intelligence since they work with students from different 

backgrounds (Krishnan & Awang, 2020). Emotional intelligent educators can provide a 
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caring, accepting environment that can enhance learning and teacher effectiveness 

(Cotezee & Jensen, 2007; Hassan et al., 2015). Teachers play a key role in developing the 

character of their students and need to be equip with the skills to help their students 

navigate through the issues that arise in their lives (Edannur, 2010).    

 Two of the most essential teacher attributes that promotes student learning 

positives effects on students are self-efficacy and emotional intelligence (Valiente et al., 

2020). Cultural differences and perspectives from within the classroom can provide 

educational opportunities that enhance learning but not all teachers have the self-efficacy 

to teach students from various cultures (Choi & Lee, 2020). Valiente et al., 2020 

employed an exploratory study using questionnaires and scales to collect data on 

teacher’s perceptions of their emotional intelligence ability and self-efficacy. Through the 

utilizations of data that was collected on school teachers in grades 5-12 in Portuguese 

public schools, Valiente et al., 2020 aimed to determine the relationship between 

emotional intelligence ability and self-efficacy.  

 Valiente el al., 2020 found a positive correlation between emotional intelligence 

abilities and teacher self-efficacy. These study results indicated that teachers with greater 

abilities to understand their own emotions and internalize their ability to regulate these 

emotions had increased teaching efficacy. Educators with skills to understand emotions 

can perceive the emotions of their students better, enabling them to adapt their teaching 

practices to improve student learning and achievement (Valiente el al., 2020). A teacher’s 

knowledge is not enough in today’s society (Edannur, 2010). It is essential for educators 

to have an emotional intelligence skill set that includes empathy, self-control, optimism, 

stress tolerance, self-regard, flexibility, and emotional awareness (Edannur, 2010). She 
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further explains that it is not possible to have equality education without Emotion 

Intelligence. Therefore, it is essential for teachers to develop their emotional intelligence 

(Adeyemo et al., 2014; Edannur, 2010; Krishman & Awang, 2020).  

 A similar qualitative study conducted by Kostic-Bobanovic (2020) explore the 

self-efficacy and Emotional intelligence of novice and experienced elementary, 

secondary, and university English language learner teachers in Europe. The results 

indicated a positive correlation between emotional intelligence and self- efficacy with 

English language learners, with more experienced teachers scoring higher than novice 

ones in these areas. Kostic-Bobanovic (2020) advocate for ways to enhance efficacy of 

teachers. The researcher advised that improvements to training programs should be 

considered to build teacher efficacy, ultimately improving their ability to effectively 

teach.  

 Teachers are likely to integrate their own emotional intelligence into their own 

perception of their level of self- efficacy (Wu et al., 2019). A qualitative study by Wu et 

al. (2019) confirmed this by completing a study to determine the relationship between 

emotional intelligence, self-efficacy, and teacher performance. Wu et al. reported that 

high level of emotional intelligence lead to high levels of self-efficacy and better teacher 

performance. The correlation between Emotional intelligence and self-efficacy suggest 

the need for more teacher training in these areas.  

 Kotsou et al. (2011) evaluated how effective emotional intelligence training 

interventions can improve an individual’s emotional intelligence score. In this study, the 

participants increased their emotional intelligence scores by an average of 21%, with only 

a few weeks of training. The effects of these types of interventions lasted at least a year 
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and resulted in additional improvements of the participants’ physical and psychological 

well-being. Perry et al., 2004 suggest that emotional intelligence skills can be taught and 

individuals can improve their competence in each area of emotional intelligence.  The 

extensive needs of refugee students in schools require teachers who have been trained 

with strategies and skills to meet their academic, social-emotional, cultural, and health 

needs (Daniel & Zybina, 2018; Davila, 2012; Reinking, 2019; Ryu and Tuvilla, 2018; 

Szente et al., 2006).  

Stakeholder and Organization Data  

 Some of the organizations within New Hampshire that provide support and 

resources to refugees are Ascentria Care Alliance and the International Institute of New 

Hampshire (New Hampshire Department of Health and Human Services, 2016). Some of 

the services that are offered to refugee families includes: case management, refugee cash 

assistance and refugee medical assistance, employment services, school contractors, and 

community support for elderly refugees (New Hampshire Department of Health and 

Human Services, 2016).  There is a limited amount of organizations that focus solely on 

the children within refugee families. Schools are imperative in providing services for 

these refugee students and it is necessary to determine the needs of educators to help 

them further support these students within their classrooms (Mehak & Anderson, 2018; 

Sandra & Ravinder, 2012; Sziente et al., 2006).  

 The organizations that could be included in this advocacy for change include NH 

policy makers and local school boards to ensure that refugee students are included in 

policies, curriculum, and educational training for staff. School boards and administrators 

in schools would need to consider budgets, how teachers are trained, and curriculum 
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decisions. Teachers and curriculum specialists may benefit from this research as they 

develop educational tools, instructional practices, and curriculum for refugees. 

 This researcher is an educator and administrator who has a vested interest on 

equitable education that is inclusive to all students in New Hampshire schools. As a 

resident in a city with high refugee population, this researcher has firsthand knowledge of 

witnessing the complexities of refugee education.  

Summary  

 There is a critical need for quality teacher-student interactions, especially to 

intervene early with refugee students experiencing a challenge (Meehan et al., 2003). The 

quality of teacher-student relationships has a positive influence on children’s current and 

future successes in school (Meehan et al., 2003). Although all teachers have relationships 

with their students, the caliber and connection of those interactions makes a difference. 

Teachers are one of the most influential factors in a refugee’s learning (UN Refugee 

Agency, 2016). It is important to gain the perspectives of individuals who work with this 

population in different capacities in order to highlight ways to improve refugees’ school 

experience, which ultimately affects their learning. Results from this study may provide 

information that teachers and schools can use to create supports for refugees in schools.  

 The equity and opportunity gaps of a refugee student’s education is evident in this 

review of literature. There is a lack of information on whether educators feel prepared to 

teach refugees and limited research on whether professional development can better 

prepare them for it (Stewart, 2011). Refugees continue to maneuver through educational 

classes with teachers who may not have the training reach them effectively (Beutal & 

Tangen, 2018; Gay 2013; Szente et al. (2006). This problem impacts more than the 
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refugee students, branching out to communities and it has global implications. The 

research will examine feelings of teacher preparedness and investigate if there is a 

correlation between those feelings and professional development in areas proven to build 

self- efficacy, such as cultural responsive pedagogy and emotional intelligence. This 

study will contribute to a deeper understanding of how teacher efficacy is related to 

teacher training or professional development to teach refugee students.  
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Chapter Three: Methods and Design for Action 

 Throughout this chapter, the methodology and research design is discussed in 

detail to include the research method, design structure, data sources, instrumentation, data 

analysis, and evaluation. Refugees enter schools with language, cultural, social-

emotional, and academic needs that require effective instructional practices from 

educators to meet their needs (Cartledge & Korea, 2008; Daniel & Zybina, 2018; Hsiao, 

2015). It is unknown whether secondary teachers feel prepared to teach refugees in a 

mainstream secondary classroom. Although training and professional development have 

been proven to be effective, there is scant evidence on whether there is a relationship 

between this and their self-efficacy to teach refugees (Hsiao, 2015; Leeman & van 

Koeven, 2019; Strekalova & Hoot, 2008; Timm, 2016; Walter, 2018). From a local 

context, New Hampshire schools continue to enroll refugees and understanding how this 

impacts a teacher’s ability to teach effectively is critical.  

Study Purpose and Design  

 The purpose of this study was to investigate whether teachers feel preparedness to 

teach refugees in their mainstream secondary classroom. In addition, this study aimed 

determine if there is a relationship between a teacher’s self-efficacy and whether they 

have had professional development or training. A quantitative survey was used to explore 

teacher preparedness and efficacy to teacher refugees in secondary classrooms in New 

Hampshire. Additionally, a correlational design was implemented to determine the 

relationship, if any, between their self- efficacy to teacher refugees and professional 

development or training.  

 The analysis of data will focus on the following research questions: 
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 How prepared do teachers feel to teach refugee students in their mainstream 
secondary classroom?  

 Were in-service training or professional development provided to teachers: 
 a. to teach refugee students in the mainstream secondary classroom?  
 b. in the areas of cultural responsive teaching   
 c. emotional intelligence? 

 What is the relationship, if any, between teacher preparedness, self-efficacy, and 
professional training when teaching refugee students? 

  

 This study utilized an improvement research design, carried out by a researcher 

who works in schools who hopes to improve the quality of educational experiences of 

marginalized refugee students (Grunhow A., 2012). Quantitative methods were employed 

in this study, as they focus on quantifiable data that can be generalized and representative 

of a target population (Quierios et al., 2017). Validity and reliability gathered from 

quantitative methods can lead to meaningful interpretations of data (Creswell, 2014). 

Survey instruments were used to gather relevant information in an easy and timely 

manner. 

 Quantitative survey tools give researchers the ability to get numerical data on a 

participant’s opinion and behaviors (Creswell, 2014). For this study, educators were the 

only participants and the consideration of their time was important, and quantitative 

methods best addresses this need. (Quieriosis et al., 2017). Additionally, survey tools 

provided an easy data collection and analysis with easy distribution through electronic 

methods. The developed survey in this study can assist the researcher in determining the 

degree of association between a teacher’s self-efficacy to teach refugee students and 

whether teacher training was given to them (Quierios et al., 2017). The Teaching Refugee 

Students Survey is shown in Appendix A and was comprised of an already established 

survey that was adapted to fit the needs of this research.  
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Participants and Data Sources 

 Purposeful sampling was utilized to include both secondary high school teachers 

and English language learner teachers. The surveys were sent to all certified teachers 

within the participating New Hampshire high schools. Succeeding IRB approval, the 

researcher distributed a message (Appendix D) through email to invite potential 

participants to complete the Qualtrics research survey. This study was conducted with 

teachers in New Hampshire public high schools from the three refugee resettlement cities 

with five schools listed in Table 3.1 

Table 3.1 

New Hampshire schools participating in this study 

School Name        Student population          Certified teacher population 
______________________________________________________________________________________ 
 

Manchester Central High School  1474 student population 69 certified teacher 

Manchester Memorial High 

School  

1363 student population 74 certified teachers 

Concord High School  1,648 student population 93 certified teachers  

Nashua North High School  1618 student population 147 certified teachers 

Nashua South High School  1831 student population 141 certified teachers 

Note. The specific numbers of refugee student population are unknown due to the lack of 

exclusive reporting and are included in the total student population numbers. 

 Baruch and Holtom (2008) examined the response rates of over 1600 studies, 

determining that the average responses rate was 52.7% of survey data collection from 

organizations.  In this research study, there was a 19 % survey completion rate. The 

surveys were distributed in May 2022 via participant school emails. Each email included 

an informational introduction of the researcher, purpose of the study, and appreciation 
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message for survey participation. Exclusion criteria included any staff members who 

were not certified as a teacher or English learner teacher within these selected high 

schools. 

 The results of this research can be generalized to similar demographics of teachers 

who teach refugees in their classrooms. Moneymaker-Lamson (2013) conducted a study 

that included one Idaho school district to explore the teacher’s preparedness, efficacy, 

and empathy to teach refugees. Moneymaker-Lamson (2013) analyzed 140 teacher 

responses with that one identified school district, determining that there was a significant 

correlation between a teacher’s sense of efficacy in teaching refugees and their 

preparedness levels to teach this student population. One of the objectives of this current 

study to bring additional validity to precious studies like Moneymaker-Lamson’s study 

and include more school districts increasing the generalizability.  

Data Collection and Specific Practices 

 Following the survey development, the researcher finalized, submitted, and 

received institutional review board (IRB) approval. Surveys were distributed to the 

participants through their email that included an accessible link to the Qualtrics system. 

The researcher promptly collected the surveys, once they were completed (Qualtrics, 

2022). The survey included open-ended questions that the participants responded to 

expand on their Likert scales. Teachers had an opportunity to enter a raffle and two 

participants won them. The gift cards were delivered to the offices of the schools where 

the winners taught. The teachers were given a code word in their email that they gave to 

the office staff to pick up their prize to ensure anonymity. 
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 Included within the participant consent was a guaranteed anonymity. The 

voluntary survey was explained as such and survey participation was optional. Any 

identifying information provided to the researcher has a password protected electronic 

file. The researcher was not given the names of the participants to ensure confidentiality 

and anonymity. All collected data and instruments are stored in a locked cabinet. Any 

electronic or paper communication has a password protected file or a locked cabinet. 

Records, raw data, and materials will stored for at least 5 years to ensure protection and 

safety of information.  

Data Analysis and Evaluation 

 The designed survey questions and open-ended questions were created to 

strengthen the credibility and dependability of this study (Creswell, 2014). Analysis was 

completed to measure a teacher’s beliefs of teaching refugee students and self-efficacy, 

using the designed survey. All of the above analysis was conducted using the Qualtrics 

program, a survey platform. The use of this tool helped the researcher gather, organize, 

and identify themes. Qualtrics enabled the researcher use cross tabulations to analyze two 

or more variables at a time (Qaultrics, 2022). 

 The researcher initially obtained IRB approval in March 2022 but had to submit 

an additional IRB application to change the distribution method (Appendix B). Due to the 

lack of respondents, the distribution changed from administrators sharing surveys to 

direct distribution to the participants. The IRB revision was approved in May 2022 

(Appendix C). Following IRB approval, the researcher recruited participants between 

May 2022 and June 2022 and collected surveys within a two week time period. 

Approximately one week after the surveys were distributed, this researcher sent a follow 
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up email. The survey collection was completed in June 2022. The data exploration and 

final statistical analysis was completed by July 2022. The dates of the timeline are 

displayed in Table 3.2. 

Table 3.2  

Targets and Timeline 

 

Limitations 

 Possible limitations for this research included, geographical factors, demographics 

of participants, , the lack of response or difficulty with participant completion rates, limited 

explanation to responses and researcher’s bias as a previous educator and current 

Date  Data Collection Task 

March 28, 2022 Initial IRB approval  

April 8. 2022-April 15, 
2022 

Email: 

 informed consent document  
 recruitment statement  
 Qualtrics link of survey  

to all certified classroom teachers and certified English language learner 
teachers at:  

 Manchester Central High School, NH 
 Manchester Memorial High School 
 Concord High School, NH 
 Nashua North High School, NH 
 Nashua South High School, NH 

May 6, 2022 Resubmit modification for IRB approval due to limited response. Change 
included direct emails to teachers in schools above.  

May 19, 2022 Revised IRB approval  

May 19-June 3 Collect electronic surveys on the Qualtric’s platform  

June 13 Send email to raffle winners with instructions of how to anonymously 
collect prize    
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administrator.  First, the surveys were distributed to the teachers in three refugee 

resettlement cities in New Hampshire. As a result, it does not provide an accurate 

representation of all public schools in the United states, but does have transferability to 

state or cities with similar geographical factors. Additionally, teachers in this study were 

female (71%) and Caucasian (89%), limiting the generalizability to the greater population. 

 A quantitative method gathered data in this study, as they can be less timely to 

complete and lack the personal connection with the respondent and the researcher but can 

be overlooked or ignored by participants (Creswell, 2014). The researcher included a raffle 

incentive and thorough explanation of the research to increase the participation. A total of 

98 teachers in New Hampshire completed the surveys, yielding a 19% completion rate. 

 In addition to this limitation, answers can be limited due to the structure of a survey. 

Survey answers have limitations in the ability to expand on answers. The researcher 

included “why or why not” open-ended responses to each scale for explanation of the 

answers provided by the participants. These questions were not required and the minimal 

responses received made it informative but generalizations may not be made in a broader 

scope. 

 Finally, as an administrator in a K-12 and a former teacher in public school, it is 

important to highlight this researcher’s bias as a limitation. There is a possibility this 

researcher may have bias from personal experiences or perception of these educational 

roles. This researcher has self-awareness of this bias. The voluntary surveys were 

completed in school districts that were not affiliated with the researcher to ensure that the 

responses were not tied to the previous work relationships of the participant and the 
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researcher.  

Summary 

 The purpose of this study was to investigate teacher preparedness, training, and 

self-efficacy to teach refugee students. Based on previous theoretical and empirical 

research, the data collected from this quantitative study explored whether there is a 

relationship between teacher training and a teacher’s preparedness and self-efficacy to 

teach refugees in their classroom. This chapter reviewed the methodology used to 

investigate the teacher preparedness, training, and self-efficacy to teach refugee students 

in New Hampshire. Additionally, this chapter discussed data collection procedures, survey 

tools, and the analyzation of data. Finally, targets and timelines, in addition to the 

limitations of the study were discussed. The intent of this research study is to inspire further 

studies on factors that can improve teaching and therefore improve learning for refugee 

students. 
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Chapter Four: Description of Findings 

 Literature has shown that teacher preparation, along with a good understanding of 

refugee student needs are important to refugee learning (Buetel & Tangen, 2018; 

Cruickshank, 2004; Dryden-Peterson & Reddick, 2017; Hsaio, 2015; Nagasa 2014; Ryu 

& Tuvilla, 2018; Sullivan & Simonson, 2016; Szente et al., 2006; Walter, 2018). 

Additionally, effective instructional practices and approaches used by teachers can help 

meet refugee students’ needs and are critical to their learning. (Hsiao, 2015; Leeman & 

van Koeven, 2019; Strekalova & Hoot, 2008; Timm, 2016; Walter, 2018). The purpose of 

this research was to explore teachers’ preparedness, training, and their self-efficacy to 

teach refugee students in their secondary classrooms. This study focused on whether 

teacher in-service training or professional development directly affected their teacher's 

feeling of preparedness to teach refugees. 

 This chapter will discuss the findings of the survey and compare the data found 

with previous research studies to unveil how teacher preparedness, self-efficacy, and 

training impact their instructional practices with refugee students. The chapter will 

include recommendations for advocacy and a reflective summary.  

Participants Demographics  

 The Teaching Refugee Students and Self- Efficacy Scale Survey (Tschannen-

Moran & Hoy, 2001) was distributed to a total of 528 educators within 5 New Hampshire 

high schools. These schools were specifically chosen due to their higher enrollment 

population of refugee students (New Hampshire Department of Health and Human 

Services, 2016). Surveys and informed consent forms were sent to the educators directly 

through their school emails. Quantitative data was collected using the Qualtrics survey 
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platform. Statistical analysis, themes, and correlational responses were completed using 

the Qualtrics software program and Microsoft Excel. A total of 98 teachers completed the 

survey, yielding a 18% response rate. Specific questions within each section were not 

completely answered by each participant, resulting in different combined totals for each 

question and are noted in each section.  

Table 4.1 

Demographics of Survey Participants      

Age Range 21-29  30-39  40-49  50+                

     6                        13                           32                        46  

                                        3 

Gender  Female    Male               Non-Binary     

                                  69                     27                        1       

 

Ethnicity        Caucasian    Latino/Hispanic              Other  

                                 86                      3                          7   

                           

Highest  Degree     Bachelor’s           Master’s            CAGS       Doctorate 

         

                15     62                      17              3 

                                        

Language Spoken Other than English Yes    No 

                                    

                                         10   86            

                                                              1 

 The demographics of survey participants are summarized in Table 1. With respect 

to the characteristics of teachers in this study, the majority are female (71%), Caucasian 

(89%), and have a Master’s degree (63%). In relation to the age range of teachers, the 
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data shows that 47% are over the age of 50 years old. In addition, 89% of teachers 

responded that they do not speak a language other than English.  

Awareness of Refugees in the classroom 

 When refugees enter the U.S. school systems, they are categorized as English 

language learners (ELLs) with language needs, but there are additional distinctive family 

and cultural backgrounds or life histories that also require deliberation (Hooper et al., 

2016). Additionally, these English language learner students and refugee students vary in 

their place of origin, educational level, and other cultural factors (Borjas, 2011; Dryden-

Peterson, 2016; Morland et al., 2013). Specialized knowledge and instruction are 

necessary components for effectively teaching English language learners and refugee 

students (Wissink & Starks, 2019). 

 Refugee students continue to enter classrooms nationwide from different 

countries (UN Refugee Agency, 2022). UN Refugee Agency (2020) estimated a 63% 

increase of refugee student enrollment in 2018, showing the importance of understanding 

how teachers and schools can support their educational needs (UN Refugee Agency, 

2020). Figure 4.1 and 4.2 show 25 % of the participants are not aware of refugees in their 

classrooms, while 100% of the participants are aware of English language learners in 

their classrooms.  
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Figure 4.1 

Participant responses to “Are you aware of refugee students in your classroom 

 

Figure 4.2 

Participant Responses to “Are you aware of English language learners in your 
classroom? 

   

 As demonstrated in literature, teacher practice is critical with marginalized groups 

of students, including refugees and “knowing” students improve their sense of belonging 
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and academic success at school (Shawnessy &Alverez McHatton, 2009). Candappa and 

Eghareba (2000) discussed the importance of schools as one of the only agencies of 

formal support to refugee children. The students who face the least amount of success in 

schools are culturally different from the mainstream, dominant group (Ford, 2010). Ford 

(2010) suggested the importance of teachers to recognize, affirm, and respond to the 

needs and differences that are associated with culturally different students. This data 

shows there are limitations for teachers to get and understand the culture and background 

information of the refugee students that are in their classrooms.  

Figure 4.3 

Participant responses to “Are you provided with information about your refugee 

students’ country of origin 

 

 The geographic origins of refugees in the United States have changed 

substantially throughout time and have been dependent on the conflicts in other countries 

around the world (Monin et al. 2021). Factors such as culture and exposure to education 
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is influenced by the country that they migrate from yet studies have not explored whether 

teachers are aware of what country their students come from (Ford, 2010; Sheikh & 

Anderson, 2018). Shown in Figure 4.3, 49.33% of teachers reported that they were not 

provided information about their refugee student’s country of origin. 

 This new finding highlights that teachers are not aware of the country of origin of 

the refugee students in their classrooms, which can impact their understanding of ways to 

support these students (Shawnessy &Alverez McHatton, 2009). With the complexity of 

refugee student needs, the discrepancy between awareness of refugees and English 

language learners may hint at the importance of schools’ providing relevant cultural 

information about their refugee students. Teachers who work directly with refugee 

students would benefit from having background and cultural information in the classroom 

without violating privacy (Reinking, 2019; Ryu & Tuvilla, 2018; Strekalova & Hoot, 

2008). 

Figure 4.4 

Participant responses to “Are you provided with information about your refugee 
students’ cultural background?
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 As per Figure 4.4, 84.21% were not provided information about their refugee 

students’ cultural background. Refugees are leaving their home countries with diverse 

needs and traumatic experiences that affect their transition to their new country (Ryu & 

Tuvilla, 2018; Zepinic et al., 2012). Teachers who understand the hardships that 

accompany refugee students can respond more appropriately to them (Strekalova & Hoot, 

2008).  

Figure 4.5  

Knowledge of refugee students’ background and culture 

 

 Figure 4.5 shows 88% of teachers had limited or no knowledge of their refugee 

students’ background and 86% have little knowledge of their culture. One teacher 

expanded on their “not at all” response, “I don't feel like I have the time to get to know 

them better.” Ryu and Tuvilla (2018) found through the stories of high school refugees, 

that refugee students are challenged with adjusting to the United States schools. These 

refugee students expressed their hardships in the migration and their experiences with 

marginalization because of their race, ethnicity, and language.   
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 Additionally, Ryu and Tuvilla’s findings shown that refugee students felt 

empowered when they shared their experiences and culture through their diverse stories. 

Teachers have the power to recognize the strengths of their refugee students by 

understanding who their students are and where they come from (Ryu & Tuvilla, 2018). 

Previous research has shown that teachers are aware that refugees have diverse needs but 

these studies have not explicitly asked if teachers had knowledge of their refugee 

student’s background or culture (Cho et al., 2019; Gozpinar, 2019; Szente et al., 2006). 

This new finding of teachers having limited knowledge of their refugee student’s 

background and culture highlight that there is a lack of understanding that can affect 

refugee students.  

Research Question 1:  

 How prepared do teachers feel to teach refugee students in their mainstream 
secondary classroom?   

Teacher Preparedness to Teach Refugee Students 

 As the literature review indicated, teachers may have knowledge and skills in 

education but their preparedness to act and provide advocacy for refugee students can be 

influenced by external and internal variables (Biesta et al., 2015). The importance of 

teacher comfort and readiness to teach is not a new finding, Aybek and Aslan (2019) 

stated that teachers who are more efficient, highly qualified, and productive will have 

students who are more successful in their learning. The perception of teachers is critical; 

many may perceive the challenges of providing quality instruction and improved 

attainment of their English language learners are unconquerable (Karabenick & Noda, 

2004).  
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Figure 4.6  

Teacher Beliefs of Teaching Refugee Students Result Percentages  

 

 To determine how prepared teachers are when they teach refugee students in their 

classes, a series of survey questions pertaining to their preparedness was given to the 

participants. This section of the survey included questions that teachers rated on a Likert 

scale ranging from “not at all” to “a great deal” for responses. Figure 4.6 depicts survey 
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responses from teachers and the overall percentages that they reported on their teacher 

beliefs relating to teaching refugee students. A deeper look into the data will occur in 

later sections of this chapter. 

Figure 4.7  

Comfortability with Teaching Refugee and ELL Students 

 

 As demonstrated in literature, teachers who feel more prepared to meet the needs 

of multicultural students, including refugee students, will identify themselves as inclusive 

educators who can teach this more diverse student population (Beutel & Tangen, 2018). 

Teachers who feel more prepared and have higher levels of comfort with their teaching 

practice, are more confident in ability to work in an inclusive classroom (Crane-Mitchell 

& Hedge, 2007).  

 Previous research studies have concluded that teachers struggle to meet the needs 

of refugee students in their mainstream classrooms (Levi, 2019; Moneymaker Lamson, 

2013; Polat, 2009, Skepple, 2015) but have not specifically focused on comfortability 



58 
 

with teaching them. deNoyelles et al. (2016) defined comfort as a mediating factor of 

success and can impact student achievement. Figure 4.7 compares the teacher scales that 

rate their comfortability to teach refugee students and ELL students. Of the 81 

respondents, 63% of teachers chose “quite a bit” or “a great deal” when scoring their 

comfortability with teaching ELL students, while almost half (49%) have less than “some 

degree” of comfortability to teach refugees. This new finding related to teacher’s lower 

comfort levels with teaching refugee students suggests that their lack of comfort may 

impact their preparedness to teach refugee students. Previous studies examined teacher 

feelings about teaching refugees but understanding their level of comfort with teaching 

refugees may influence their feelings of preparedness (Levi, 2019; Moneymaker Lamson, 

2013; Polat, 2009, Skepple, 2015). Comfortability can lead to student success and effect 

educator’s feelings about teaching (Levi, 2019). The majority of the teachers in this 

current study were not strongly comfortable with teaching the refugee student population, 

influencing their levels of preparedness. 

Table 4.2 
 
Themes of Open Response: How comfortable are you to teach refugee students? 

 Themes From The Open Response Question to How Comfortable Are You With 
Teaching Refugee Students? 

 Not at All Very Little  Some Degree Quite a Bit A Great Deal  
Total Number of Respondents= 37  

Culture 1 2 5 0 0 
Language 0 3 1 1  
Social Emotional  0 0 1 0 0 
Training 0 0 4 2 0 
Experience/ Role 0 0 0 6 5 
Teacher 
responsibility to 
teach and learn 
about all students 

0 0 0 4 3 
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 Each Likert scale question included a follow-up open answer response that 

enabled participants to expand on their survey selection. All of the open responses were 

coded to identify themes and provide teachers with an option to explain their scaled 

answered. A total of 98 teachers participated in the study and 20%-37% of those teachers 

responded to the “why or why not” follow up question, depending on the question asked. 

Tables were created to display the responses to the follow up questions. Generalizations 

may not be made for all of the tables in this study due to the limited responses as noted in 

each table. Themes were developed using coding procedures. Codes were created from 

the data and organized into categories and common themes based on the information 

provided by the teacher respondents. This process was used throughout the study for all 

of the “why or why not” questions from each Likert scale. 

 Table 4.2 shows the themes that emerged from the open-ended responses that 

connected to the comfortability question to teach refugees. Of the 37 respondents, 46% of 

the teachers believe that cultural, language, or social emotional needs of the students and 

their limited training influenced their comfortability to teach refugees. Of these 

participants, 54% of the teachers who rated higher comfortability, identified training or 

their role/experience as factors to their higher levels of comfort when teaching refugee 

students.  

 One of the participants who rated feeling “some degree” of comfortability 

teaching refugee students said, “some students have very limited English, and I don't 

know how to help them.  I also worry about triggering trauma that I don't know 

about...but I am generally comfortable with refugee students.” This suggests that training 
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in meeting the needs of refugees and working directly with them can impact how 

comfortable a teacher feels with teaching them in their classroom. 

Figure 4.8  

Identifying and Addressing Academic Needs  

 
 
 Figure 4.8 depicts survey responses about how prepared teachers are to identify 

and address academic needs of their refugee students. McBrien (2005) pointed out that 

lack of academic support and cultural inferiority are some of the barriers that refugee 

students face that hinder their success at school. Refugees have a challenging task of 

learning English and academic content, often due to their lack of previous formal 

education (Davila, 2012). Responses indicate that 68% of teachers felt prepared to “some 

degree” or less to identify the needs of refugee students, and 70% feeling unable to 

address those academic needs. Only 30% of teachers feel they are able to meet those 

academic needs in the classroom, leaving many teachers feeling unprepared to meet those 

needs. One teacher expressed this by stating, “I have a fair amount of strategies under my 

belt, but not knowing how best to address their trauma has academic repercussions.” 
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 The results in this study are similar to the findings of Gozpinar (2019). Gozpinar 

surveyed teachers to understand how they perceive their ability to teach refugee students 

and identify the challenges associated with teaching them. The qualitative data collected 

in Gozpinar’s study unveiled that most teachers think they are not equipped to teach or 

respond to refugee needs as a result of limited experience and training. Meeting the 

academic needs of refugee students is critical to their learning and success in schools 

(Lockwood &Krajewski, 2010; Strekalova & Hoot, 2008; Szente et al., 2006) The study 

by Gozpinar illustrates how one group of refugee teachers identify the challenges of 

meeting the academic needs of their students without receiving effective training. 

Gozpinar’s previous study took place in Turkey and not in the United States, changing 

the demographics and experiences from this current study. This study validates other 

studies that found that teachers need training to support the academic needs of refugee 

students (Lockwood & Krajewski, 2010; Polat, 2009; Strekalova & Hoot, 2008). 

Table 4.3 

Themes of Open Response: How Prepared are you to Identify the Academic Needs of 
Refugee Students? 
 

 Themes From The Open Response Question To How Prepared Are You To 
Identify The Academic Needs Of Refugee Students? 

 Not at All Very Little  Some Degree Quite a Bit A Great Deal  

Total Number of Respondents= 21 
Culture 0 0 4 1 0 
Time  1 1 0 0 0 
Language 0 0 1 0 0 
Social Emotional  0 0 2 0 0 

Training 3 0 0 0 1 
Experience/ Role 0 0 0 5 0 
Teacher 
responsibility to 
teach and learn 
about all students 

0 0 0 2 0 
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 Table 4.3 shows the themes that emerged from the open-ended responses for the 

question, “how prepared are teachers to identify the academic needs of refugee students?” 

21 teachers elaborated on their reasoning for these ratings used in the survey. Similarly to 

the themes from previous Likert scale “ why or why not” questions, the two of the most 

common reasons that teachers provided for why they are “some degree” or less prepared 

to teach refugees were related to the cultural needs of these students and lack of training. 

One teacher who rated “some degree” of preparedness stated, “It is difficulty to tease out 

learning difficulties vs. language/cultural issues.” Another teacher responded, “personally 

I feel that I am -- I do not feel our school gives enough training -- especially when 

identifying who has had limited or interrupted formal education.  This seems especially 

true in math.”  

 Past research by Skepple (2015) had shown that the culturally responsive 

experiences of teachers influenced their teaching and professional preparedness to teach 

diverse learners similar to refugee students. Skeeple’s study included interviews that 

revealed that teachers recognized that their limited experiences with diversity impacts 

their ability to teach a diverse population. Additionally, the results from Skeeple’s study 

showed that these culturally diverse experiences effect teachers self-efficacy to teach 

diverse learners. Although Skepple’s research investigated preservice teachers, the study 

illustrated that teacher preparedness impacts teacher instruction with diverse school 

populations. Skepple’s study asked teachers how prepared they felt to meet the needs of 

diverse students and, very few felt equipped to meet diverse student’s academic and 

social emotional needs. 
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Table 4.4 

Themes of Open Response: How Prepared are you to Address the Academic Needs of 
Refugee Students? 
 

 Themes From The Open Response Question To How Prepared Are You To 
Address The Academic Needs Of Refugee Students? 

 Not at All Very Little  Some Degree Quite a Bit A Great Deal  

Total Number of Respondents= 22 
Culture 0 2 0 0 0 
Time  1  0 0 0 0 
Language 0 0 0 0 1 
Student Effort  0 0 1 0  

Training 0 0 4 3 0 
Experience/ Role 0 0 1 0 2 
Resources  0 0 2 0 1 
Teacher 
responsibility to 
teach and learn 
about all students 

0 0 2 1 1 

 

 In Table 4.4, the theme that showed up most frequently when teachers were asked 

about their preparedness to address the academic needs of refugee students was a lack of 

training and resources. Comparably, training and their experience/role were chosen most 

frequently as the reason teachers felt “quite a bit” prepared to teach academic needs of 

refugees shown in Table 4.4. One teacher wrote about the challenges of meeting the 

academic needs of refugee students,  “ I have large classes with a diverse array of needs 

and a full schedule. Meeting everyone's needs is always challenging.” The responses 

from the “why or why not” open-ended responses are in line with Moneymaker-Lamson 

(2013) which found a positive correlation between teacher preparedness and the number 

of diversity and refugee specific trainings and courses in which they had participated.

 Findings from this current study confirm that teachers feel underprepared to meet 

the academic needs of refugee students. 
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Figure 4.9   

Identifying and Addressing Social Emotional Needs of Refugee Students 

 
 Refugee students have extensive needs that go beyond academics. A better 

understanding from teachers about their past lives can make a difference to their future 

success (Strekalova & Hoot, 2008). Figure 4.9 displays that 75% of teachers are “some 

degree” or less capable of identifying the social emotional needs of refugee students, with 

79% of them able to address those same needs. Many researchers emphasized the 

traumatic background that refugee students have had and the impact it has on their 

successful adjustment to their host countries (McBrien, 2005; Ryu & Tuvilla, 2018; 

Strekalova & Hoot, 2008). The data in figure 4.9 displays that over a third of teachers are 

not able to meet the social emotional needs of refugee students in their classrooms.  

 Findings in figure 4.9 are consistent with the qualitative research of Nagasa 

(2014) that aimed to gain the perspectives of teachers on how they meet the needs of their 

refugee students. Additionally, Nagasa’s study investigated how the experiences and 

practices of teachers impact their ability to create a successful school experience for their 

refugee students. Nagasa found that teachers are challenged to meet the social emotional 
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needs of refugee students because of their past experiences and trauma. Furthermore, 

Nagasa’s interviews indicated that teachers have an uncertainty to connect with refugee 

students due to their drastically different pasts. Although Nagasa’s study focused on 

elementary school teachers, the results show that refugee students’ social emotional needs 

are prevalent throughout their entire school age (Ryu & Tuvilla, 2018; Szente et al., 

2006). 

Table 4.5 
 
Themes of Open Response: How Prepared are you to Identify the Social Emotional Needs 
of Refugee Students? 
 

 Themes From The Open Response Question to How Prepared Are You to 
Identify the Social Emotional Needs of Refugee Students? 

 Not at All Very Little  Some Degree Quite 
a Bit 

A Great Deal  

Total Number of Respondents= 21 
Culture 1 2 4 0 0 
Language 1 0 1 0 0 
Social Emotional  0 2 1 0 0 
Training 0 1 1 1 3 
Learn from Student 0 0 0  1 
Experience/ Role 0 0 0 2 0 

 

 In Table 4.5, the responses from the “why or why not” open-ended questions are 

shown. The breakdown of responses displayed in Table 4.5 shows the most common 

reason for the ratings “some degree or less” for teacher preparedness to identify social 

emotional needs of refugee students is a lack of cultural and social emotional awareness. 

One teacher expressed,   “This is honestly where I struggle.  I am not really well versed 

with social emotional needs.” Another teacher showed their concern by stating, “I really 

have no concept of what students have gone through to get to our school.  I can only treat 

them with kindness and respect and do the best I can to help them learn.” Another teacher 

stated, “There are cultural components that I’m not always proficient in.” These feelings 
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are consistent with previous literature that teachers feel challenged with meeting the 

complex social, psychological, and cultural needs of refugee students’ but being able to 

identify those needs can help direct additional support to refugee students (Gozpinar, 

2019; Miller et al. 2005). 

Table 4.6 
 
Themes of Open Response: How Prepared are you to Address the Social Emotional 
Needs of Refugee Students? 
 

 Themes From The Open Response Question to How Prepared Are You to 
Address the Social Emotional Needs of Refugee Students? 

 Not at All Very Little  Some Degree Quite a Bit A Great Deal  

Total Number of Respondents= 21 
Culture 0 0 0 0 0 
Time 3 1 0 0 0 
Information 
Provided 

2 6 0 0 0 

Educate Myself  0 0 1 1 0 
Training 0 0 0 0 0 

Learn from Student 0 0 4 0 0 

Experience/ Role 0 0 1 0 1 

Not in my class 0 0 1 0 0 

 

 Additionally, teachers explained their reasoning for being “some degree” or less 

prepared to address these same needs in Table 4.6 as having limited time and information 

provided to them. One teacher stated, “Here I'm lacking the cultural awareness. I can't 

always assume I can interpret things using the same framework as for non-refugee 

students.” Another teacher voiced, “Some refugee students have social/emotional needs 

that I am not trained to address.” An additional response stated, “I am not sure what it 

looks like on a student.  Is it a cultural thing, a family dynamic or an SE need?  A fine 
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line for a teacher to discriminate.” These comments suggest that teachers lack 

preparedness to teach the refugee population and meet their social emotional needs.  

 Teachers who rated “quite a bit” or more identified training and their 

experience/role as reasons for being more prepared to address the social emotional needs 

of refugee students. One teacher expanded “great deal” by stating the types of training 

they had, “Trauma response training and Emotional Health Training” that supported why 

they felt more prepared to address these refugee needs. Overall, social emotional 

responses showed that teachers felt less prepared in this area of teaching refugees, 

suggesting that this is a concern for teachers.   

 Rumsey et al. (2018) found that school counselors who work with refugee 

students repeatedly responded to qualitative questions about social emotional needs of 

these students as areas of high concern. The school counselors in Rumsey’s study 

expressed that the awareness of refugee trauma coupled with the lack of the specific 

barriers that impact their ability to provide support these students had many school 

counselors feeling unable to meet these social emotional needs. The school counselors in 

Rumsey’s study were trained in trauma and social emotional learning yet showed their 

concerns with the specific social emotional needs of refugee students. Teachers may not 

have as comprehensive training in this area suggesting that they may be less prepared to 

teach refugees.  

 Identifying the social emotional needs of refugee students and determining what 

supports are necessary for these students is important for schools. It is important for 

teachers to understand how to identify the social emotional needs of refugee students and 

help direct the access to these supports, even if they are from outside providers (Weeks et 
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al., 2017). Teachers are one of the most impactful supports to refugee students (UN 

Refugee Agency, 2016). As shown in previous literature (Lockwood, 2010; Ryu & 

Tuvilla, 2018; Skrekalova & Hoot, 2008), results from this study confirm that teachers 

may not be prepared to meet the diverse needs of students. 

 In summary, in response to research question 1, this study revealed that 70% of 

teachers did not feel prepared to meet the academic needs of refugees and 79% are unable 

to address their social emotional needs. Additionally, half of the teachers in this study 

have refugee students who enter their classrooms and do not feel comfortable teaching 

them. Several expressed that they do not know how to meet the needs of refugees and 

have limited training in this area.  

Research Question 2: 
 
Were in-service training or professional development provided to teachers: 
 
 a. to teach refugee students in the mainstream secondary classroom?  
 b. in the areas of cultural responsive teaching?   
 c. emotional intelligence? 
 
Teacher Preparedness and Professional Development  
 
 Feelings of teacher preparedness can be impacted by the quality and the amount 

of professional development they are given (Bayar, 2014). Simopoulos and Magos (2020) 

focused their qualitative research on understanding the complexity of teaching refugees 

and examined what teachers perceived as effective methodologies and practices to 

support students from a refugee background. Simopoulos and Magos found that teachers 

perceived the ability to differentiate curriculum and resources as key components to 

meeting refugee students’ needs. They placed high value on the importance of teachers 

having an awareness of refugee backgrounds to support them in their host country’s 
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school. Simopoulos and Magos, along with other researchers (Coady et al., 2011; Szente 

et al., 2006), found that teachers identify their training as an important factor to 

effectively teach diverse students including refugees.    

Table 4.7 

Themes of Open Response: How Well Has Your Districtwide Professional Development 
Prepared You to Teach Refugee Students? 
 

 Themes From The Open Response Question To How Well Has the Districtwide 
Professional Development Prepared You to Teach Refugee Students ? 

 Not at All Very Little  Some Degree Quite a Bit A Great Deal  
Total Number of Respondents= 20 

Time 1 1 0 0 0 
Training   5 5 5 1 0 
Training Outside 
of District  

0 2   0 

 

 Themes arose from the “why or why not” open-ended responses in Likert scale 

relating to teacher professional development to teach refugee students. The common 

concerns that teacher participants shared is displayed in Table 4.7. The teachers 

expressed that there is a lack of accessibility to training at the district professional 

development level as shown by the some of the responses given by teachers that felt 

“some degree or less” prepared by their in service professional development to teach 

refugee students. Better prepared teachers in schools is necessary to address the culturally 

diverse needs of refugee students (Lockwood & Krajewski, 2010).  

 Some of the quotes from the “why or why not” responses are displayed in Table 

4.8. The findings are consistent with the previous research in Sudan by Alfaki (2014). 

Alfaki’s research included a quantitative analysis to learn more about the views of 

teachers of English language learners in Sudan. Alfaki found that teachers identified 

professional development as a critical and fundamental component to teaching diverse 



70 
 

students. Moreover, these educators placed a high value on experience and reflective 

teaching as crucial parts of effective professional development.    

Table 4.8  

Teacher Quotes about Challenges of Professional Development  

Quotes From Teachers 

I don't often remember being offered that kind of PD as an option over 15 years. 
 
It is hardly ever offered if at all. 
 
They are not offered at the district level. 
 
Any PD on this I would essentially be teaching myself. Which is possible but limited by time. 
 
Instruction has been created by teachers and no district or school PD was provided.  
 

 

 Yuan (2018) completed a literature review to analyze the issues within the 

traditional United States teacher education programs and bring light to the cultural and 

competence of preparing preservice teachers in a diverse society. Common themes that 

arose within literature indicted that that many teachers are not prepared by teacher 

education programs in colleges to teacher diverse population. Yuan’s review had similar 

findings to this study but did not specifically question why teachers feel that their college 

or coursework has not prepared them to teach refugee students.   

  Table 4.9 displays that the teachers who felt “some degree or less” prepared to 

teach refugees by their coursework or college provided responses that they were not 

given coursework related to teaching refugees. With over a third of teachers (76%) in this 

current study indicting that they did not feel prepared by college/coursework because of 

the lack of curriculum or instruction related to teaching refugees, this information can 

help provide colleges with curriculum and instructional gaps. This validates other studies 
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that found training as an important component to feeling prepared (Azam et al., 2014; 

Harvey et al., 2010).  

Table 4.9 
Themes of Open Response: How Well Has Your College/Coursework Prepared You to 
Teach Refugee Students? 
 

 Themes From The Open Response Question To How Well has Your 
College/Coursework Prepared You to Teach Refugee Students? 

 Not at All Very Little  Some Degree Quite a Bit A Great Deal  
Total Number of Respondents= 21 

Not in 
Coursework 

8 5 2 0 0 

Provided in 
Coursework 

0 0 1 2 2 

Experience/ 
Role 

0 0 1 0 0 

   

 Past research has shown that culturally responsive teaching can assist teachers in 

meeting the diverse needs of refugees (Daniel & Zybina, 2018; Ford, 2010; Hsaiao, 

2015). Culturally responsive teaching is framed on the presumption that “when academic 

knowledge and skills are situated within the lived experiences and frames of reference of 

students, they are more personally meaningful, have higher interest appeal, and are 

learned more easily and thoroughly” (Gay, 2002, p. 106). Results in figure 4.10 show that 

71% of teachers have not been trained in culturally responsive teaching. Teachers who 

understand the cultural differences and help establish goals and high expectations that 

consider their student's background are key in culturally responsive pedagogy (Daniel & 

Zybina, 2018). 
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Figure 4.10 

Culturally Responsive Teaching Training Results  

 
 A culturally responsive educator is an integral part of the success that refugee 

students have at school, and training in cultural responsiveness can ensure refugees’ 

needs are being addressed. Meka (2013) examined the distinctive needs of refugee 

students through the lens of culturally responsive teaching and found that a lack of 

understanding the background, identities, and values of these students hinder the 

integration of a culturally responsive classroom. Furthermore, Meka’s results showed that 

caring is not enough and that students from diverse backgrounds benefit from teachers 

who know their experiences and culture. Strekalova and Hoot (2008) suggested the 

importance of teachers understanding the barriers that face refugee students and 

developing a sensitivity to ways to approach those needs. 
 Emotional intelligence was introduced as another model that can benefit teachers’ 

ability to understand their emotions as well as the emotions of their students (Chamizo-

Nieto et al., 2021). Krishnan and Awang (2020) believe that emotional intelligence is one 

of the key personal competencies that a teacher can have in their classrooms.  Educators 
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that expand their emotional intelligence to effectively support their students from 

different backgrounds have more success with teaching them (Krishnan & Awang, 2020). 

Figure 4.11 indicates that 53% of teachers were not trained in emotional intelligence. 

Figure 4.11 
Emotional Intelligence Training Results  

 
  

 A teacher’s emotional intelligence impacts their connection and teacher-student 

relationship (Chamizo-Nieto et al., 2021). In their quantitative research, Naqvi et al. 

(2016) discovered that the emotional intelligence of teachers had a strong correlation to 

the performance of high school educators. Higher levels of emotional intelligence are 

associated with a higher degrees of self-efficacy, impacting their teaching performance 

(Wu et al., 2019).  

 In response to research question 2, teachers in this study expressed that the 

professional development they received did not prepare them to teach refugee students in 

the mainstream secondary classroom. Results revealed that 71% of teachers were not 

trained in culturally responsive teaching and 53% were not trained in Emotional 
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intelligence. This study’s findings suggest that teachers lack the skills and strategies that 

may impact their levels of preparedness to teach refugee students.  

 Research Question 3: 
 
What is the relationship, if any, between teacher preparedness, self-efficacy, and 

professional training when teaching refugee students?        

Data Comparisons  
 
 Table 4.10 shows the data comparisons between the percentage of teachers who 

were trained in culturally responsive pedagogy and whether those same teachers felt that 

their district professional development prepared them to teach refugee students. Table 

4.10 indicates that 95% of those teachers felt “some degree or less” that their district wide 

professional development has not prepared them to teach refugee students and 29% of 

those same teachers having training in culturally responsive teaching. That means that 

68% of teachers may not have had culturally responsive training that has been shown in 

research to support refugee learning. It is reasonable to consider that the limitations in 

teacher’s culturally responsive training have a positive correlation to the lack of district 

wide professional development that has prepared them to teach refugee students in this 

current study. 
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Table 4.10  

Culturally Responsive Training and College/Coursework Responses  

              Total           Yes          No 

Results indicate responses to both how well 
college/coursework prepared respondents to teach 
refugee students AND whether respondents had 
culturally responsive teaching training. 

Not at all 33.0 6.0 27.0 

  46.5% 27.3% 55.1% 

Very little 16.0 5.0 11.0 

  22.5% 22.7% 22.4% 

Some degree 11.0 5.0 6.0 

  15.5% 22.7% 12.2% 

Quite a bit 7.0 2.0 5.0 

  9.9% 9.1% 10.2% 

A great deal 4.0 4.0 0.0 

  5.6% 18.2% 0.0% 

 

 A similar comparison is displayed in Table 4.11 that shows 23 % of 71 teacher 

respondents indicating that they have been trained in culturally responsive teaching and 

85 % of those same teachers not feeling that their college or coursework has prepared 

them to “some degree or less” to educate refugee students. This confirms that the 

college/coursework in the area of culturally responsive teaching impacted how prepared a 

teacher felt to teach refugee students in their classroom. The inclusion of 

college/coursework questions help differentiate whether teacher were given training prior 

to entering schools.  

  The lack of college/coursework training for diverse learners is consistent with the 

findings of other research that showed training effects how prepared a teacher feels to 

teach refugee students (Coady et al., 2011; Karabenick & Clemens Noda, 2004; 

Moneymaker-Lamson, 2013). These previous studies had assessed generalized teacher 

training but this current study specifically looked at the culturally responsive teaching 

training. Culturally responsive teaching has shown to be an inclusive model that can 
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support diverse student population including refugee students yet has not been given to 

the preservice teachers in this study (Ford, 2010; Walter, 2018). 

Table 4.11  

Emotional Intelligence Training and District Professional Development Responses    

              Total           Yes          No 

Results indicate responses to both how well has your 
district wide professional development prepared you 
to teach refugee students and whether you had 
Emotional intelligence training? 

Not at all 30.0 8.0 22.0 

  32.6% 18.6% 44.9% 

Very little 23.0 13.0 10.0 

  25.0% 30.2% 20.4% 

Some degree 21.0 13.0 8.0 

  22.8% 30.2% 16.3% 

Quite a bit 5.0 5.0 0.0 

  5.4% 11.6% 0.0% 

A great deal 0.0 0.0 0.0 

  0.0% 0.0% 0.0% 

 

 Additionally, Table 4.11 displays a data comparison between the percentage of 

teachers that had emotional intelligence training and whether those teachers felt that their 

district professional development prepared them to teach refugee students. Data indicated 

that 51% of 79 teacher respondents have not had emotional intelligence training and of 

those teachers, 94% did not feel that the district wide professional development prepared 

them “some degree or less” to teach refugee students. This data validates other studies that 

found training is an important competent to feeling prepared to teach diverse learners 

(Coady et al., 2011; Karabenick & Clemens Noda, 2004; Moneymaker-Lamson, 2013).  
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Table 4.12  

Emotional Intelligence and College/Coursework Responses   
 

 
             Total           Yes 

         
No 

Results indicate responses to both how well has 
your college/coursework prepared you to teach 
refugee students and whether you had Emotional 
intelligence training? 

Not at all 36.0 13.0 23.0 

  46.8% 34.2% 59.0% 

Very little 18.0 10.0 8.0 

  23.4% 26.3% 20.5% 

Some degree 12.0 9.0 3.0 

  15.6% 23.7% 7.7% 

Quite a bit 7.0 3.0 4.0 

  9.1% 7.9% 10.3% 

A great deal 4.0 3.0 1.0 

  5.2% 7.9% 2.6% 

  

 Table 4.12 displays that 85% of 77 teachers do not feel that their college or 

coursework prepared them “some degree or less” to teach refugee students and 51% of 

those teachers had not been trained in emotional intelligence. Previous research has 

shown that teachers do not feel that college/coursework has prepared them to teach 

culturally diverse students but the comparison of these feelings and emotional 

intelligence training have yet to be explored (Correll 2016; Yuan, 2018). This new 

discovering can be further explored in future research to determine the impact it has on 

teachers teaching refugee students in the mainstream classrooms.  

 Teachers who have opportunities to practice skills and strategies learned through 

training or professional development have more confidence in their teaching ability 

(Aybek & Aslan, 2019). Previous practices, experiences, and skills can build a teacher’s 

confidence and success in teaching their students. Self-efficacy is the perception of 

oneself that impacts effectiveness, the decision to complete a task, and the amount of 

effort and persistence applied based on their view of their abilities (Bandura et al., 1977).   
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Self-Efficacy Scales and Comparisons 

 The self-efficacy scale used in this study was an adapted version of the short form 

scale created by Tschannen-Moran & Hoy (2001). The Teacher Sense of Efficacy Scale 

asks teachers to assess their capability on the three subscales of student engagement, 

instructional strategies, and classroom management. The Teacher Efficacy Scale scores 

are calculated using the mean of the subscale questions (Tschannen-Moran & Hoy, 

2001). Table 4.13 shows each sub-scale adapted to a 5-point scale mean using the same 

indictors to show teacher self-efficacy to teach. Each subscale calculated at a significance 

level of p< .0001 indicating they are highly significant. Since all statements were 

consistent with each other, they were combined to produce a scale of self-efficacy to 

teach with a Cronbach’s reliability score of 𝛼=1.015 which indicates good reliability. A 

standard deviation score for the scale of .78 also shows considerable variability.  
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Table 4.13 

Subscale Groupings 

Efficacy in Student Engagement  
 
        Combined Responses from Questions   Unweighted mean indicating Self-Efficacy  
 
                       2,3,4,11            4       
______________________________________________________________________________________ 
 
Efficacy in Instructional Strategies   
 
        Combined Responses from Questions         Unweighted mean indicating Self-Efficacy 
 
                        5,9,10,12                                                                    4.1                                            

0 
 
Efficacy in Classroom Management  
 
        Combined Responses from Questions         Unweighted mean indicating Self-Efficacy 
 
                                1,6,7,8                                                               3.7 

                              
Note. Subscales created by Tschannen-Moran & Hoy’s (2001) Teacher Self-Efficacy 
Scale 
 
Table 4.14 
 
Subscales Mean Results 
 

 Combined 
Mean Scores 

Standard 
Deviation 

Mean 
indicating 

Self-Efficacy 

P< Statistically 
Significant 

 
Efficacy in 
Engagement  

4.19 .389 4  
0.0001 

 

Highly 

Efficacy in 
Instructional 
Strategies  

4.30 .17 4.1 0.0001 Highly 

Efficacy in 
Classroom 
Management  

4.175 .137 3.7 0.0001 Highly 

 

 Table 4.14 shows the scores for the combined mean for each subscale using the 

Teachers’ Sense of Self-Efficacy Scale (Tschannen-Moran & Hoy, 2001). The collective 
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scores shown in Table 4.15 for each subscale indicated that teachers had self-efficacy in 

engagement, instructional strategies, and classroom management. Although the collective 

scores for the three subscales showed that the teachers had high levels of self-efficacy, 

certain areas indicated lower levels than other areas. Specifically, 49.38% of teachers had 

lower levels of self-efficacy in their ability to motivate their students and 38.27% had 

lower levels in their ability to help students’ value learning. This is not consistent with 

Moneymaker-Lamson’s (2013) that show high levels of self-efficacy consistently rated 

throughout the survey scale. An additional study by Wang et al. (2022) found that high 

self-efficacy in teachers had a significant positive effect on student academic 

achievement.  

 This did not seem to be the case for the teachers in this current study, who 

reported high levels of efficacy as discussed later in the chapter. With more than 50% of 

the teachers in this current study, indicating that they feel that they cannot meet the 

academic or social emotional needs of refugee students and having high levels of self-

efficacy. Wang et al.’s study took place in China and the cultural differences may be a 

consideration. The difference between previous studies and this study is the 

demographics.  

 To analyze whether there was a correlation between training and self-efficacy, 

percentages of responses were used and compared in the two areas displayed in Table 

4.15. Data indicates 93.66% of teachers have not had district wide professional 

development that prepared them to teach refugee students. Similarly, 85.71% of teachers 

feel that their college or coursework did not prepare them to teach this population of 
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students. With 88.73% of teachers identifying that their accessibility to adequate training 

to teach refugees is limited, this is an area of consideration in the future.  

 Teachers in this study had self-efficacy to teach overall yet did not feel the 

training they received by the district and coursework prepared them to teach refugees. 

Feelings of preparedness are often connected to self-efficacy, impacting a teacher’s 

ability to perform tasks (Housego, 1990). This is not consistent with previous research of 

Siwatu (2011) that found that teachers were less efficacious when teaching English 

language learners.  
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Table 4.15 
 
Teacher Preparedness, Training and Self- Efficacy Average Responses 
 

 Not at 
all 

Very 
Little  

Some 
Degree 

Quite A 
Bit  

A Great 
Deal  

%  
Some 
Degree 
or Less  

% 
Quite a 
Bit or 
More 

Training, Preparedness, and Professional Development Averages 
District Professional 
Development 
Prepared to Teach 
Refugee Students 

37.97% 29.11% 26.58% 6.33% 0% 93.66% 6.34% 

College or 
Coursework 
Prepared to Teach 
Refugee Students 

46.75% 23.38% 15.58% 9.09% 5.19% 85.71% 14.29% 

Access to Adequate 
Professional 
Development 
Resources to Teach 
Refugee Students 

25.35% 30.99% 32.39% 9.86% 1.41% 88.73% 11.27% 

                         Self-Efficacy Averages   
How much can you 
do to controls 
disruptive behavior 
in the classroom? 

0% 2.5% 15% 43.75% 38.75% 17.5% 82.55% 

How much can you 
do to motivate 
students who show 
low interest in 
school work? 

0% 6.17% 43.21% 32.10% 18.52% 49.38% 50.62% 

How much can you 
do to get students to 
believe they can do 
well in school work? 

0% 1.25% 25% 48.75% 25% 26.25% 73.75% 

How much can you 
do to help your 
students value 
learning? 

0% 1.23% 37.04% 41.98% 19.75% 38.27% 61.75% 

To what extent can 
you craft good 
questions to your 
students ? 

0% 0% 14.81% 40.74%  44.44% 14.81% 85.18% 

How much can you 
do to get children to 
follow classroom 
rules? 

0% 2.47% 8.64% 51.85% 37.04% 11.11% 88.89% 

How much can you 
do to calm a student 
who is disruptive or 
noisy? 

1.23% 3.7% 18.52% 45.68% 30.86% 23.45% 76.54% 

How well can you 
establish a 

0% 2.5% 12.5% 37.5% 47.50% 15% 85% 
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classroom 
management system 
with each group of 
students? 
How much can you 
use a variety of 
assessment 
strategies? 

0% 2.47% 9.88% 37.04% 50.62% 12.35% 87.66% 

To what extent can 
you provide an 
alternative 
explaination or 
example when 
students are 
confused? 

0% 0% 6.17% 39.51% 54.32% 6.17% 93.83% 

How much can you 
assist families in 
helping their 
children do well in 
school? 

3.7% 20.99% 44.44% 23.46% 7.41% 69.13% 30.87% 

How well can you 
implement 
alternative strategies 
in your classroom? 

1.23% 2.47% 23.46% 33.33% 39.51% 27.16% 72.84% 

 
  
 In summary, to answer research question 3, teachers in this current study had high 

mean indicators for self-efficacy in all three subscales of student engagement, 

instructional strategies, and classroom management. Additionally, 93.66% of teachers felt 

not prepared “some degree or less” by professional development and 85.71% by college 

or coursework. The comparison between these two factors suggests that teachers are not 

feeling prepared to teach refugees and have a lack the training, yet still have high levels 

of self-efficacy.  

Organization and Field Impacts  
 
 The criteria used to gauge impact in this study included the use of surveys with 

open-ended responses distributed to teachers in schools with higher refugee populations 

in New Hampshire. Through the perception and voices of teachers, this study highlights 

the concerns that teachers have with teaching refugee students and the affects that has on 
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their teaching. Literature has shown that teachers are the most impactful factor in the 

school success of refugee students as they transition to a new country, culture, and school 

(UN Refugee Agency, 2022).  

 One of the most profound findings in this study was that 25% of teachers were 

unaware if they had refugee students in their classroom. If teachers are unaware of 

specific students with high needs, this can make it difficult to address those needs. Szente 

et al. (2006) pointed out that privacy laws prevent teachers from asking about 

immigration status, which can be an obstacle in understanding specific reasons for the 

student’s entrance into the host country. Being responsive to the cultural and social 

emotional needs of refugee students enables teachers to respond in educationally 

constructive ways (Hsiao, 2015). There are many ways that educational leaders and 

schools can create their own assessment of their educational system to ensure it includes 

support for the teachers of the refugee population.   

 School is the one organization that can be the most supportive to refugee students 

and is often the sole agency for their transition to their new country (Candappa & 

Egharevba, 2000). It is necessary for teachers to feel prepared, which ultimately affects 

their outcomes and self-efficacy to teach (Coady et al., 2011,). Teacher preparation and 

feelings of preparedness are not the same concept. Previous research has heavily focused 

on teacher preservice coursework and training to study its impact on preparing teachers 

for their work in schools (Azam et al., 2014; Coady et al., 2011, Wiens et al., 2021).  

Limited studies have been completed on teachers who are already in the educational field 

and their preparedness to teach refugee students (Moneymaker-Lamson, 2013). This 

study can help provide a lens into how teachers feel about teaching refugee students.  
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 This study included questions on both preservice and in-service professional 

development to understand whether one prepared teachers more than the other. Results 

indicated that both preservice and in-service professional development did not prepare 

teachers to teach refugee students. Similar to previous research on preservice coursework, 

results from this study showed that more than a third (85.71%) of teachers did not feel 

that college coursework prepared them to teach refugee students. A study by 

Moneymaker- Lamson (2013) had similar results that showed a correlation between 

training and preparedness to teach refugee students. This current study revealed that 

93.66% of teachers feel that professional development has not prepared them to teach 

refugee students. Training and professional development may be an important 

consideration for administrators and schools because it can affect performance and self-

efficacy (Bandura et al., 1977). 

 An interesting contradiction was shown in this study and highlighted a possible 

social injustice for the refugee student population. Teachers in this study had high levels 

of self-efficacy when self-assessed, using the Teacher’s Self-Efficacy Scale (Tschannen-

Moran & Hoy, 2001), which focuses on the overall picture of the way they see their 

capabilities to make a difference in student learning. These results did not align with the 

high percentage of teachers who indicated they were not prepared to meet the academic, 

social emotional and cultural needs of their refugee students. As demonstrated in 

literature (UN Refugee Agency, 2022), refugees are often an overlooked population. This 

study demonstrates that teachers feel they have the skills and ability to teach effectively 

but highlights the need for training that relates specifically to refugee students.  
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 This study’s findings suggest that teachers are not prepared to meet the complex 

academic, social emotional or cultural needs. The results also indict that training is 

limited from college/coursework and professional development opportunities in schools. 

The comparisons completed between training and feelings of preparedness propose that 

limited training, including the research based practices of culturally responsive teaching 

and Emotional intelligence impact these feelings of preparedness. Although, data in this 

study did not show that the levels of self-efficacy were impacted by teacher training, it 

does suggest further consideration as to why teacher felt self-efficacy but reported they 

were not prepared to teach refugee students. It is important that teachers meet the needs 

of refugee students. Teachers expressed an awareness of their limitations in meeting 

refugee student needs throughout the study and awareness is key in making change. 

Recommendations for Advocacy  
 
  With 89% of those surveyed reporting their ethnicity as Caucasian, and 93% of 

the sample population speaking English only, further studies may be needed to generalize 

data to areas that have more diverse teacher populations. Teachers in the United States 

are often a homogenous group of White, middle class individuals, and may not have an 

understanding of how support the need of diverse students in schools (Strekalova & Hoot, 

2008). Cultural differences between teachers and students may have additional effects on 

knowing how to support refugee learning and further investigation could be impactful for 

schools to understand.   

 Teachers in this study have shown concern when teaching refugee students and 

demonstrated a lack of preparedness to address the social emotional needs of refugee 

students. In fact, 79% of teachers in this current study felt underprepared to meet the 
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social emotional needs of refugee students, indicating this as a potential area of further 

exploration. Research shows that addressing the social emotional needs of students 

positively impacts their academic achievement and their overall success (U.S. 

Department of Education, 2016). Additionally, 70% of this current study’s teachers 

reported feeling unprepared to meet the academic needs of refugee students. Future 

research may be able to show the relationship between teacher’s feeling of preparedness 

to address the social emotional needs of refugees and the academic success of those 

students. 

 Previous studies indicate that effective college and coursework prior to entering 

the education field is beneficial to teaching (McLeskey et al., 2018; Zhao & Zhang, 

2017). The results in this study show that a majority of teachers (71%) do not feel that 

college and coursework has prepared them to teach refugee students. Colleges can 

prevent this deficit by evaluating their coursework and programs to ensure it includes 

classes that focus on diversity, cultural responsiveness, trauma, and emotional 

intelligence to prepare teachers with the strategies and skills to meet refugee needs. 

Themes from the “why or why not” responses in this current study show that teachers are 

aware that their district has not offered professional development that can assist them in 

teaching refugee students. It would be beneficial for teachers to express concerns and 

advocate for better support to reach this student population.  

 Teachers are one of the most important factors to a refugee student in school and 

can be an advocate for them (UN Refugee Agency, 2016). It is critical that teachers 

understand laws and policies so they can follow them and voice the need for changes 

(New Hampshire Department of Education, 2022). Education is a basic human right and 
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refugees need advocates that can break through the challenges of equity (UN Refugee 

Agency, 2016). Their voices should be heard so schools can prepare them for reaching 

refugee students. It would be beneficial for teachers to advocate for training that can 

increase their feeling of preparedness to teach refugee students.  It is crucial for educators 

to identify areas that can be improved and continue to grow and adapt to an increasingly 

diverse student population (Cruickshank, 2004; Taylor & Sidhu, 2012).  

 Local organizations should be considered for possible partnerships to ensure 

outreach and community connection to schools. Research shows that schools are often 

the only resource for refugee students and creating a partnership with agencies that 

support refugee families can possibly improve the experience of refugee students 

(Candappa & Egharevba, 2000). Some of the New Hampshire organizations to consider 

partnerships with are New Hampshire Health and Human Services department, Ascentria 

Care Alliance, and the International Institute of New England.  

 The last recommendation would be for future researchers to delve more deeply 

into teacher self-efficacy when it relates to refugee students using a tool that solely 

assesses those measures. Measurements scales used in this current study evaluated a 

teacher’s overall self-efficacy and not specifically related to teaching refugee students. 

Considerable research has shown that teacher self-efficacy is an important variable in 

teacher effectiveness that impacts teacher behaviors and student outcomes (Bray-Clark & 

Bates, 2003). Results from this study showed that teachers who report self-efficacy can 

also feel unprepared to teach refugee student populations. Further research in this area 

can identify if teachers are as efficacious to teach refugees and whether that impacts their 

ability to do so.   
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Reflective Summary 
 
 As the population of students throughout New Hampshire and the United States 

continues to grow more diverse, preparing teachers to teach all students is necessary. 

Additionally, the refugee student population is on the rise and understanding their needs 

and how to teach them is crucial (UN Refugee Agency, 2022). This quantitative study 

provided insight that many teachers do not feel prepared to meet the diverse needs of 

refugees and have limited training to teach refugee students. Additionally, this research 

revealed that there was not a relationship between teacher training and their self-efficacy 

to teach refugee students. The teachers in this study were highly educated with Master’s 

degree, yet felt they were unprepared and lacked the skills to teach refugee students.  

 In future research, schools from outside of New Hampshire ought to complete this 

survey and compare the results to get a broader scope of teacher perspective. As shown in 

Table 4.16, teachers were highly efficacious to teach yet expressed many challenges and 

concerns with teaching refugee students. It would be beneficial to use a self-efficacy tool 

or ask the questions only pertaining to this student population to compare the results. 

Adding an interview component into the research methodology could be helpful to future 

studies to understand why teachers felt prepared or unprepared to teach refugee students. 

A mixed methods research could enable teachers to share an explanation for their 

responses.  

 One challenge that arose in this research was getting survey participation from 

teachers. Initially, the distribution method included having administrators of the 

participating schools send the details to the teachers within their building. After several 

weeks with limited responses, a change to the IRB was made to allow direct distribution. 
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The Qualtrics program features an anonymous method of sending surveys and does not 

connect any identifying information to the researcher. The use of direct distribution 

would have saved time and worry as it increased the participation substantially. Another 

strategy that proved to be helpful in increasing participation was the incentive of two $50 

raffles for participation in the survey. 

 In conclusion, as shown in the results of this study, a majority of teaching do not 

feel prepared to meet the academic needs (70%) and social emotional (79%) needs of 

refugee students in their secondary mainstream classrooms. Additionally, a majority of 

teachers (93%) do not feel that in-service professional development has prepared them to 

teach refugee students. Results suggest that the reported limitations in training, culturally 

responsive (71%), Emotional intelligence (53%), did not affect the teachers overall self-

efficacy to teach in their secondary classrooms but did affect their feelings of 

preparedness to teach refugee students.   

 This research study has helped this researcher reflect on some key points in 

educational leadership. Schools are often busy with many important initiatives to help 

them effectively teach the students, yet teaching the educators is also an integral aspect to 

the reaching students. The data in this research has made it evident that teachers of 

refugee students would benefit from comprehensive training, including cultural 

responsive teaching and Emotional intelligence training. As an educational leader, I have 

gained perspective on some of the needs that teachers may not express when teaching 

diverse populations. Teachers are not given information as to if their student is a refugee 

due to the state categorization as English language learners. Is there a way that the 
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reporting of refugee students as their own category, as they come with more complex 

needs other than language?  

 The findings in this study pose a question to the role of leaders within schools to 

ensure that teachers have opportunities to learn the skills and strategies to meet the needs 

of refugee students.  Future steps would be to share these findings with schools that have 

diverse populations in New Hampshire. This researcher is considering a similar study in 

additional locations to gain a broader understanding of the topic. Finally, this researcher 

plans to write scholarly articles on this topic to promote deeper understanding of this 

important topic.  
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Appendix A 

Teaching Refugee Students Survey 
 

All information provided to the researcher is confidential and will only be used in data 
analysis measures 

 
Section 1 
 Demographic Information  
Directions: Please provide a check mark next to the answer that indicates your 
demographic information.  
 

1. Age: 21-29 _____ 30-39_____ 40-49 _____ 50+ _____ 
 
2. Gender: Female _____ Male _____ Non-Binary_____ Rather not answer _____ 
 
3. Ethnicity: African American _____ Native American _____ Asian _____ 
 
 Latino/Hispanic _____ Caucasian _____ 
 
4. Highest degree of college education: Bachelor's degree _____ Master’s _____ 
 
 Doctorate _____ Other _____ 

Section 2   
                                              Classroom Information Questions  
 
Directions: Please indicate your response about each statement below. 
 

6. Are you aware of refugee students within your classroom? yes _____ no _____ 
 
 
7. Are you aware of English as a second language learners in your classroom? yes _____ 
no _____ 
 
 
8. Are you provided information from the school about your refugee student’s country of 
origin? yes _____ no _____ 
 
 
9. Are you provided with any information from the school about your refugee student’s 
cultural background? yes _____ no _____ 
 
 
10. Have you ever had training or coursework in the specific area of English as a second 
language?  yes _____ no _____ 
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11. Teacher experience: 1-5 yrs______ 5-10 yrs _____ 10+ yrs ______ 
  

Section 3  
Teacher Beliefs on Teaching Refugees Questions 

 
 
Directions: Please indicate your opinion about  
each statement below. These questions were created to  
gain a better understanding of teaching refugee students.  
  

12. How comfortable are you with teaching refugee 
students?                                                                                                  

13. How comfortable are you with teaching English 
language learners (ELL)? 

14. How prepared are you to identify the academic 
needs of                
refugee students? 

15. How prepared are you to address the academic 
needs of                
refugee students? 

16. How prepared are you to identify the academic 
needs of                
refugee students? 

17. How prepared are you to identify the social 
emotional needs of refugee students? 
 

18. How prepared are you to address the social 
emotional needs of refugee students? 
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(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 
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19. How knowledgeable are you of your refugee 
students’              
backgrounds  

20. How knowledgeable are you of your refugee 
students’              
culture? 

21. How knowledgeable are you of your refugee 
students’              
language acquisition? 

22. How well has your district wide professional 
development prepared you to teach refugee students? 

23. How well has your college or course work prepared 
you to teach refugee students? 

24. To what extent are you knowledgeable of 
resources for          
for teaching refugee students?  
  

25. To what extent do you feel you have access to 
adequate  
professional development resources for teaching 
refugee        
students? 

Teachers’ Sense of Efficacy Scale 
                                         (Hoy & Woolfolk, 1993) 
Directions: Please indicate your opinion about  
each statement below. These questions are created to 
gain a better understanding of items that may be  
challenges for teachers in their classrooms.   

 26. How much can you do to controls disruptive 
behavior in the classroom? 
 

27. How much can you do to motivate students who 
show low interst in school work? 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 
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28. How much can you do to get students to believe 
they can do well in school work? 

29. How much can you do to help your students value 
learning? 
  

30. To what extent can you craft good questions to 
your students ? 
 
 

31. How much can you do to get children to follow 
classroom rules? 

32. How much can you do to calm a student who is 
disruptive or noisy? 

33. How well can you establish a classroom 
management system with each group of students? 

34. How much can you use a variety of assessment 
strategies? 

35. To what extenet can you provide an alternative 
explaination or example when students are confused? 

36. How much can you assist families in helping their 
choldren do well in school? 

37. How well can you implement alternative stratgeies 
in your classroom? 

 

 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 

(1)     (2)     (3)     (4)     (5) 
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Appendix B 

 
Institutional Review Board 

Date March 28, 2022 

 

Dear Ginelle Johnson 

Study: Examining Teacher Preparedness, Training, and Self-Efficacy to Teach Refugee Students   

Approval Date: March 27, 2022 

 

The Institutional Review Board for the Protection of Human Subjects in Research (IRB) has 
reviewed and approved the protocol for your study as Exempt as described in Title 45, Code of 
Federal Regulations (CFR), Part 46, Subsection 101(b).  Approval is granted to conduct your 
study as described in your protocol.  Be sure to complete the Final Report Form when your 
research is finished.  

 
If, during the course of your project you intend to make changes that may significantly affect the 
human subjects involved (particularly methodological changes), you must obtain IRB approval 
prior to implementing these changes.  Any unanticipated problems related to your use of human 
subjects must be promptly reported to the IRB.  The IRB may be contacted through Dr. Clarissa 
M. Uttley, Chair of the IRB.  This is required so that the IRB can update or revise protective 
measures for human subjects as may be necessary.   

 

You are expected to maintain as an essential part of your project records, any records pertaining 
to the use of humans as subjects in your research.  This includes any information or materials 
conveyed to and received from the subjects as well as any executed forms, data and analysis 
results.  If this is a funded project (federal, state, private, other organization), you should be aware 
that these records are subject to inspection and review by authorized representatives of the 
University, State of New Hampshire, and/or the federal government. 

 

Please note that IRB approval cannot exceed one year.  If you expect your project to continue 
beyond this approval period, you must submit a request for continuance to the IRB for renewal of 
IRB approval.  IRB approval must be obtained and maintained for the entire term of your project 
or award. 
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Please notify the IRB in writing when the project is completed.  We may ask that you provide 
information regarding your experiences with human subjects and with the IRB review process.  
Upon notification, we will close our files pertaining to your project.  Any subsequent reactivation 
of the project will require a new IRB application. I have attached the Project Completion Form 
for your convenience. 

 

Please do not hesitate to contact the IRB if you have any questions or require assistance.  We will 
be happy to assist you in any way we can.  Thank you for your cooperation and efforts throughout 
this review process.  We wish you success in this endeavor. 

 

Sincerely, 

 

Clarissa M. Uttley, PhD 

Institutional Review Board 

cmuttley@plymouth.edu 
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Appendix C 

 
Institutional Review Board 

Date May 19, 2022 

 

Dear Ginelle Johnson 

 

Study: Examining Teacher Preparedness, Training, and Self-Efficacy to Teach Refugee Students 

Approval Expiration Date: May 19, 2023 

Modification/Renewal Approval Date: May 19, 2022 

Modification/Renewal: Sampling Methodology Change 

 

The Institutional Review Board for the Protection of Human Subjects in Research (IRB) has reviewed 
and approved your modification/renewal request, as indicated above.  Further changes in your study 
must be submitted to the IRB for review and approval prior to implementation.  

 

Approval for this protocol expires on the date indicated above. At the end of the approval period 
you will be asked to submit a report with regard to the involvement of human subjects in this study.  If 
your study is still active, you may request an extension of IRB approval.  Any unanticipated problems 
related to your use of human subjects must be promptly reported to the IRB.  The IRB may be 
contacted through Dr. Clarissa M. Uttley, Chair of the IRB.  This is required so that the IRB can 
update or revise protective measures for human subjects as may be necessary.   

 

You are expected to maintain as an essential part of your project records, any records pertaining to the 
use of humans as subjects in your research.  This includes any information or materials conveyed to 
and received from the subjects as well as any executed forms, data and analysis results.  If this is a 
funded project (federal, state, private, other organization), you should be aware that these records are 
subject to inspection and review by authorized representatives of the University, State of New 
Hampshire, and/or the federal government. 

 

Please note that IRB approval cannot exceed one year.  If you expect your project to continue beyond 
this approval period, you must submit a request for continuance to the IRB for renewal of IRB 
approval.  IRB approval must be obtained and maintained for the entire term of your project or award. 
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Please notify the IRB in writing when the project is completed.  We may ask that you provide 
information regarding your experiences with human subjects and with the IRB review process.  Upon 
notification, we will close our files pertaining to your project.  Any subsequent reactivation of the 
project will require a new IRB application. I have attached the Project Completion Form for your 
convenience. 

 

Please do not hesitate to contact the IRB if you have any questions or require assistance.  We will be 
happy to assist you in any way we can.  Thank you for your cooperation and efforts throughout this 
review process.  We wish you success in this endeavor. 

 

Sincerely, 

 

 

Clarissa M. Uttley, PhD 

Institutional Review Board 

cmuttley@plymouth.edu 
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Institutional Review Board 

 

Human Subjects Research Final Report 

July 28, 2020 

Study Title: Examining Teacher Preparedness, Training, and Self-Efficacy to Teach 

Refugee Students 

Upon completion of your study, please provide the information requested below and submit to the 

Institutional Review Board (IRB) along with a report of findings for this study, for audit 

purposes. Copies of abstracts, articles, and/or publications specific to the project are acceptable. 

Send the report to the IRB at psu-irb@plymouth.edu.  

1. Please give termination date of study’s intervention or interaction with participant data 

   June 3, 2022 

2. How many people were studied in your research? 98 New Hampshire high school teachers 

3. Did you conduct the research in accordance with the procedures reviewed and approved by the 

IRB? (Yes or No) (If NO, please describe on a separate sheet) 

4. Did any problems emerge or were any serious unexpected adverse subject experiences 

observed? Yes or No (If YES, please describe on a separate sheet)  

Principal Investigator or Advisor 

Signature:____________________________________________ 

Please send electronically to the IRB at psu-irb@plymouth.edu. 
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Appendix D 

 

I am a Plymouth State University doctoral student (and fellow educator) that is seeking certified 
educators, including English language learner certified teachers to participate in a study. It 
should only take 10-15 mins. and you can win a raffle. This study focuses on how prepared 
educators feel about teaching refugee students in their high school classrooms and the impact 
that has on their self-efficacy to teach them. If you are willing to participate in this study, you 
will be asked to complete an online survey that can be completed electronically. Privacy is a 
priority and no real names or leading demographic information will be used in any study 
analysis. At any time, should you become uncomfortable with any portion of the study, you are 
able to opt out of completion. There will be a raffle of 2-$50 gift cards raffled for all participants 
in this study. The raffle will be included within the survey by providing your email. Winners will 
be notified by the researcher through the provided email with instructions of how to 
anonymously receive the prize. Thank you for considering participation in this study.  

 

https://plymouthstate.co1.qualtrics.com/jfe/form/SV_bOPY3HGhPYNWS9w 

 

All the best,  

Ginelle Johnson  

Ginelle Johnson  
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Appendix E 

Informed Consent 

INFORMED CONSENT FORM   
 

CONSENT TO PARTICIPATE 
 

VOLUNTARILY IN A RESEARCH INVESTIGATION 
 

PLYMOUTH STATE UNIVERSITY 
 

INVESTIGATOR(S) NAME: Ginelle Johnson   

STUDY TITLE:  Examining Teacher Preparedness, Training, and Self-Efficacy  to Teach Refugee 

Students    

PURPOSE OF THE STUDY 

The purpose of this research is to explore teacher's preparedness and their self-efficacy to teach 

refugee students in their secondary classrooms.  

 

DESCRIPTION OF THE STUDY 

During this study, participants will be asked to share their experience with teaching, including their 

feelings about teaching refugee students in their classroom. Participants may choose to complete 

their survey on a computer or a smartphone device. Estimated time for completion is 20-25 

minutes.  

 

Describe any anticipated costs associated with being in study such as travel to be a participant in 

the study. If there are no known costs, clearly indicate.   

 

There are no costs related for participation in this study. 
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RISKS AND DISCOMFORTS  

As a participant, some of the questions reflect of your classroom, teaching, or school and may 

provoke feelings of concerns if those are areas with limited knowledge, resources, or support  

 
 

BENEFITS  

Potential benefits that participants may attain from participation in this research study include: 

greater understanding of how teacher preparedness or self-efficacy impacts teaching refugee 

students  

 

ALTERNATIVE PROCEDURES 

No alternative procedures are available for this study. 

 

CONFIDENTIALITY 

All documents and information pertaining to this research study will be kept confidential in 

accordance with all applicable federal, state, and local laws and regulations. Data generated by the 

study may be reviewed by Plymouth State University's Institutional Review Board, which is the 

committee responsible for ensuring my welfare and rights as a research participant, to assure 

proper conduct of the study and compliance with university regulations. If any presentations or 

publication result from this research, you will not be identified by name.  

 

All collected data and instruments will be confidential and stored in a locked cabinet when not 

in use by the researcher. Any electronic or paper communication will also be included in this 

password protected file or a locked cabinet.   Records, raw data, and materials will be stored for 

at least 5 years to ensure protection and safety of information. Any identifying information 

provided to the researcher will be saved in a password protect 
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I plan to maintain the confidentiality of all data and records associated with your participation in 

this research. There are, however, rare instances when I may be required to share individually 

identifiable information with the following: 

 Officials at Plymouth State University (PSU), 

 Regulatory and oversight government agencies, or  
 

I also may be required by law to report certain information: 

 To government and/or law enforcement officials (for example, child abuse, threatened 

violence against self or others, or hazing). If I believe that such a report is required, I will 

follow the guidance of the PSU Institutional Review Board for the Protection of Human 

Subjects in Research (and of the University’s General Counsel) in making any such 

report, in order to provide as much protection for your privacy as possible while still 

complying with the law. 

 To appropriate PSU authorities (e.g., disclosures involving Sexual Violence - which 

includes sexual harassment, sexual assault, unwanted sexual contact, sexual misconduct, 

domestic violence, relationship abuse, stalking [including cyber-stalking] and dating 

violence - must be reported to the PSU Title IX Coordinator or PSU Police). 

 

Further, any communication via the internet poses minimal risk of a breach of confidentiality.  

 

To help protect the confidentiality of your information, all data will be maintained and accessed 

by this researcher through the Plymouth State University secure electronic file.  

 

No information will be shared with a third-party data processor.  

 

 

TERMINATION OF PARTICIPATION  
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You may choose to withdraw from this study at any time and for any reason. If you choose to drop 

out of the study, you will contact the investigator and my research records will be destroyed. 

 

COMPENSATION 

You will not receive payment for being in this study but can participate in an optional raffle for 2-

$50 gift cards. Participation in this study is strictly voluntary. There will be no compensation for 

given to the researcher for this study. 

  

INJURY COMPENSATION 

Neither Plymouth State University nor any government or other agency funding this research 

project will provide special services, free care, or compensation for any injuries resulting from this 

research. Treatment for such injuries will be at my expense and/or paid through my medical plan. 

 

QUESTIONS  

If you  have further questions about this study, you may contact Ginelle Johnson, at 

gjohnson@plymouth.edu.  You may also reach out to Marcel Lebrun, Marguerite’s supervisor, at 

mlebrun@plymouth.edu for additional questions. If you have any questions about the rights of 

research participants, you may call the Chairperson of the Plymouth State University’s 

Institutional Review Board at (603) 535-2915 (Valid until June 2024). 

 

VOLUNTARY PARTICIPATION 

Your participation in this study is entirely voluntary, and that refusal to participate will involve no 

penalty or loss of benefits to me. You are free to withdraw or refuse consent, or to discontinue 

participation in this study at any time without penalty or consequence.  

 



122 
 

If you voluntarily give your consent to participate in this research study, please complete the survey 

provided in the email. Your consent will be implied by completing the survey in the Qualtric’s 

database.  

 

 

Your completed survey confirms that you certify that to the best of my knowledge, the subject 

completing the survey form has had the study fully and carefully explained by me and have been 

given an opportunity to ask any questions regarding the nature, risks, and benefits of participation 

in this research study.  

 

Ginelle Johnson 

Investigator’s Name (Print)  

 

    

Investigator’s Signature: Ginelle Johnson       Date: 3/15/22 

 

 

 

 

 

 

 


